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Preface

Society is changing and the changes continue to accelerate. The changing
labor market, extended life expectancy, the expectation of lifelong leamning,
divorce, single-parent families, blended families, teenage suicide, substance
abuse, sexual experimentation, and peer and family pressure are not abstract
issues. They are real and have a substantial impact on students and their personal,
social, career, and educational development. (The lowa K-12 Career Guidance
Curriculem Guide for Student Development, 1987).

Educational Reform

To respond to changes such as these, education is being challenged. Education
is in the midst of reform as it probably will be into the forseeable “-ture.
Numerous reports have been issued that speak to educational reform (Gardner,
1983; Boyer, 1983), but, unfortunately, most reports have said very little about
the contributions of guidance (Herr, 1984). This is a setinus omission because
as Herr pointed out:

Effective functioning in the schooling process and 122 the work force requires attention
tc emotional values and decision-making components that school counselors and
guidance processes contribute to the overall educational mission. Students cannot
choose opportunities that they do not know about and they cannot compete effectively
when they are unsure or unaware of their own aptitudes and interests or preeccupied
with their changing and perhaps neglectful family situations or chemical dependency.
Intellectual effort and educational excellence frequently rest on resolution of such
matters They are affected by student feelings of security and self-esteem that simply
cannot be 1gnored if children or youths are to develop the diverse competencies to
become fully functioning adults and future workers of quality. (p. 219)

Reconceptualization of Guidance

To be responsive to continuing societal and individual changes as well as to
calls for reform, education must look to reforming the entire educational enter-
prize, including guidance in the schools. Guidance reform will require a recon-
ceptualization of guidance from an ancillary, crisis-oriented service to a
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viii PREFACE

comprehensive program firmly grounded on principles of human growth and
development Such a reconceptuahization of guidance will require that the guid
ance program become an equal partner with the instructional program—with the
concern for the intellectual development of individuals. Traditionally, however,
guidance was not conceptualized and implemented 1n this manner, because, as
Aubrey (1973) suggested, guidance was seen as a support service lacking a
content base of its own. Sprinthall (1971) made this same point when he stated
:hat there is hitrle content in the practice of guidance and that guidance textbooks
usually avoid discussion of a subject-matter base for guidance programs.

If guidance is to become an equal partner 1n education and meet the increasingly
complex needs of individuals and society, it is our opinion that a content base
for guidance is required. The call for thus is not new, many early guidance
pioneers issued the same call. But the call was no loud enough during the early
years so that by tne 1920s guidance had become essentially process- or technique-
oriented. The need and the call continued to emerge occasionally thereafter,
however, but it wasn't until the late 1960s and early 1970s that it reemerged
and becar ~ visible once more in the form of developmental guidance.

That 1s not to say that developmental guidance was not present before the late
1960s. What it does mean, however, is that by the late 1960s the need for
attention to aspects of human developmen: other than *‘the time-hunored cog-
nitive aspect of learning-subject matter mastery'’ (Cottingham 1973, p. 341)
again had become apparent Cottingham characterized these other aspects of
human developme-t as ‘‘personal adequacy learming’™ (p. 342). Kehas {1973)
pointed to this same need by stating that an individual should have opporturities
*‘to develop intelligence about his self —his personal, unique, 1dic ~ncratc,
individual self”’ (p. 110).

It seems (lear then that the next step n tae evolution of guidance was to
establish guidance as a comprehensive program—a program that s an integral
part of the educationa process with a content base of its own. In response to
this need Gysbers and Moore (1981) published a book titled /mproving Guidance
Programs. It presented a content-based, K- 12 comprehensive guidance program
model and descnbed the steps to implement the model. This current book uses
the model and 1mplementation steps presented in /mproving Gudance Programs
as a base, but expands and extends the model and implementation steps sub-
stantially

Four Phases of Program Improvement

The four phases of developing and implementing a comprehensive gu'dance
program as described by Mitchell and Gysbers (1978) are nseu as the organizurs
for ‘his book. The four phases are planning, designizg, :mplementing, and
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evaluating. Chapters i~4 address planning, chapters 5 and 6, designing, chapters
7 and 8, implementing, and chapter 9, evaluating.

Planning

Chapter 1 traces the evolution of guidance in the schools from the ture of the
cantury. The changing influences, emphases, and structures from then until now
are described and discussed 1n detail. The recent emergence of developmental
comprehensive gudance programs is highlighted. To have an understanding of
the evolution of guidance in the schools and the emergence of developmental
comprehensive programs is the first step in improving your school's guidance
program,

Based on this understanding, we turn to the specifics of the planning phase.
Chapter 2 focuses on the 1ssues and concerns in planning and organizing guidance
program improvement. Next, chapter 3 presents a model guidance program based
on the corcept of hfe career development, it is organized around three structural
components and four program components. Chapter 4, the last chapter on the
planning phase, discusses 1n detail the steps involvea in finding out how well
your current program 1s working and where improvement is needed.

Designing

Chapter 5 begins the designing phase of the program improvement process,
focusing on designing the program of your choice. Issues and steps in selecting
the destred program structure for your comprehensive program are presented.
Next 1n the designing phase, chapter 6 describes in detail the steps necessary to
make the transition to a comprehensive school guidance program.

Implementing

Chapter 7 describes the sieps 1n actually making the transition to your com-
prehcasive school guidance program. It describes transition activities required
at the district and building level. Chapeer 8 focuses on how to en.uze that school
counselors have the necessary competency to develop and manage a compre-
hensive school guidance program. Counseic upervision procedures are high-
lighted.

Evaluating

Comprehensive school gwidance program evaluation is discussed in detail in
chapter 9. Program evaluation, student outcome evaluation, and professional
personnel evaluation are featured. Special atention is given to evaluation pro-
cedures in each.

ERIC
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Conctuding Thoughts

The chapter orgamzation may leac some readers to think that guidance program
improvement activities follow one another in a linear fashion. Although there 15
a progression involved, some of the activities desciibed i1 chapters 1 through 9
may be carried on concurrently. This is true particularly for the evaluation
procedures described 1n chapter 9. Some of these procedures are carried out from
the beginnming of the program improvement process throughout the life of the
program Aiso, some readers may misinterpret what has been written and think
that guidance program unprovenient 15 a simple tash requiring httle staff time
and few resources. This 1s not true  Althougls substantial work can be completed
during 1 year, at least 2 to 3 years with the necessary resources available to
ensure successful implementation are required.

Finally, a word about who the book 1s for. It 1s wntten to inform and mnvolve
all members of the guidance steff about the development and management of
comprehensive school guidance programs. Although specific parts are high-
lighted for gmdance program leaders (central or bulding level directors, super-
visors. coordinators, department heads) and school admimstrators, the information
prov.ded is important for all  Also, the book 15 designed for practitioners already
on-the-job as wcll as for counselors-mn-traiming and administrators-in-training.
It :an and should be used in preservice education as well as inservice education.
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CHAPTER 1 .

THE EVOLUTION OF
COMPREHENSIVE GUIDANCE
PROGRAMS IN THE SCHOOLS

By the beginning of the 20th century, the United States was deeply involved
in the Industrial Revolution. It was a period of rapid industrial growth, social
protest, social reform and topian idealism. Social protest and social reform
were being carried out under the banner of the Progressive Movement, a move-
ment that sought to change negative sociai conditions associated with industrial
growth.

These conditions were the unanticipated effects of industrial growth. They included.
the emergence of cities with slums and immigrant-fille«i ghettos, the decline of
puritan morality, the eclipse of the individual by orgamizations, corrupt political
bossism, and the demise of the apprenticeship method of learming a vocation.
(Stephens, 1970, pp. 148-149)

The Early Years

Guidance was born during the height of the Progressive Movement as *‘but
one manifestation of the broader movement of progressive reform which occurred
in this country in the late nineteenth and early twentieth centuries’” (Stephens,
1970, p. 5). Its beginnings can be traced to the work of a number of individuals
and social institutions. People such as Frank Parson, Meyer Bloomfield, Jessie
Davis, Anna Reed, Eli Weaver, and David Hill, working through a number of
organizations and movements such as the settlement house movement, the Na-
tional Society for the Promotion of Industrial Education (NSPIE), and schools
in Grand Rapids, Seattle, New York, and New Orleans were instru:nental in
formulating and implementing early conceptions of guidance.

The implementation of one of the first systematic conceptions of guidance in
the country took place in Civic Service iouse, Boston, Massachusetts, when
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4 EvoLLTION or COMPREHENSIVE GUIDANCE PROGRAMS IN THE SCHOOLS

the Boston Vocation Bureau was established in January. 1908, by Mrs. Quincy
Agass:z Shaw, based on plans drawn up by Frank Parsons. The establishment
of the Vocation Bureau was an outgrowth of Parsons’s work with individuals at
Ciwvic Service House. According to Davis (1969, p. 113), Parsons issued his
first report of the Bureau on May 1, 1908. **This was an important report because
the term “vocational guidance” apparently appeared for the first time in print as
the designation of an organized service. ™" It also was an important report because
it emphasized that vocational guidance sho!d be provided by trained experts
and become part of every public school system.

Parsons’s conception of guidance stressed the scientific approach to choosing
an occupation The first paragraph 1n the first chapter of his book, Choosing A
Vocation (1909), illustrates his concern.

No step in Iife. unless 1t may be the choice of a husband or wife. 1s more important
than the choice of a vocation The wise selection of the business. profession, trade.
or occupation to which one’s hfe s to be devoted and the development of full
efficiency in the chosen field are matters of deepest movement to young men and
to the public These vital problems should be solved 1n a careful. scienufic way.
with due regard to cach person’s aptitudes, abihities. ambitions. resources. and
limitauons. and the relatons of these elements to the condions of success in
different industries (p 3)

The basis for Parsons’s conceptualization of guidance stressing the scientific
approach was his concern about society's general lack of attention to the de-
velopment of human resources. **It trans 1its horses. as a rule. better than men.
It spends unlimited money to perfect the inanimate machinery of production yut
pays very little attent:on to the business of perfecting the human machinery,
though 1t 15 by far the most important 1n production’ (Parsons, 1909, p. 160).
He also was concerned about assisting young people 1n making the transition
from school to work **Yet there is no part of li%e whore the need for guidance
i more emphatic than 1n the transition from school to work—the choice of a
vocation. adequate preparation for it, and the attainmen. of efficiency and suc-
cess’ " (Parsons, p. 4).

The work of Frank Parsons and the Vocation Burezu soon became known
across the country Qut of it grew the first National Conference on Vocational
Guidance. held 1 Boston 1n 1910, followed by a similar conference in New
York m 1912 and tie formation of the National Vocational Guidance Association
in Grand Rapids in 1913 (Ryan. 1919). It also had a direct impac* on the Boston
public schools because in 1909. the Boston School Commuttee asked perscnnel
in the Vocation Bureau to outhne a program of vocational guidance for the public
sciools of Boston On June 7. 1909, the Boston School Committee approved
the bureau’s suggestion and "“instructed the Superintendent ot Schools to 2 nont
a commuttee of six to work with the director’* (Bloomfield, 1415, p. 34.

O
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EvoLUTION OF COMPREHENSIVE GUIDANCE PROGRAMS IN THE SCHOOLS 5

The report of this commuttee, the Committee on Vocational Direction, is
interesting because it pointed out that a vocational counselor already had been
appointed in every high school and all but one elementary school, and that a
vocational record card for every elementary school graduate also had been com-
pleted, ready to be forwarded to the high school. The committee, in its report,
spelled out three primary aims of vocational guidance.

Three aims have stood out above all others. firs.. to secure thoughtful consideration.
on the part of parents. pupils. and teachers. of the importance of a life-career moti*-;
s~cond, to assist 1n every way possible in placing pupils in some remunerative work
on ieavmg school, and third, to keep in touch with and help them thereafter,
suggesting means of improvement and watch:ng the advancement of those who need
such aid. (Bloomficld. 1915, p 36)

These aims were to be implemented by a central office staff and by appointed
counselors 1n each school. The central office functioned in an advisory capacity
only, however, and in most schools the counselors were teachers with some time
allowed for counsehng students. Nevertheless. according to Brewer (1922), the
work in Boston was commendable and promising.

At about the same time that the Boston schools were establishing a vocationa!
guidance program, a group of New York City teachers. the Student Aid Com-
muttee of the High School Teachers® Association, under the leadership of E.W.
Weaver, was active in cstabhshing a program in the New York City schools. A
report 1ssued 1n 1909 by the commuttee indicated they had passed the experimental
stage and were rcady to request that:

(1) the vocat.onal officers of the large h.gh schools be allowed at least one extra
pertod of unassigned ttme to attend to this work, {2) that they be provided with
facilities for keeping records of students and employment. and (3) that they have
opportunities for holding conferences with students and employers (Ryan. 1919,
p- 25)

In Grand Rapids, vocational gmdance began first in the .'assroom and then
was orgamized 1n a central office. Jessic B. Davis (1914) naugurated a plan of
teaching vocational gudance through the English curriculum. The following
gencral topics were to be covered 1n each of the grades:

Seventh grade Vocational ambition

Eighth grade: The value >f education

Ninth grade: The eleme s of character that make for success
Tenth grade: The world’s work—a call to service

Eleventh grade. Choosing a vocation

Twelfth grade. Preparation for one’s hfe work

The Grand Rapids approach suffered from some of the same problems that
had plagued gwidance efforts in Boston and Ncw York, however In fact, Brewer

ERIC 1
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6 EvoLuTioN OF COMPREHENSIVE GUIDANCE PROGRAMS IN THE SCHOO'S

(1922, p. 39) commented that no large city had ‘‘succeeded in spreading the
interest widely enough and in securing adequate funds to bring about what could
be called a complete, city-wide plan for vocational guidance.”” For the most
part, vocational guidance was being carried out on a voluntary, permissive basis
in Grand Rapids and elsewhere.

Vocational guidance was being introduced also into the public schools in other
parts of the country. In Chicago, it first took the form of a central office to serve
students applying for employmen: certificates and for placement, and it also
published vocational bulletins. !'1 other cities such as Buffalo; Los Angeles;
Rochester; New York; DeKalb, !linois; Cincinnati; Milwaukee; Philadelphia;
and San Jose, California, vocational guidance took several different forms but
relied mostly on disseminating occupational information and on conducting oc-
cupational surveys, placement activities, and life-career classes. For example,
Newton, Massachusetts, organized an Educational-Vocational Guidance De-
partment with the following three responsibi’ities:

(1) The change of all schoui-attenw.nce records including the school census and
the enforcement of school attendance laws.

(2) The granung f work certificates, and

(3) Educationai-Vocational Guidance work.
(Bloomficld, 1915, p. 53-54)

According to Ryan (1919. p. 26) **by April 1914, approximately 100 public
high schools. representing some 40 cities, were reported to the Bureau of Ed-
ucation as having definitely organized conscious plans of vocational guidance,
through vocation bureaus, ccnsultation committees, trial vocational courses, or
regular courses in vocations.”” (It is interesting to note the titles of some of the
offices. For example, in Minneapolis, the Divisionof Attendance and Vocational
Guidance was established.) This expansion continued throughout th.€ next 4 years
so that by 1918, 10 years after the establishment of the Vocaticn Bureau in
Roston, ‘932 four-year high schools reported vocation bureaus, employment
departments, or similar devices for placing pupils’ (Ryan, 1919, p. 36).

Changes in Theory and Practice

As the vocational guidance movement expanded in the 1920s, a number of
visible shifts began to occur in its theory and practice. Up until about 1920,
vocational guidance was

bound up with vocational training. prevocational edacztion. continuation school
work. the cooperative plan of half-ume work. the Gary Plan. and the juaior high
school, and. like most of these it presupposes a complete remaking of education
on the basis of occupational demands (Ryan, 1919, p 98)
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From 1920 on. however, there was less emphasis on gmdance for vocation
and more on education as guidance. This shift apparently was a natural outgrowth
of a change that was taking place in education itself. With the advent of the
Seven Cardinal Principles in 1917, education, at least philosophically, began to
shift from preparation for college alone to educatior. for total life.

This was a hfe to be charactenized by an integration of health with command of
fundamental processes, worthy home membership, vo atioral competence, civic
responsibility, worthy use of leisure time and ethical characie....Given these Seven
Cardinal Princigles, all education now appeared equally vocationally relevant—
from this one could construe that all of education 1s guidance into later vocational
. ving. (Johnson, 1972, p. 27-28)

This shift occurred partly because the leadership of gmdance, particularly on
the part of people like John Brewer, increasingly was more cducationally ori-
ented. It also occurred, according to Stephens (1970), because the National
Education Association’s Commission on the Reorganization of Secondary Ed-
ucation **had so broadened the definition of vocation as to soften it, if not to
virtually eliminate it as a cardinal principle of secondary education'’ (p. 113).
This move by the Commission on the Reorganization of Secondary Education,
together with the more ecucationally onented leadership of guidance, served to
separate the twin reform movements of education, vocational education and
vocational guidance, as Stephens called them, leaving vocational guidance to
struggle with its own identity. This pont 1s made in a similar way by Johnson
(1972).

The 1918 report of the NEA's Commussion on the Reorgamzation of Secondary
Education construed almost all of education as traming for efficient vocational and
avocational hfe No eclement in the curmnculum appeared salient after the CRSE
report This was no less true of vocational education. Thus. as a *“cardinal principle”’
vocational cducation was virtually chiminated. The once correlated responsibility of
vocational guidance lost its historical anchorage to vocational education and was
set adnft in the public school system to be redifined by the logic of the education
subculture. (p. 204)

What was the direction of this new identity? It was clear that by the 1920s
less attention was being focuszd on the social, industrial, and national-pohtical
aspects of individuals whei as considerably more attention was being given to
the personal, educational, and statistically measurable aspects of individuals.
More specifically, at least within the school setting, there apparently was a
“*displacement of the traditional vocational, socioeconomic and political concerns
from the culture at large to the student of the educational subculture whose
vocational socialization problems were reinterpretec as educational and psycho-
logical problems of personal adjustment.’* (Johnson, 1972, p. 221)
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The Clinical-Services Model Emerges

This shift i emphasis in the theory and practice of vocational guidance was
related to a number of influences 1n education in the 1920s. These included the
continued growth of the mental hygiene and measurement movements, devel-
opmental studies of children, the mntroduction of cumulative records, and pro-
gressive education. In effect. *"Vocational guidance was taking on the new
vocabulary present in the culture at large and in the educational sub-culture; the
language of mental health. progressive education, child development and mea-
surement theory”” (Johnson, 1972, p. 160).

As aresult of these new 1nfluences, a new model of vocational guidance began
to emerge—one that w» “linical 1n nature. Vocational guidance theory and
practice began to empha. ' more personal, diagnostic, and clinical orientation
to the student. with an increasing emphasis on psychological measurement.

Content to explore with yet greater preciston the psychological dimensions of the
student. and guaranteed ¢ demand for testing services iet the public school system.
the guidance movement defined its professional role to meet the expectations of its
institutional colleagues Thus. there developed a mutual role expectation that -cquires
analysis and synthesis (#~thening and orgamizing personal data). diagnosis (com-
paring personal data tv test norms. and occupational or professional profiles). prog-
nosis (indicatng available career choices). counseling (or treating. to effect desired
adiustment then or 1n the future) This formed the basis for the clinical model
Tes ng had created the demand for 4 unique technical shill around which the chnical
model could develop, and around which vocational guidance had established a
professional claim (Johnson, 1972, p 138)

Further evidence of this can be seen in the 1921 and 1924 statements of the
Principles of Vocational Guidance of the National Vocational Guidance Asso-
ciation (Allen, 1927) These principles stressed testing, the use of an extensive
cumulative record system, information, the study of occupations. counseling.,
and case studies. Between 1925 and 1930, as the climcal model of vocational
guidance emerged. counsehng became of primary concerr * Vocational guid-
ance became problem oniented, centering on adjustable psychological, personal
problems—not social, moral. religious, ethacal or pohitical problems ™ (Johnson,
1972, p. 201)

As the 1920s continued to unfold, the main ngredients of the new model of
vucational guidance began to appear. There was continued stress on occupational
information, placement, and follow-up, as had been true between 1908-1920.
In «Jdiuon, however, counsehng from a more psychological perspective and
testing emerged In fact, to some, these latter two clements began to ascume
preeminance and became the basis fur the emerging clinical mode! 1t also seems
clear that the foundation for the rresent day conception called the services model
of guidance was laid during the 1920s—those services 1n present-day language
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being orientation, assessme-*. information. connseling, placement, and follow-
up. Only orientation as a service 4id not seem to be discussed at length during
the 1920s. As evidence of this. Payne (1925, pp. 237-240) listed the following
functions and responsibilities of the vocational guidance advisor:

I Tests and Techmque—A guidance advisor should be thoroughly familiar with,
and specifically trained in, the technique of giving all kinds of tests, such as
intelhigence, achicvement, prognosis, aptitude, character, psychiatzic, and vo-
cational tests.

Il Records and Reports—The vocational gmdance advisor should maintain com-
plete and up-to-date records and make reports as called for concerning (1)
classes, programs. registration, syllabi, and tests; (2) student data...; (3) vo-
cational data on opportunitics for full-ume work, part-time work, vocation
work, apprenticeship, follow-up and supervision data; (4) education and train-
ng.

HI' Courses of Study—The guidance advisor should supervise or conduct courses
of study in vocational information.. Collect and disseminate vocational in-
formation. ..

IV Cooperation—The guidance advisor should at all umes be ready to cooperate
with various agencie...

V  Placement—The guidance advisor shoutd maintain and develop contacts with
all forms of placement agencies.

VI Follow-up and Employment Supervision—The guidance advisor should re-
cord, check, and follow up the results of all advice given .

VII Statistics and Research—The guidance advisor should make statistical stud-
1cs...

Among the functions and responsibilities for vocational guidance advisors
listed by Payne was the keeping of records. The keeping of such recoids in
schools has had a long evolutionary history, beginning with the adoption of the
school register in the 1830s. It wasn't until the early 1900s, however, that the
pupil attendance record—the school register—was supplemented by various
kinds of individual record systems. One of the first such systems was developed
in 1909 by Charles M. Lamprey. the Director of the Boston Model School. His
system was adopted in the Boston public schools in 1910.

The first modern cumulative record card did not become available until 1928.
It was designed primarily as a guidance instrument by its authors, Ben D. Wood
of Columbia University and E.L. Clark of Northwestern University. It was
published by the American Council on Education. According tc Humphreys and
Traxler (1954), its publication ‘‘constituted a landmark in the history of individual
guidance in the United States™ (p. 96).

As vocational guidance was becoming institutionalized in schools and 1n the
process being defined and implemented by its leadership, the expectations of
other educational personrel concerning vocational guidance elso were being
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shaped This seemed to be particularly true for school administrators. Johnson
(1972) underlined this whea he pointed out that administrative obligations were
a substantial part of the new professional responsibilities. In fact, many suggested
vocational guidance rcsponsibilities dehineated by the profession becare admun-
wstrative obligations when ncorporated mto the school settings. (See Payne’s
listing of seven suggested functions and responsibilities for evidence of this.)
“*Professional responsibilities became :n fact admimstrative obligations for which
guidance would be held accountable not to professionally determined values bt..
values of the education subculture interpreted wirough its administrative struc-
ture’” (Johnson, p. 191).

By the beginning of the 193Us, as a result of the work of A. Geseli, the mental
health movement, and the emerging climcal model of counseling. persenal coun-
seling began to dominate professional theory and practice.

Up t0 1930. not much progress had been made in differentiaung this function
(personal counselhing) from the preexisting programs of vocationz! and edur.ational
gurdance  After that date. more and more of a separation appeared as guidance
workers 1n the high scavols became aware of increasingly large numbers of students
who were troubled by personal problems involving hostility te 2uthonty. sex re
latiunships. unfortunate home situations, and financial stringencies. {Rudy, 1967,
p 25

It was clear too that by the 1930s, the term guidance was seen as an all-
inclusive term including **problems of adjustment to health, rehigion, recreation,
to farmily and friends, to school and to work™ (Campbell, 1932, p. 4). Vocational
guidance, on the other hand, was defined as *‘the process of assisting the n-
dividual to choose an occupation, prepare for :t, enter upon .nd progress in 1.
As preparation for an occupation involves decisions in the choice of studies,
choice of curriculums, and the choice of schools and colleges, 1t becomes evident
that vocational guidance cannot be separated from educational guidance™ (Camp-
bell, 1932, p. 4).

It also is interesting to note that vocational guidance was seer as a process
that helped individuals examine all occupations. not just tho.e for which vo-
cational education provided training.

As vocational guidance and vouational education are linked togethe. 11 many minds,
a statement of this relationship may clanify the situation Vocationa! education 1s
the giving of traiming to persons wno desire to work 1 a specific vecupation.
Vocational guidance offers information and assist. ¢ which leads to the choice of
an occupation and the tramming which precedes 1t It does not give such traiming.
The term vocational refers to any occupation. be 1t medicine, law. carpentry, or
nursing Preparation for niany occupations and professions mwst be planned in the
secondary school and in vollege by taking numerous courses which are not usually
known as vocational Vucational guidance concerns tself, therefore, with pupils in
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the academic courses 1n high school or students of the hberal ants 1in college. as
well as with the pupils in the trade and commercial courses which have become
Fnown as vocational educanon. (Campbell, 1932, p. 4)

This distinction is important because dunng the 1960s, 1970s, and 1980s this
was a pomt of contentiu. 1n the development and implementation of guidance
in vocational education legislation. Some individuals contended that vocational
guidance was guidance for vocational education only, and that if money were
made available 1t should be spent only for vocational education students.

Finally, it is clear that by the beginning of the 1930s the terms counseling,
testing, information, placement, and follow-up were being used widely to de-
scribe the components of guidance. These components, or services, as they were
later called. were implemented in schools through a list of duties to be performed
by cour elors including counseling pupils, changing courses, dealing with fail-
ures and problem pupils, providing transcripts and personnel records, and co-
operating with other agencies (Campbell. 1932, pp. 335-340).

Education as Guidance

As gwdance became more firmly incorporated into the schools during the
1930s, efforts were made to interpret much, if not all, of education as gmdance.
From this perspective, guidance was seen by some as an emphasis on the in-
dividual during the educational process.

...an the late 1920's and through the 1930's guidance was in danger of being so
absorbed nto curriculum reviston 1n particular and 1ato ihe educauonal effort 1n
general, that even a congressional investigating commuttee would not be able to
recogmze 1t as a function existing in its own nght. (Miller, 1971, p. 6)

The guidance-as-education view was advocated particularly by Jones and Hand
(1938). They felt that guidance was an inseparable part of education. They
emplasized the point that teaching invol'.ed both guidance and instruction and
that neither could be delegated to separate personnel (Jones & Hand, pp. 24-
25). They did not suggest that specialists were not needed—n fact they pointed
out the need for more specialists. They did emphasize, however, that it was
impossible to separate guidance and nstruction. ‘‘It distinctly does mean, how-
ever, that the tasks of guiding and instructing cannot legitimately be made the
respective responsibilities of separate groups of educational workers'” (p.25).

This meant, in their minds, that classroom teachers were in a unique position
to deliver guidance and could do so more effectively than could specialists. As
aresult, they advocated the use of teacher counselors who would serve as guides,
nstructors, and directors of instruction for small groups of from 30 to 40 students.
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During the 1930s, then. 1t was apparent that a major effort was under way to
make guidance an m:tegral part of the nstructional program. The homeroom
approach frequently was talked about as a va.uabie guidance device.

The home room. argued one cnthusiast, would do away with the excessively “‘ar-
uficial,” intellectual emphasss of carlier times and give needed attention to the “*all-
around'’ necds and adjustment of the average pupil in the new cra of mass education
(Rudy. 1965, p. 25)

Several other themes also began to emerge during the 1930s. Perscnal coun-
seling, with its emphasis on adjustment that emerged in the 1920s, became even
<tronger in the 1930s. Bell (1939). in a book on personal counseling, stated that
the goal of counseling was student adjustment through personal contact between
counselor and student. Adjustment in his thirking included all phases of an
individual's life. school, health, occupational, motor and mechanical, social,
home, emotional, and religious phases.

Federal Initiatives Begin

Although the personal adjustment theme for guidancc continued to play a
dominant role 1n gwdance theory and practice in the schools during the 1930s,
the occupational emphasis continued to show strength. In February, 1933, the
National Occupationa! Conference, funded by a Carnegie grant, opened its doors.
The activities of the National Occupational Conference included studies and
research related to the problems of occupational adjustment, the publication of
a number of books, and the developmert of a service that provided information
and consultation about vocational guidance activities. The National Occupational
Conference for a time also provided joint support for Occupations, the official
journal of the National Vncational Guidance Association.

In ¢938, a national advisory committee on education, orginally appointed in
1936 by the President, 1ssued a report that pointed to the need for an occupational
information service at the national level as well as for gindance and placement
services as a part of a sound program of vocational education. As a result of
these recommendations and the George Dean Act. the Occupational information
and Guidance Service was established in 1938 in the Vocational Division of the
U.S. Office of Education. Richard Allen served for a few months as the chief
of the umt before Harry Jager assumed the post (Wellman, 1978). Although the
service was established in the Vocational Division, it was not designed to be
exclusively vocational in nature. This point was made clear in a document,
Principles Underlying the Organmization und Administration of the Occupational
Information and Guidance Service, 1ssued by the U.S. Office of Education 1n
1940.
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The functions to be performed by the Occupational Information and Guidance
Service are to be as bioad and complete as 1t 1s practicable for the Office to provide
for atany 2iven time within the limits of funds, cooperative assistance from various
orgamzations. both within the government and outside. and other assets The ac-
tvitic, 1n which the service will be interested will include such phases of guidance
as vocational guidance, personal gwidance. educational guidance, and placement.
While, with respect to personnel. no service in the Office can now be said to be
complete. the various divisions or services go as far as possible in their respective
fields in meeung needs or requests for service. Thus, for example. in the ficld of
cducation for exceptional children. « service which would requir. iifteen or twenty
professional workers tn the office 1f 1t were even to approximate *‘completeness”™
in numbers and types of persons nceded. we have only one specialist. Yet this
speciahist 15 responsible for representing the Office 1n handhing all problems and
service in this particclar field. (Smith, 1951, p 66)

Of particular importance n this statement are the words ““The activities n
which the Service will be interested will include such phases of guidance as
vocational guidance. personal gwidance. educational guidance, and placement.™
Not only did the statement clearly outline the broad mission of the service, and.
as a result. of guidance in th2 schools, but 1t also descr'bed a currently popular
way of describing gwidance as having three phases — vocational, personal, and
educational. Once the Occupational Information and Guidance Service was es-
tablished at the federal level, it also became possible to estabhish gmdance offices
1n state Jepartments of education Such funds could be used only for state offices,
however

Rermbursement was provided for State Supervision under the George Dean Act and
the number of States with a4 State Guidance Supervisor increased from two to twenty
cight between 1938 and 1942 The Occupational Information and Guidance Service
was instrumental i imtiating conferences of State Supervisors to consider issues in
the field. This group subsequently became the NAGS (National Associatuon of
Guidance Superyisors). then NAGCT (National Association of Guidance Superviso.
and Counselor Tramers), and finally the current ACLS (Assocation for Counsclor
Education and Supervision) (Wellman. 1978, p 92)

A Growing Interest in Psychotherapy

As the 1930 ended. the climeal-services model of guidinee and coanseling
was conttnuing to evolve, assisted by o growing interest in psychotherapy. Of
particular importance to guidunce and counseling 1n the schools was the work
of Carl Rogers. beginning with the publication of his book Counseling and
Psychotherapy in 1942 *"The ycars following 1ts publication in 1942 saw a
growth in inte.cst in psychotherapeutic procedures which soon became even
greater than interest in psychometrics  This movement. and the numerous re-

O

‘ 20
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search and theoretical contnbutions which have accompanied 1t, has had 1its
impact on vocational guidance’ (Super. 1955, p. 5). Aubrey (1982) used the
expression *'steamroller impact’’ to describe the impact that this book as well
as the later works of Rogers had on guidance and counseling in the schools.
The impact of psychotherapy on vocational guidance and the testing movement
precipitated a new field, the field of counseling psychology. This, in turn, had
a substantial impact on the professional development of school guidance and the
school counselor 1 the 1950s, 1960s. and 1970s, particularly in terms of the
training counselors received and the role models and literature available to them.

An important outcome of the inerger of the vocatton] onentation, psychometric,
and personality development moyements has been a cnanged concept of the function
and training of the person who does the counseling He was first either a teacher
who helped people explore the world of work or a psychologist who gave and
interpreted tests The he. whu might or might not have been a psychologist, was a
user of community resources. of occupational information, and of psychological
te<ts He has now emerged as a psychologist who uses varying combinations of
exploratory experiences, psychome:..c techmques. and psychotherapeutic inter-
view Ing to assist pevple to grow and to de.clop This 1s the counseling psychologist.
{Amencan Psychological Associatien, 1956, p 284}

The Georzge-Barden Act

In 1940, an event pccurred that was to have substantial impact on the g.owth
and development of gu.dance 1n the schools. The event was the passage of the
George-Barden Act As a result of the act. funds could be used to support
guidance activities in 4 vanety of settings and situations. More specifically, the
U S Comanussioner ruled that federal funds could be used for the following four

purposes,

The main' nance of a State program of supervision,

Reimbursement of salanes of counselor-trainers.

Research 1n the field of gudance; and

Reimbursement of saldnies of local guidance superyisors and counselors  (Smuth,
1951, pp 67-68)

E SRR VS I 35

For the first ime. because of the ruling of the U.S  Commissioner concerming
the George-Barden Act uidance received matenal, leadership, and financial
suppot The result of such support v.as a rapid growth of guidance at state and
local levels It also signaled to all concerned the need for attention to the prep-
aration of counselors This problem had been of cuncern for some ume but had
not been given extensive consideration. The passage uf the George-Barden Act,
which made 1t possible to use state funds to reimburse counselor training, made
the constantly reoccuming yuestion, " What should constitute a counselor training
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program?”’ of extreme mportance. How this question was answered set ihe
pattern for the practice of guidance in the schools for years to come.

In the spring of 1948 the Occupational Information and Guidance Service staff
called a meeting of state guidance supervisors and counselor trainers 11 coop-
eration with the Division of Higher Education of the U.S. Office of Education.
The question was: What should be the preparation of counselors? Eight major
subtopics were identified and subcommittees were established to study each
subtopic. A report was presented for consideration at the National Conference
of State Supervisors of Guidance Services and Counselor Trainers held in Wash-
ington, DC on September 13-18. 1948. These reports were revised with others
participating in the work. Six of the seven were then published between 1549
to 1950 by the Federal Security Agency. Office of Education. The titles and
dates of the six published reports and the one not published are:

1. Duties, Star.dards, and Qualifications for Counselors. February. 1949.
Co-Chairpersons. Eleanor Zeis and Dolph Camp

2. The Basic Course (never published)

3. Counselor Competencies in Occupanonal Information. March. 1949,
Chairperson. Edward C. Roeber

4. Counselor Competencies in the Anahsis of the Individual. July 1949,
Chairperson. Ralph C. Bedell

5. Counselor Competencies in Counseling Techniques. July, 1949, Chaiz-
person. Stanley R. Ostrom

6. Admunstranve Relanonships of the Guidance Program. July. 1949, Chair-
person. Glenn Smith

7 In-Senvice Preparation for Guidance Duties. Parts One and Two. May.
1950. Chairperson. Jonn G Odgers

A report had been 1ssued on supervised practie at the 8.h National Conference
but was referred ba.k to commuttee After revision 1t was considered at the 9th
National Conference 1n Ames. lowa. September 11-15. 1950. and with sub-
sequent revision was released as the eighth report in the senes

8 Supervised Pracii. # in Counselor Preparanon. Apnl. 1952, Charperson.
Roy Bryan

All seven pubhished reports were edited by Clifford P Froehlich. Specialist for
the Traiming of Guidance Personnel. under the general direction of Hary A
Jager. Chief, Guidance and Personnel Services Branch

Duning the early and middle 1950s. a major change occurred in the orgam-
zational structure of guidance at the federal level On May 16. 1952, the Guidance
and Personnel Branch of the U S. Office of Education was discontinued under
the Division of Vocational Education On October 27. 1953. a Pupil Personnel
Services Section was established 1n the Division of State and Local School
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Systems with Harry Jager designated as chief. This - rk was halted with the
death of Harry Jager the following year. However, in 1955, a Guidance and
Personnel Services Section was once again established. Frank L. Sievers was
the first chief of this new section (Miller, 1971).

These changes reflected the shift that was taking place in the schools—a shift
from guidance as vocational to guidance as a part of pupil personnel services.
As we will see later, the pupil personnel services movement, which had its
onigins in the 1930s. particularly at the college level, was to become a dominant
theme in school guidance in the late 1950s and in the 1960s.

The National Defense Education Act

In 1958. another important influence on guidance in the schools emerged—
an nfluence that continued throughout the 1960s ard interacted with the pupil
personnel services movement to further conceptualize and institutionalize school
guidance as a collection of services related to other psychological services in
the schools. This influence appeared in the form of federal legislation, the
National Defense Education Act of 1958 —Public Law 85-864. Under Title V,
the guidance title :n the act. funds were provided for two major programs. The
first part. Part A, provided funds in the form of grants to states to establish
statewide testing programs. The second part. Part B, provided funds for training
institutes to prepare individuals to be counselars 1n secondary schools. In the
1960s. the provisions were expanded to include support for guidance programs,
testing. and training at the elementary and junior high school levels as well.

1t 15 not vu, purpose here fully to report on the impact of the NDEA of 1958
and its many modifications that occurred later. Rather, our attention will focus
briefly on the act’s impact on how school gmdance was further conceptualized
and institutionalized as a result of its implementation. Of particular importance
15 the nature of traiming the participants received and the major professional
1ssues addressed during the courses of training for institute participants.

Pierson (1963) discussed five 1ssues that scemed to be central to the training
of school counselors during NDEA 1nstitutes

Determ:nism and a free society:

Mental health and individual responsibiiity.
Basic science and supervisea practice.
Teaching and counseling: and

The role of the school counselor

e b e

LV o

Of these. 1vsues 4 and 5 related most directly to how counselors function 1n
schuols. The teaching-counseling 1ssue was resolved according to Pierson by
counselor educaturs who promoted the position “"That the services of the high
school counselor are adjunct to the services of the classroom teacher’” (p 40).

RIC

'\?’8



E

RIC

,
s on

EvOLUTION oF COMPREHENSIVE GUIDANCE PRUGRAMS IN THE ScHooLs 17

The role definition 1ssue was handled by saying that the role of the counselor
cannot be predetermined. Lists of duties were downplayed. Counselers were (0
develop their own role definition. "*The adequately trained schou. counselor
develops his own role, a role that tends to be unique with him and unique to
the situation in which the role is developed’’ (p. 39).

Another aspect of the counselor role dilemma was identified by Tyler (1960)
i her review ¢ the first 50 institutes. She describes it as follows.

Before one can really define the ro*e of the counselor, it will be necessary to clarify
the roles of all workers who make up guidance staffs. It may be desirable to replace
the ambiguous word '*guirdance”” with the clearer term **pupil personnel work.'"
(p- 77

Further aaalysis of NDEA institutes also makes it clear that there was a heavy
emphasis on 1adividual and group counseling through counseling practica and
group procedures courses. Placement and traditional educational and occupa-
tional information procedures (collectiug, classifying, and using information) as
well as philosophy and principles received relatively less attention. Pierson (1965)
summarized curnculum offerings in institutes by pointing out that:

the curriculum 1n regular session institutes has placed great stre>s upon practicum,
about one-third of an enrollee’s t..ne has been spent 1n supervised practice in coun-
seling. At the same time, institutes have strengthened their instruction n psychology.
particularly in the areas of personality, learning, growth and development, and
mental heaith. (p 46)

Pupil Personnel Services Model

Concurrent with the influence of NDEA on the develspmeint of guidance in
the schools was the infiuence of the pupil personnel services movement in the
1960s. What began in the 1930s and was nurtured 1n the 1940s and 1950s finally
matured 1n the 1960s. What were those services? The Council of Chief State
School Officers stated 1n 1960 that pupil personnel services included the follow
ing. ‘'gumdance, health, psychological services, school social work, and atter -
dance” (p. 3). Thus, gmdance was seen as one cf the services that sought to
“*facilitate pupil learning through an interdisciphinary approach’” (Stoughton,
McKenna, & Cock, 1969, p. 1).

Of particular importance to the developlment of the pupil personnel services
concept wds tie creation 1n 1962 of the Interprofessional Research Commuission
on Pupil Persu~nel Services (IRCOPPS). IRCOPPS was initiated and fostered
by the U.S. Office of Education and was financed by the National Institutes of
Mental Health. It was composed of 16 professional member associations. The
aims of the Commissior: were threefold:
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1. to provide through research a body of knowledge that will increase the effec-
tiveness of all professions and services collaborating to provide the total learning
experience;

2. to demonstate efficient programs of pupil personnel scrvices for vanous sizes
and types of communities; and

3. to carry on and stimulate research on preventativz mental hygiene related to the
schools. (Eckerson & Smith, 1966, p. 4)

In the IRCOPPS conception of pupil personnel services, guidance was viewed
**as a lifetime service, from preschool to retirement, with the goal of increasing
each individual’s capacity for self-direction’ (Eckerson & Smith, p. 24).

As the 1960s continued to unfold, the iz:gc2et of the pupil personnel services
movement on guidance became increasingly apyarent. Many state departments
of education and local school districts placed giidance and counseling admin-
istratively under the pupil personnel services u.nbrella. Also, textbooks written
in the 1960s on the organization and administration of guidance adopted the
pupil personnel services model as the way to organize guidance in the schools.
This fit nicely with the service model of guidance that had been evolving since
the 1929s. As a result, guidance became a subset of services to be delivered
within the broader framework of pupil personnel services. The number of these
guidance scrvices varied depending upon the authority quoted, but usually there
were six, including orientation, individual inventory or appraisal, counseling,
information, placement, and follow-up. Also, as a result of the clinical model
of gudance and the focus on personal adjustment discussed earlier in this chaptcr,
the counseling service emerged as the central service of guidance.

Stripling and Lane (1966) stressed the centrality of counseling—both indi-
vidual and group. A second priority area was consultation w .h parents and
teachers. Other *raditional guidance functions such as appraisal, placement, and
evaluation were seen as supplementary and supportive to counseling, group
procedures, and consultation. Ferguson (1963) emphasized the same theme of
counseling as the core service: **No longer is it viewed merely as a technique
and hmited to vocational and educational matters, counseling is regarded as the
central service in the guidance program'” (p. 40).

The emphasis on counseling during the 1960s had deep historical roots. It
began to emerge i the 1920s under the clinical model name and the intense
interest 1n personal adjustment that followed. It was reinforced further, however,
according to Hoyt (1974) by the NDEA Title V-B Training Institutes whose
enrollees by law were either counselors or teachers and by the standards used
by the U.S.O.E. e whether or not a proposal from a training institution
was acceptable ading. These factors, Hoyt suggested, led the training
institutes to plac a heavy emphasis on the counseling function . . . The
emphasis was on counseling and counselors, not on guidance and guidance
programs . . . (p. 504).
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School Counselor Model

The services model for guidance was not the only model being advocated for
guidance in the 1960s, however. As increasing numbers of counselors entered
the schools, less emphasis was given to guidance programs and more to the role
and functions of school counselors. In fact, to many individuals, what school
counselors did became the guidance program. Hence, literally hundreds of ar-
ticles were written (and are still written today) about the role and functions of
school counselors. The need for such statements was heightened considerably
by competition from other pupil personnel workers as they too sought to establish
themselves and their roles in the schools, particularly when the Commission on
Guidance in American Schools proposed that:

. . the confusing term guidance scrvices be abandoned and that pupil personnel
services be seen as the actvities of the school counselor, the school psychologist,
the school social worker, the school health officer, and the school attendance officer
Pupil personnel services thus became broader than any so-called guidance services
and yet a central function of such services 15 the work of the school counselor.
(Wrenn, 1962, p. 142)

Wrenn (1962), n his landmark work, The Counselor in a Changing World,
also emphasized the work of the counsclor. He delineated four major functions
for . ¢ school covnselor.

It 1s recommended. that the professional job description ot a school counselor specify
that he perform four major functions. (a) counsel with students: (b) consult with
teachers. admnistrators, and parents as they in turn deal with students; (c) study
the changing facts about the student population and interpret what 1s found to school
« wminittees and admunistrators. (d) coordmnate counseling resources in school and
between school and community  From two-thirds to three-fourths of the counselor's
time. in cithe, clementary or high school. should be compmutted to the first two of
these functions. (p 137)

In a2 similar fashion, Roeber (1963) outlined proposed school counselors’
functions. He suggested that counselors engage in helping relationships including
individual counseling, group procedures, and consulting 1n addition, the cow.
selor would have supporting responsibilities including pupil-environment studies,
program development, and personal development. This emphasis on the coun-
selor during the 1960s came at a time when some individuals were calling for
“the abandonment of the term gutdance as 1t is associated with services provided
by a counselor’" (Roeber, p. 22).

Elementary Guidance and Counseling Emerges

Finally, the 1960s witnessed the birth of elementary school guidance, cul-
minating a gestation period of over 50 years Professional literature indicated
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that elementary counselors were employed as early as 1910 in the Boston sc'100ls.
Apparently, however, the secondary school emphasis was so strong during the
early years that little attention was paid to work in the elementary school. What
attention there was proved to be heavily occupational in nature. Witness the
publication of a book by McCracken and Lamb titled Occupational Information
in the Elementary School published in 1923.

Faust (1968) divided the emergence of elementary school counselors into three
time periods. The first period he titled traditional. It stretched from the beginnings
of the guidance movement 1n 1908 through 1940s. During this period, elementary
guidance borrowed methods and techniques extensively from secondary school
guidance practice. For *he next 15 years, ..om 1950 to 1965 , elementary guidance
wgar to change. Faust called it the neotraditionalst period characterized by a
deemphasis on traditional secondary methods coupled with more emphasis on
group counseling and learning climates. Finally, in the middle 1960s, the de-
velopmentalist period emerged. According to Faust, elementary school coun-
selors had arrived with an identity of their own. The emphasis now was
developmer:al, not crisis-centered. Individual and group work were stressed.

The de velopmental emphasis was reinforced by a preliminary report of the
Joint ACES-ASCA Committee on the Elementary School Counselor that ap-
peared in the February, 1966, issuc of the Personnel ar Guidance Journal. Its
central focus was ““on the child and teacher i the ecucative process’” (Faust,
1968, p. 74). Effective learming climates were to be central.

The Call To Change

Beginning in the 1960s but particularly 1n the 1970s the concept of guidance
for development emerged The call came to reonent guidance from what had
become an ancillary. crisis-oniented service to a comprehensive program. The
call for reonentation came from diverse sources, nclt ' ng a renewed interest
in vocational-career guidance and its theoretical base of career development,
concern about the efficacy of the prevailing approach to guidance in the schools,
concern about accountability and evaluation, and 4 renewed interest 1n devel-
opmental guidance

Vocational-Career Guidance

The resurgence of interest in vocational-career guidance that began n the
1960s was aided, 1n part. by a series of na.unal conferences on the topic. These
wonferences were funded through the Vocational Education Act of 1963 and late*
the Vocational Amendments of 1968 1t is clear from Hoyt's (1974) account of
these conferences that they contributed substantially to the icnewed interest in
the term gutdance and 1ts practice 1n the schools.
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In addition, the resurgence of intercst in vocational-career guidance also was
aided by a number of career guidance projects begin in the 1960s. Among them
was the Developmental Career Guidance Project, begun in 1964 in Detroit to
provide career guidance for disadvantaged yor+h. It was one of the early de-
velopmental career guidance programs, one th. accumulated sufficient evalu-
ative data to support the further development of comprehensive guidance
programming in schools (Leonard & Vriend, 1975).

Concern About the Prevailing Approach

Paralleling the resurgence of interest in vocational-career guidance was a
growing concern about the efficacy of the counselor-clinical-services approach
in schools. Particular concern was expressed about an overemphasis on the one-
to-one relationship model of counseling and the tendency of counselors to focus
mainly on crises and problems.

The traditional one-to-one relationship 1in counseling which we have cherished and
perhaps overvalued will, of course, continue. But st 1s quite likely that the conception
of the counselor as a roombound agent of behavior change must be cntically reap-
praised. The counselor of the future wiil likely serve as a social catalyst, interacting
in a two-person relatiouship with the counselee part of the time, but also serving
as a facilitator of the environmental and human conditions which are known to
promote the counselee’s total psychological development, including vocational de-
velopment. (Borow, 1965, p.88)

This same 1ssue was discussed from a shghtly different perspective in an
exchange between Brammer (1968) and Felix (1968) Brammer proposed the
abandonment of the guidance model for counsc lors and the adoption of a coun-
seling psychologist model 1n 1ts place. Felix, in a reply to Brammer, sharply
* sagreed with Brammer's recommendation, pointing out that the counseling
psychologist model was not valid for a school setting. Felix instead recommended
an educational model for guidance. Similarly Aubrey (1969) recommenied an
educational model as opposed to a therapy model by pointing out that the therapy
mode!l was at odds or even frequently incongruent with educational objectives.

During the 1960s there were also e «pressions of concern about the potency
of the guidance services concept and the need for more meaningful reconcep-
tudhizations for gurdance, if guidance were to reach higher levels of development
(Roeber, Walz, & Smith, 1969). This same theme was echoed by Sprinthall
(1971).

1t 15 probably not an understatement tu say that the service concept has so dominated
gdance and counseling that more basic »*nd significant questions are not cven
achnowledged, let alone answered Instcad, the counselor assumes a service orl-
entatior that limits and defines his role to minor admunistrative procedures (p 20)
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The Accountability Movement

The call for change in guidance was reinforced by the accountabihity movement
in education, which had begun during the 1960s. As education was being held
accountable for its outcomes, so too was guidance. It was apparent that it would
be necessary for counselors to state guidance goais and objectives in measurable
outcome terms and show how these goals and objectives were related to the
general goals of education. Dickinson (1969-70) made this point when he stated
that *"counselors must turn their attention to setting specific goals if we are to
remain a major force in education. This 1s going to be a difficult task, and we
must begin now’" (p. 16).

Wellman and Twiford (1961) also stressed this point when they stated that
the one appropnate measure of the value of a guidance program was 1ts impact
on students. Later in the 1960s personnel of the National Study of Guidance
under the direction of Wellman (1968) developed a systems model for evaluation.
A taxonomy of guidance objectives classified in three domains of educational,
vocational, and social development accompanmed the model. Wellman’s model
and its compamon taxonomy of objectives served as a basis for a number of
evaluation models that began appeanng in the late 1960s and ecarly 1970s. A
Process Guide for the Development of Objectir<s, onginally published by the
California State Denartment of Education ' 1970 and later published b the
Califorma Personnel and Guidance Association (Sullivan & O’Hare, 1971), 1s
an example of one such model.

The accountability movement. with 1ts focus on measurable outcomes, pre-
sented a real problem for counselors. however. The traditional service approuch
emphasized technt jues of guidance rather than purpose of guidance (Sprinthall,
1971). As a result, counselors were known for the techmques they used, not for
the outcomes these techmgues produced 1n individuals. This perspective was
supported by counselor education programs because the focus of such programs
tended to be mainly on counselors and techniques and not as much on guidance
program outcomes. Apparently, 1t was assumed that gumidance techniques, par-
ticularly individual counseling. were difficult to learn and. therefore, a majonty
of training time needed to be devoted to them. Learning how to develop and
mianage a gmdance program with an emphasis on measurable outcomes, it was
felt. need not be stressed as much. because such things could be learned cn the
Job (Gysbers, 1969a).

Developmental Guidance

Finally, in the 1960s, the term developmental guidance was heard with 1n-
creasing frequency Mathew son (1962), in discussing future trends for gmdance,
suggested that although adjustive guidance was popular, a long-term movement
toward developmental forms of gmdance would probably prevail.
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In spite of present tendencies. a long-term movement toward educative and devel-
opmental forms of gwidance 1n schools may yet prevail for these rcasons. the need
to develop all human potentialitics. the persistence and power of human individu-
ality. the cffects of dynamic educative expenence, the necessity for educational
adaptability, the comparative costs, and the urge to preserve human freedom.
(p. 375)

Similarly, Zaccana (1966) stressed the imposiance ot and need for developmental
guidance. He pomted out that developmental guidance was a concept in tran-
sition, that it was in tune with the times but still large., untried in practice.

Developmental Programs Emerge

In the early 1970s the accountability movement intensified. It was joined by
increasing 1nterest in career development theory, research, and practice and their
educational manifestations, in career guidance, and in career education. Other
educational movements such as psychological education, moral education, and
process education also emerged. In addition. interest in the development of
comprehensive systematic approaches to gwidance program development and
management continued to increase. The convergence of these movements in the
early 1970s served as a stimulus to continue the task of defining guidance
developmentally 1n measurable individual outcome terms—as a program in its
own right rather than as services ancillary to other programs.

By 1970 2 substantial amount of preliminary work had been done in developing
basic 1deas, vocabulary. and constructs to define guidance in comprehensive-
developmental-outcome terms. As carly as 1961 Glanz :dentified and described
four basic models for orgamzing guidance because of his concern about the lack
of discemible patterns fur implementing guidance n the schools. Tiedenian and
Field (1962) 1ssucd « call to make gwdance an integral part of the educational
process They also stressed the need for a developmental, liberating perspective
of guidance. Zaccarta (1965) stressed the need to examine developmental tasks
as a basis for determining the goals of guidance. Shaw and Tuel (1966) developed
a model for a guidance program de..2ned to serve all students. At the elementary
level Dinkmeyer (1966) emphasized the need for developmental counseling by
describing pertinent child development research that supported a developmental
perspective.

Parallehng the preliminary work on 1deas. vocabulary, and constructs was the
apphcation of systems thinking to guidance. Based on a na*‘onwide survey of
vocational guidance n 1968, a systems model for vocational guidance was
developed at the Center for Vocational and Technical Education in Columbus,
Ohio. The model focused on student behavioral objectives, alternative activities,
program evaluation, and implementation strategies (Campbell. Dworkin, Jack-
son, Hoeltzel. Parsons, & Lacey, 1971). Ryan (1969), Thoresen (1969), and

ERIC a5

"y




24 EvoLuTion oF COMPREHENSIVE GUIDANCE PROGRAMS IN THE SCHOOLS

Hosford and Ryan (1970) also proposed the use of systems theory and svstems
techniques for the development and improvement of comprehensive guidance
nrograms.

On the West Coast McDaniel (1970) proposed a model for guidance called
Youth Guidance Systems. It was organized around goals, objectives, programs,
implementation plans, and designs for evaluation. The primary student outcome
n this model was considered to be decision making. Closely related to this model
was the Comprehensive Career Guidance System (CCGS) developed by person-
nel at the American Institutes for Research (Jones, Nelson, Ganschow, & Ham-
ilton, 1971; Jones, Hamilton, Ganschow, Helliwell, & Wolff. 1972). The CCGS
was designed to plan, implement, and evaluate guidance programs systemati-
cally. Systems thinking also undergirded Ryan and Zeran's (1%72) approach to
the organizaton and administration of guidance services. They stressed the need
for a systems approach to guidance in order to ensure the development and

“implementation of an accountablc program. Finally, a systematic approach to
guidance was advozated 1n the PLAN (Program of Leamning in Accordance with
Needs) System of Individuahzed Education (Dunn, 1972). Gu.37.ice was seen
as a major component of PLAN and was treated as an integral part of the regular
instructional program.

The task of defining guidance 1n comprehensive developmental-o. t.ome terms
recerved sebstantial support from these approaches that applied sy stems thinking
to gmidance. Additional support was provided by the development 1in a number
of states 1n the early 1970s of state guides for integrating career development
into the achool curmie slum. One such guide vus developed in August 1970 by
the State of Wisconsin (Drier, 1971). closely followed by the development of
the California Model for Career Development in the summer 2f 1971 (California
State Department of Education, 1971).

The idea of implementing carcer development through the currenlum did not,
of course. onginate with these models. As early as 1914 Davis had outhned
such a curniculum  Of more iminediate nterest, however. is the work of Ten-
nyson. Soldahl. and Mueller (1965) entitled The Teacher's Role :n Career De-
velopment and the Airhie House Cunlerence tn May 1966 on the topic **Implementing
Cuareer Development Theory and Research through the Curriculum.”” sponsored
by the National Vocational Guidance Association (Asheraft, 1966). Later in the
1960s and carly 1970s came the work of such theonists and practitioners as
Gy sbers (1969b), Herr (1969). Hansen (1970). and Tennyson and Hansen (1971),
dll of whom spoke to the need to integrate « arcer development concepts 1nto the
.urniculum. Through these cfforts and others like them. career development
concepts began to be translated into individual outcomes and *he resulting goals
and objectives arranged sequentially. K-12.

Concurrent with these efforts. a national effort was begun to assist the states 1n
duveloping and tmplementing state models or guides for career guidance, counseling,
and placement On July 1, 1971, the Umversity of Missouri-Columbia was awarded
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a U.S. Office of Education grant to assist each state, the District of Columbia,
and Puerto Rico in developing models or guides for implementing career guid-
ance, counseling, and placement programs in local schools. This project was
the next step in a program of work begun as a result of a previous project at the
umversity, a project that conducted a national conference on career guidance,
counseling, and placement in October 1969 and regional conferences across the
country during the soring of 1970. All 50 states, the District of Columbia, and
Puerto Rico were involved 1n the 1971 proje: *. and by the time the project ended
in 1974, 44 states had developed some type ot guide or model for career guidance,
counseling, and placement. As a part of the assistance provided to the states,
project staff conducted a national conference in January 1972 and developed a
manus] (Gysbers & Moore, 1974) to be used by the states as they developed
their own guides

B: the early 1970s it was clear that the movement toward developing and
ln.p1ementing comprehensive, developmental guidance programs was well under
way . Influenced by carecr development theory and research, the accountability-
evaluation movement, and systems thinking, the carlier promise of guidance for
development began to take on form and substance. Career development theory
and research offered the content and objectives (Herr & Cramer, 1972, Walz,
Smith, & Benjamn, 1974, Tennyson, Hansen, Klaurens, & Anholz, 1975), the
emphasts on dceountability-evaluation provided the impetus, knowledge, and
methods to plan, structure, implement and judge gurdance programs (O'Hare &
Lasser, 1971, Mease & Benson, 1973, Wellman & Moore, 1975), and systems
thinking provided a way to systernatically organize evaluation (Ryan, 1969,
Thoresen, 1969, Hosford & Ryan, 1970, McDaniel, 1970, Jones, Nelson, Gan-
schow, & Hamilton, 1971, Jones, Hamilton, Ganschow, Helliwell, & Wolff,
1972; Ryan & Zeran, 1972).

As the 1970s continued to unfold, professional hterature devoted to the why
and how of developing and implementing systematic accountable gmdance pro-
grams continued to be wnitten. Humes (1972) urged consideration of applying
the planning. programming, budgeting system (PPBS) to guidance programs.
Hays (1672) stressed the need for guidance programs to be accountable. Pulvino
and Sanborn (1972) underlined the sume point, and then described a commu-
nications sy stem for planning and carrying out guidance and counseling activities.
Koch (1974) issued 4 more cautious call to accountability through behavioral
objectives. He outlined possible negative side effects and then listed conditions
through which behavioral objective wnting for guidance could come to fruition.
In a ssmilar manner Gubser (1974) stressed the point that for counselor account-
ability to take place the school system must also be accountable One cannot be
accountable independently of the other.

As the movement toward planning and implementing systematic develop-
mental and accountable gwiuance programs in the early 1970s became more
sophisticated, theoretical models began to be translated nto practical, w. .kable
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models to be implemented in the schools. One vehicle used in this translation
procr.ss v/as an expanded conception of career guidance. An example effort in
this regerd began in 1972 in Mesa, Arizona (McKinnon & Jones, 1975). The
guidance staff in Mesa felt the need to reorient their guidance program to make
it more accountable. The vehicle they chose to do this was a comprehensive
career guidance program that included needs assessment, goals and objectives
development, and related guidance activities. In cooperation with the American
Institutes for Research, competency-based training packages werz written to train
staff in program development and implementation methods ard procedures.

A similar example effort was begun at the Grossmont Union High School
District 1n the state of California in 1974 (Jacobson & Mitchell, 1975). Guidance
personnel in the district chose the California Model for Career Development
(California State Department of Education, 1971) to supply the content of the
program and then proceeded to lay out a systematic, developmental career guid-
anc~ program. Another example occurred in Georgia when the Georgia State
Department of Education initiated a project funded by the U.S. Office of Edu-
cation to coordinate the efforts of several Georgia school systems in planning
and implementing comprehensive career guidance programs. The goal of the
project was to develop a career guidance system based on student needs, focusing
on a team approach and curriculum-based strategies (Dagley. 1974)

On July 1, 1974, the American Institutes for Research began work on bringing
together program planming efforts previously undertaken by the Pupil Personnel
Division of the Cahfornia State Department of Education and their own Youth
Devclopment Reseaich Program 1n Mesa, Anizona, and elsewhere (Jones, Hel-
hwell, & Ganschow, 1975) This resulted in the development of 12 competency-
based staff development modules on developing comprehensr' = career guidance
programs K-12 A’ a part of the project, the modules were field-tested m two
school districts 1n California in the summer of 1975 and 1n a preservice class of
gumdance and counseling majors at the University of Missouri-Columbia in the
fall of 1975 A final report of this project was 1ssued by the American Institutes
for Research i January 1976 (Dayton, 1976). Later Jones, Dayton, and Gelatt
(1977) used the 12 modules as a point of departure to suggest a systematic
approach in planning and evaluating human service programs.

The work that began in the carly 1970s on gmdance program models was
continued and expanded as the 1970s unfolded. In May 1975 a special issue of
the Personnel and Giudance Journal entitled “*Career Development. Guidance
and Education,’’ edited by Hansen and Gysbers (1975), was published. In it a
number of articles described program models and examples of programs in
operation. In 1976 the Amencan College Testing Program published a program-
matic model for guidance. it was titled River Ciry High School Guidance Services.
A Conceptual Model (American College Testing Program, 1976).

The systems approach to program development, first emphasized 1n the late
1960s, continued to receive important emphasis 1n the later part of the 1970s.
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Ewens. Dobson, and Seals (1976) described and discussed a systems approach
to career guidance K-12 and beyond. In a similar fashion, although using the
traditional seivices model, Ryan (1978) presented a systems approach to the
organization and adminsitration of guidance services.

By the later part of the 1970s an increasing number of articles, monographs,
and books were being published on various aspects of comprehensive guidance
programming. Brown (1977) discussed the organization and evaluation of ele-
mentary school guidance services using the threc-C's approach of counseling,
<onsulting, and coordinating. Upton, Lowrey, Mitchell, Varenhorst, and Ben-
venut1 (1978) described procedures for developing a career guidance curriculum
and presented leadership strategies to teach the procedures to those who would
implement the curniculum. Ballast and Shoemaker (1978) outlined and described
a step-by-step approach to developing a comprehensive K- 12 guidance program.
Campbell, Rodebaugh, and Shaltry (1978) edited a handbook that presented
numerous examples of career guidance programs, practices, and models. Herr
and Cramer (1979) described and discussed a systematic planning approach for
career gwidance, delineating goals, objectives, and activities for elementary,
jumor, and high schools as well as for higher and adult education. And finally,
Hilton (1979) provided a conceptual frame ork for carcer guidance in the sec-
ondary school.

In an artic’e in the handbook by Campbell, Rodebaugh, and Shaltry, Gysbers
(1978) listed and described a number of sy steinatic approaches to comprehensive
gmdance programmung, ncluding the Career Planning Support System (Camp-
bell, 1977) and the Cooperative Rural Guidance System (Dner, 1976), both
developed at the Nation.| Center for Rescarch in Vocational Education, Colum-
bus, Ohiwo  Another sumilar approach developed during the later 1970s was the
Programmatic Approach to Guidance Excellence. PAGE 2 (Peterson & Treichel,
1978) Fmnally. articles by Matchell (1978) and Mitchell and Gysbers (1978)
described the need for comprehensive gudance programs and provided recom-
mendations for how to develop and implement such programs, and a publication
by Halasz-Salster and Peterson (1979) presented descriptions of different guid-
arice planning models.

The later half of the 1970s also witnessed increasing legislative activity to
inandate comprehensive, developmental guidance programming in schools For
e¢xample, developmental elementary school guidance was 1dentified as a critical
oreq of education in the stat= of Oklahoma The 1978 state legislature appropniated
$1 72 mullion to be distributed to schools on the basis of $5,000 per program
(Fisher, 1978) Grants are made to ehgible schools provided the schools meet
these minimum cnteria, staieme.  of philosphy, needs assessment, program goals,
objectives, activities, evaluation of objectives, program evaluation, review, and
modification, personnel, student ratio, physical facilitics, materials and equip-
ment, budget, cross-level program articulation, and professional growth and
development. Simlar marduing efforts were undertaken by a task force of
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guidance professionals in Cahfornia in 1977 (Hooper, 1977). In addition, on
September 28, 1979, a bill, H.R. 5477, titled *"Elementary School Guidance
and Counseling Incentive Act of 1979, was introduced in the U.S. House of
Representatives. The purpose of this bill was to ‘*assure the acessibility of
developmental guidance and counseling to all children of elementary schoel age
by providing funds for comprehensive elementary school guidance and coun-
seling programs. ™

At the same time that atter.tion was being given to state and federal legislation
and mandates, some states were developing planmng models for guidance. For
example, personnel at Marshall Univerv' v undertook a project to develop a
planning model and a state plan for improving comprehensive systems of career
guirdance 1n West Virginla The plan includes offering community-based guidance
services, upgrading gumdance services personnel, and cvaluating guidance ser-
vices programs for students, out-of-school youth, and adults (West Virginia
Department of Education, 1 /9).

Comprehensive Guidance Programs:
Putting the Idea Intn Practice in the 1980s and 1990s

As the 1970s drew to aclose. 1t was clear that traditronal patterns of orgamzing
and managing guidance and counseling in the nation's schools were being reex-
«mined and that new patterns were being recommended (Herr, 1979). The coun-
selor-chimical-services wmodel of the previous decade was gradually being
encompassed coaceptually if not yet :n practice by the 1dea of developmentally
based comprehensive gudance programs. The Amencan School Counselor
Association had endorsed this change 1na position statement entitled **The School
Counselor and the Guidance and Counseling Program™ in 1974, It was reviewed
and reatfirmed 1 1980 In 1978 the association also had adopted a position
statement entitled  The School Counselor and Devetopmental Guidance.™ It too
wds reviewed and revised in 1984, Shaw and Goodyear (1984) endorsed this
change by stressing the need for guidance specialists to * make concrete, written,
and reasonable proposals for the delivery of primary preventive services so that
some of their less professional and highly scattered responsibilities can be di-
minshed™ (p. 446)

Thus, the work of putting comprehensive guidance programs into place 1n the
schools continued in the 1980s  Gysbers and Moore (1981) published a book
entitled Improiving Guidunce Programs. It provided a theoretical base and a step-
b, -step process to develop und implement comprehensive school guidance pro-
grams |t was based. in part. on thesir carhier work 1n directing the University of
Missoun project in the 1970s to assist the states in developing and implementing
state models or guides for carcer guidance, counseling, and placement (Gysbers
& Moore, 1974).
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In 4 document entitled Guudunce 1984, the Ministry of Education of Ontario.
Canadd. stated that *“each school shall have on file a written guidance program
" ip 4. The Ministry also stated that “"The aims of the guidance program
shall be achieved through guidance instruction and counseling. Both are essential
compunents of ¢ complete gudance program. A balance shall be maintained in
the time allotted to each™ (p. 4) Also in 1984, Hargens und Gysbers presented
a case study of how one school district had remodeled and revitalized its school
guidance programi so that 1t was developmental and comprehensive.

In 1986. the state of Missour1 published a draft version of **Missourt Com-
prehensive Guidance™™ (19865 It presented Missoun s plan to help school dis-
tricts to develop. implement. and evaluate comprehensive. systematic school
guidance programs that had begun duning the 1984-835 school year. Also. Wis-
consin published School Counseling Programs A Resvurce und Planning Guide
twilson. 19861 This document wads the result of work begun 1n 1984 to reex-
atmne the school counselor’s role Also. in 1986. the Nationai School Boards
Association passed d resvlution that supported comprehensive programs of guid-
ance and counseling in the schools. (National School Boards Association, 1986,
The College Entrance Examination Board issued & report in 1986 that has direct
relevance to comprehensive guidance progrems in the schools It was entitled
Keeping the Optiuns Open Recommendations. 1t was based on the work of the
Commusston on Precollege Guidance and Counseling begun 1 1984, In its
recommendations the board urged that schouls establish comprehensive and de-
velopmental guidance programs. hindergarten through the 12th grade.

Henderson ¢1987). 1n her arucle. **A Comprehensive School Guidance Pro-
gram at Work,"” described how a comprehensive guidance program was designed
and was being implemented in a large school district 1in Texas. She described
the content of a comprehensive program as well as the process used to implement
it Alsu. the School Climate and Student Support Services Unit of the California
State Departinent of Education (1987} proposed the establishment of anality
standards for 4 model guidance program. These standards identify tour broad
student outcotnes and four program elements. They are as follows.

I Students acquire regular and timely information to enable therr to make
mformed decisions

2 Students develop self-.aanagement and planming skills

- Students are assisted in vvercoming disabling educational personal social
problems

4 Students experience a supportive and rewardin, wearning environment

S There 1s a wrtten, publicized program that reflects needs according to
priorty
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7

. Leadership roles within guidance and counseling are evident.

. The gudance program is comprehensive and provides for staff develop-
ment.

8. The program is reviewed continualy and renewed annually.

Concluding Thoughts

What began at the turn of the cenwiry in the schools under the term vocational
guidance, with a selection and placement focus, and then shifted in the 1920s,
1930s. 1940s. and 1950s to . focus on personal adiustment organized around a
counselor-chnical-services model, has now assumed a developmental focus or-
gamzed around the concept of - mprehensive program. Selection, placement,
and adjustment remain, but are incorporated 1n the concept of development.
Organizationally the concept of a comprehensive program has 2ncompassed the
counselor-clinical-services model and is now beginning to become a major way
of organizing and managing guidance in the schools.

Why is the history of the evolution of guidance in the schools presented in
chapter | important? It is important because it helps us understand why and how
current organization and management structures for guidance evolved. It also is
important because 1t helps us understand why and how the concept of compre-
hensive gwidance programs emerged in response to dissatisfaction with these
current structures.

Wh: are the terms comprehensive and program important? They are impertant
because they call attention to the following premses that do and will undergird
the organization and managem-~nt of guidance in the schools in the 1980s and
1990s.

First. guidance is a program. As a program 1t has characteristics similar to
other programs in education, including:

. student outcomes (student competencies);

. activiies and processes to assist students 1n achieving these outcomes,
. professionally recognized personnel; and

. mate:.ls and resources

00t e

Second. guidance programs are developmental and comprehensive. They are
developmental 1n that guidance activities are conducted on a regular and planned
basts to assist students to achieve specified competencies. Although immediate
and cnsis needs of students are to be met, a major feous of a developmental
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program 1s to provide all students with experiences to help them grow and
develop. Guidance programs are comprehensive 1n that a full range of activities
and services such as assessment, information. consultation, counseling, referral,
placement, follow-up, and follow-through are provided.

Third, guwdance programs feature a team approach A comprehensive, de-
velopmental program of guidance 1s based on the assumption that all school staff
are involved. At the same time, it 1s understood that professionally certified
school counselors are central to the program. School counselors provide direct
services to students as well as work 1n consultative and collaborative relations
with other members of the guidance team, members of the school staff. parents,
and members of the community.

Based on th. understanding we have gained from a review of how gumdance
has been conceptualized and nstitutionalized in the schools over the years, ‘e
are ready to examine a new organization and management structure for guidance.
The chapters that follow provide the theoretical and practical specifics about
how to organize and manage guidance. using the concept of a comprehensive
program The 1ssues involved, the procedures and methods to be used, and the
resources and persennel required are presented tn detail
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CHAPTER 2

A COMPREHENSIVE SCHOOL
GUIDANCE PROGRAM:
GETTING ORGANIZED TO GET
THERE FROM WHERE YCU ARE

Traditional patterns of organizing guidance 1n the schools are giving way to
the comprehensive program concept. This major trend was brought into sharp
focus in chapter 1 as the evolution of guidance in the schools was described.
Although it is a major trend, it is not yet a reality.

This trend 15 not yet a reality because school counselors are stiil expected to
fulfill multiple, often conflicting roles. They are expected to work in the cur-
nculum; conduct placement, follow-up, and follow-through activities; and do
comniunity outreach. In addition, they are expected to con.inue such guidance
functions as crisis counseling and teacher and parent consultation as well as
testing, scheduling, and other administrative-clerical duties. School couaselors
want to respond to new needs and expectations but often find that the press of
their existzng duties interferes with or actually prevents them from doing so. As
a resu.t, school counselors find themselves in a quandary, and, hence, role
conflict often is prevalent.

The range of counselor responsibilities and func.ions vary not vty among school
districts but among schools in the same district. The school pnacipal is predominant
in determining the daily routine of counselors and, while citing the support their
principals provide them, many counselors bemoaned the plethora of administrative
tasks they are called upon to perform. Without standard position descriptions, coun-
selors **fill vacuums’’ with the result that counsel.rs are expected to do **too much
for too many.”’ (Commission on Precollege Guidance and Counscling, 1986,
p. 38.)

Cne reason for this dilemma 1s that current orgamzational patte..is of guidance
in many schools are still based on an ancillary services concept loosely grouped
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around broad role and function statements. It 15 an undefined program. As a
result. school counselors continue to find themselves 1in mainly supportive, re-
medial roles. roles that are not seen as mainstream by i st people. And, what
is worse. *his concept remnforces the practice of having counselors do many
nappropria‘e tasks because such tasks can be justified as being of service to
someone. The following list is typical.

o Counselors register and schedule all new students;

o Cemselors are respon.tble for giving ability and achievement tests.

o Counselors talk to new students concerning school rules;

o Counselors change students’ schedules;

® Counselors are responsible for signing excuses for students who are tardy
or absent;

o Counselors teach classes when teachers are absent.

o Counsclors do senior grade checks;

o Counselors are assigned lunchroom duty:;

o Counselors arrange class schedules for students;

¢ Students are sent to the counselor for disciplinary action;

o Counselors send students home who are not apprcpnately dressed,

o Counselors compute grade-point averages:

e Counselors fill out student reports and records;

¢ Counsclors are in charge of student records;

e Counselors supervise study nalls; and

¢ Counselors assist with duties in the principal's office.

Another reason for thit jumble of duiies is that some counselors are unwilling
1o see others playing a roe in the delivery of the guidance program. They teel
that it is their job to carry out the total program. In a¢ition, .ome counselors
take their occupational title literally. They do counseling only (particularly one-
to-one). and. as a result are reluctant to take on nev competencies to carry out
the broader functions of a comprehensive guidance program.

Given this situation. the challenge that we face as school counselo:s and
guidance program leaders .» how to make the transition from the ancillary services
concept of gmdance. with a wide vanety of tashs 1nvolved, to a omprehensive
program, a program that 1s an equal partrer with other programs 1n education.
How do we take an undefined program, improve 1t. and make 1t a defined
program?

Making the transition 1s complex and difficult It means carrying out duties
provided by the current organizational plan at the same time as planming and
trying out new duties derred from i new orgamzational plan. It can be done,
but it 1s difficult, time-consuming. and often frustrating

A number of 1ssues and conditions need to be considered 1n planming the
process of change that vre precequisite to making the transition to a comprehensive

O
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school guidance program Thus, attention in chapter 2 is first given to what 1s
involved 1 making the all-important decision to change. Then, necessary con-
ditions for change are discussed Next, the topics of expecting resistance and
appreciating the challenges involved in the change process are presented. This
15 followed by discussion of the need to develop trust among staff so that changes
can occur smoothly Finally, chapter 2 describes how to form groups to participate
in the change process such as a steering commuttee. an advisory committee, and
work groups

Decide That You Want To Change

The imitial stimulus to move to a comprehensive guidance program may come
from counselors. or 1t may come from parents, students, school administration,
the school board, or commumity orgumizations. No matter where the imtial stim-
ulus comes from, however, the total K-12 guidance staff must be involved in
responding to 1t with administration involvement and support. The decision to
change, we beheve. must be made jontly by the school counselors and admin-
istrators involved Because this is a key decision that wili change how guidance
and counseling are delivered in the schools. it requires time.

In one school district the guidance staff met several imes with the full en-
dorsement of admimstration to assess the need to change. They compared and
contrasted activities they thought they should be providing with those they ac-
tually were providing Based on thts comparison they decided to take a detailed
look at their program: **In retrospect, this was a key decision because 1t was at
thiy point that the staff decided to take charge of their own destiny rather than
lzave 1t to fate or for others to decide.”” (Hargens & Gysbers, 1984, p. 121).
Once consensus was obtained among the guidance staff, the decision was shared
with the admimistration. and its support was outained to proceed.

When the 1ssue of changing has been fully discussed, consensus must be
reached on how to respond. School counselors and administrators may decide
to maintain the program as 1t 1s and not to change Or, as in the school district
cited above, the decision to change may be made jointly. If the decision to
change is made, 1t 15 imperative that ¢ majonty of staff (counselors and admin-
1strators) agree to be involved fully in whatever 1t takes to change their guidance
program, to make 1t comprehensive, K-12

Understand the Necessary Conditions for Effective Change

As changes are being contemplated concerming how guidance activities should
be organized and mplemented. it 1y important to understand that certain orga-
nizationdl, structural. and political conditions must be addressed during the
organizational phase 1f successtul change 1 to occur. What are some of these
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conditions” How should they be addressed duning this phase of the planning
process?

General Conditions to Consider

The gudance staff of the Los Alamos, New Mexico. public schools found
that six conditions were imprtant to them as they considered the change process.
These 1ncluded (1) counselors commtted to program improvement, (2) coun-
selors committed to change, 1f change is needed, (3) counselors committed to
formulating specific goals, (4) support for the guidance program leader from
admimstration and counselors. (5) funding for inserv:ce tramning, and (6) backing
from the local school board in the initial stages as well as throughout the program
improvement process (Engel, Castille, & Neely. 1978)

Mitchell and Gysbers (1978) provided a similar list of corditions that they
felt were prerequisite for successful transition to a comprehensive guidance
program.

1 All staff members are mvolved

2 All staff members are committed to the common objective. total 1ntegrated
development of individual students.

3 The admimstration 1s committed to the comprehensive approach and 15 willing
to negonate (trade off), helping staff members 1dentfy current activities that do
not contribute to prionty outcories and supporting staff members' abandonment
of such activities 1n favor of those that do contributc to priority outcomes

4 All staff members see the comprehensive systematic counseling and guidance
program as a function of the total staff rather than the exclusive responsibility
of the counsclore

5 Counselors are willing to give up such *'secunty blankets' as writing lengthy
reports of their contacts with counsclees or seeing counselees individually on
matters better addressed in a group

6 Counsclors are nterested in acquiring competencics.

7 Staff development activitics to help staff members acquire competencies needed
for successful implementation of a comprehensive program are provided.

8 Time 1s ms alable for planning and designing the program and the evalu-
ation, witt iterested groups participating (students, parents. teachers, coun-
sclors, administrators. ans vommunity).

9 Program developers design an incremental transition rather than abrupt transition
that 1gnores the need for continuing miany current activities and thrusts. (p. 36)

Making the transition from guidarce as an ancillary service to guidance as a
comprehensive program 1s not easy. automatic, or rapid. It involves changing
the behavior patterns of students, parents. the teaching staff, the communty,
and the guidance staff Because of this, Mitchell and Gysbers (1978) pointed
out that although all nine conditions are 1mportant, none 15 more 1mportant than
the last **Abrupt change s difficult and anxiety-producing, 1t tends to cause
participants 1n the change to build barners against it** (p. 36)
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Visions of Desired frograms

Because modifying an existing school gwdance program or planring and
implementing a rew program 1s complex and time-consuming, 1t is importar.t
to establish n the beginning a vision of the desired program. This involves
having an idea of the content and structure of a comprehensive program that
will make sense n your school district It also involves knowing the change
processes to use, the timelines mvolved 1n making the transition, and the materials
and resources that may be required.

A number of wnters have descnibed a vanety of ways of going about :he
change process They have outlined and described what may be involved in the
program planning and implementing process. Ballast and Shoemaker (1978, p.
7) defined program development as a systematic process that includes the fol-
lowing components and sequence. :dentifying guidance department needs, gen-
erating support for program development, establishing departmental leadership,
prepanng the proposal for leadership development, s olving key decision mak-
ers, dentifying current services and activities, developing tools for the assess-
ment of student nced», administering needs surveys, tabulating the results of
needs surveys, identify 1ng prionty items of needs surveys, interpreting the results
of the needs surveys, developing student outcome statements, determining coun-
selor activities designed to attain student ~utcomes and integrating these with
current activities and services, tdentifying timelines and matenals, developing
a gwidance calendar including individual counselor responsib:iities, and organ-
1zing the guidance program handbook.

Mitchell and Gysbers (1978) descnbed the change process that ieads to a
comprehensive guidance program model as having four mejor phases. planning,
designing, implementing, and evaluating. Each of the phases contains specific
tasks to be completed. The phases and tasks they described are as follows.

Planning

1. Statement of values;
Selection of 2 curriculum model,
Selection of program goals;
Determination of desired student cutcomes;
Assessment of current program; and
Establishment of pnornties

_C\(.'IJ‘—MI\)

Designing

I Development of program objectives.
Selection of program strategies;
Assignment of program components,
Analysis of staff competencies, and
Provision of stafi development
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Implementing
1. Administration of measurement instruments;
2. Installation of program; and
3. Modification based un evaluation data.

Evaluating

Formulation of the questions to be answered by the cvaleation;
Selection of evaluation design:

Selection of measurement instruments;

Development of procedures for data collection;

Establishment of a monitoring system:

Performance of data reduction, summary. and analysis tasks, and
Preparation of reports.

NevE e -

In addition. a number of other writers and organizations have developed
guidance program planning and implementation models. Ryan (1978) developed
a model for the management of guidance in which she identified and described
three major management functions. including planning, implementing, and eval-
uating. Jones, Dayton. and Gelatt (1977) described a program planning model
developed at the American Institutes for Research. They outlined the steps in-
volved from the initial planring activities to the writing of evaluation reports.
Similarly. Ewens, Dobson. and Seals (1976) outlined the steps involved in
de veloping and implementing a systematic guidance program. Finally. two plan-
ning models complete with procedural guides. audiovisual materials. survey
instruments, and staff training manuals have been developed at the National
Center for Research 1n Vocatior  Education in Columbus, Ohio. The Career
Planning Support S, stem was developed under the leadership of Robert Campbell
(1980). and the Cooperative Rural Carcer Guidance System was developed under
the leadership of Harry Drnier (1979)

More recently. the State of Wisconsin pubhshed a gwide. School Cuunseling
Programs A Resource and Planming Guide (Wilson, 1986), which provides a
framework for contemporary, developmental gwidance programs. Wisconsin's
vision of a program contains student competencies to be gamned from the program.
In addition it shows how to incorporate a vanety of personnel into the guidan.2
delivery system  Attention also is given to gmdance resource organization and
management

The school counsclors ot Northside Independent School District, San Antonio.,
Texas. e .iston that & comprehensive gumdance program should nvolve the
following characteristics st 1t 15 to be implemented

¢ Assists all students (deveiopmental, preventive, remedial),
® Enhances development 1n all gmdance content areas (personal, social, ca-
reer, educational),
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® Ha: defined all seven (7) program components (rationale, assumptions,
defimtion, curriculum. 1ndividual planming. responsive services, system
support).

& |s articulated across all levels:

® |s intcgrated with all other programs:

e U'tilizes all staff 1n roles appropriate to their traiming and competence; and

¢ s developed through taking all steps in the educational program develop-
ment process (planmng-designing-implementation-evaluation).

A provess package called “*Program Quality Reviews for Guidance and Coun-
seling™ is being developed by the School Climate and Student Support Services
Unit of the Califorma State Department of Education (1987) in cooperation with
counseling professionals in Cahforma. It 1s designed to encourage and assist
whoob and districts to begin the process of guidance program renewal. The
process package includes a process abstract, a procedures manual, and renewal
references In the procedures manual three steps for change are descnibed.

Program Quality Review for Guidance and Counseling
The Three Process Steps

Step I Develop the Climate for Change

® Getting the school and people ready to review and renew.

Successful change 15 founded on a positive and supportive envi-

ronment  This includes commitment and suppert from the school

board. supenntendent. school admimstration and staff. students. par-

ents. and community - The following instruments or checkhists are

provided

a. Survey of School Climate. Checking your own perceptions.

b. Building a Collaborative Team. Establishing and enhancing a

supportive political chimate
¢. The Anatomy of a Philosophy . Developing a program philosophy

Step 2 Analyze the Program

e Relating what you have to what could be.
Change requires an understanding of the difference between what
15 and what could be This includes the perceptions of users and
providers. empirical data about outcomes. and a vision of the future
The tollowing instruments or checklists ore provided.
a. Provider Survey. Comparing your program to a fu.ure model
b. User Survey. Cellectn | current data from program users

pos
~
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¢. Audit Procedures. Collecting other program data.
d. Prioritizing Grid. Determining desired program elements/ser-
vices.

Step 3. Design the Renewed Program

e Deciding what you want the new program to be.

A successful program requires a well-developed plan. The plan
must tntegrate content, methods. resources, marketing, and evalua-
tion. The :>llowing instruments or checklists are provided:

a. Counseling Resources. Determining how much you have.

b. Other Possible Resources. Determining what is available.

c. Possible Delivery Methods. Surveying ‘*how-to-do-it.”

d. Services, Resources, and Methods. Combining 2d, 3a, 3b, and
3c.

e. Program Description. Putting it together into a plan.

f. Staft Development Design. Providing skills 2nd knowledge as
needed.

g. Program Promotion. Tellin, vtneis «hat the program is and does.

h. Continuous Evaluation. Reviewing and renewing again and again.

i. The Guidance Program Calendar. The visual display of what
and when

Major Features of Desired Programs

One major feature of these visions of comprehensive guidance programs 1.
the focus on student outcomes (competencies), students’ achievement of these
outcomes 15 the responsibility uf the program Knowledge and skills to be leari.cd
by individuals as d result of the program are variously grouped as (a) personal,
soctal. career. and educational, (b) knowledge of self and others, career planning
and exploration, and educational and vocational development, or (¢) learming.
personal social, and career vocationdl. These categories serve to identify domain
or content areas of human growth and development from which student com-
petencies are drawn Guidance activities and resources designed to assist students
achieve these competencies are orgamzed accordingly.

Other features of these visions include a definition of guidance. rationale
statements to support the defimtion, and assumptions about human growth and
develepment and about guidance that give shape and direction to the program.

In addition, most plans describc the ways in which guidance activities and
resources are organized to reach agreed-upon student outcomes They also in-
clude 4 curriculum component incorporating guidance goals, objectives, and
activities 1nto such disciplines as English, social studies. and science, or using
minicourses. special classes. or special guidance learning packages. Also, most
visions of desired programs provide for placement. follow-up, and follow -through
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activities to assist students mn their next step educationally and occupationally.
In addition, direct delivery of counseling and other guidance activities on a
demand basis is a part of most of these visions of desired guidance programs.
This element 15 included because there may be a need for direct immediate
services to students while they are in school. 8

Expect Resistance to Change

A new conceptualization of gwidance such as the comprehensive program 1s
not always accepted enthusiastically by those involved, as Mitchell and Gysbers
(1978) pointed out Comprehensive guidance program proponents suggest that
the guidance staff should be perform:ng different tasks from those they are
currently doing, whereas some of the staff may feel they have already made
commitments and their present investment of time and resources can be justified.
Their feelings are oftern expressed in such statements as:

¢ Comprehensive guidance 1s a passing fad'

® Look at what success we 1ave had and are continuing to have with our
present program'

We should wait until 1t really 15 better developed!

We are busy 100% of the tine now!

We could dn 1t 1f our counselor-student ratio were lower!

It cannot be added on tc what 15 already being done’

Behind these statements may he fears of those faced with change. This human
condition of some members of the guidance staff must be understood. The fallure
of some staff members to embrace 4 programmatic approach can be appreciated
if their ongnal justification for existence and their current functions and uper-
ationdl pattems are understood Many counselors maintain they are trapped and
can react only muumally to change, they are vicims of school nigidity and
burcaucracy that place them in yuasi-administrative and services functions that
impede them from achicving guidance objectives (Aubrey, 1973)

Appreciate the Challenges Involved

The failure of some members of guidance staffs to readily embrace a pro-
grammatic, comprehensive approdach to guidance ulso can be better understood
if the challenges that such an approach presents are known Here are some of
these challenges

¢ Guidance programs are based on student competencies,
® Guidance programs are accountable for these competencies,
¢ Guidance programs are developmental:

\ O
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& Guidance programs are responsive to changing student-school-community
needs;

& Counselors need to develop new competencies:

® Counselors need to consider differential staffing;

o Counselors need to be involved in the community; and

& Counselors nced to be involved in the curriculum.

Why do some members of gumdance staffs consider these factors challenges?
They are challenges because they require counselors to change their work be-
havior. They also may require some counselors to acquire new skills to fulfill
the responsibilities of new program emphases. In add.. .n, some counselors fear
the potential loss of status and power they enjoy from being associated with the
authonty of the principal. Involvement within the community and new relation-
ships with teachers and students may make some counselors uncomfortable. New
demands and the need for new competencies threaten others. The most difficult
challenge most counselors face, however. may be the prospect of accepting
responsibility for helping students achieve specific competencies. Can counse-
lors, working in a comprehensive program. deliver what they propose?

Another challenge counselors face 1n considering change 1s balancing the
costs’" involved (the personal and professional time involved, the changes 1n
day-by-day work behavior} with the benefits to be gamned Will the benefits
outweigh the costs involved 1n working through the transition? One school district
faced this challenge and found that the hard work 1nvolved pad off in the
fellowing ways:

As a result of the remodeling activities, the school counselors have generated
sutbstantial support for their program from their board of education, administrators.
teachers. and the public Over the past 3 years, three elementary counselors were
added to the school district’s gudance staff. There were none before High school
carcer centers and many guidance resources were added to the program In addition,
the counselors established their own counselor-student ratios that were accepted by
the board of education These new ratios are Jower than those recommended by the
State of Missoun and North Central Association

Inaddition to these changes, more clerical staff were added to support the guidance
staff T+~ middle school coun.elors were removed from lunch duty and thus were
freed from an activity that consumed over | hour of their time cach day. The
counselors developed learning activity packet, (structured group activites) to be used
by all counselors The guidance department also 1s developing a gmdance curriculum
K-12 t0 be coordinated by counselors They have also completed an every-cther-
month inservice program with the area mental health agency The most remarkable
thing about these changes 1s that they occurred duning a time of retrenchment 1n
budgets and programs. das well as during a decline 1n the student population {Hargens
& Gysbers, 1984, pp 120~121)
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Develop Trust

Because of the tendency of people to resist change and because of the chal-
lenges and rishs involved 1 making the transition to a comprehensive guidance
program, gutdance staff require tme and privacy as they deal with the 1ssuces
imolved Time and privacy are necessary to work through possible resistance
to change that may not emerge otherwise and to develop trust and working
relatonships as a total staff This 18 true particularly for school districts with
gudance personnet At elementary . junior high or middle school, and high school
levels Current duties at these levels often do not emphasize full staff discussions
about program directions and focus as much as does the comprehensive pro-
grammatic approach Thus, provision for open dulogue. confrontation, and the
processing of attitudes and feelings during the plaining process is highly desir-
able

Staff trust can be developed and nurtured through the full involvement of staff
in the change process In the section “*Decide That You Want to Change®* of
this chapter, an example was given about how the guidance staff of one school
district met sever T umes as a full staff to assess the need tor change. One result
of these discussions wu *he deciston to change, ““to take charge of their own
desuny™ (Hargens & Gysbers, 1984, p 121) Another result, and just as 1m-
portant, was the full involvement of the staff in the change process

Having staft involved in the mitial decision to make changes and then in the
steps anvolved in the transition process can help bring about staff trust and
cammitment, we are all in this together 1t also 15 impoi.ant that staff members
realize their advice and counsel will be put to legiimate use Going through the
fristrations and joys of making the transition to a comprehensive program can
bond the individuals who are involved into o full-fledged guidance team

Form Committees and Work Groups

Once consensus to change has been reached., the next step s to form com-
mittees and work groups to accomplish the tashs involved  Only two committees
are recommended throughout the entire process. g steering committee and a
school-community advisory committee The majonity of improvement tashs can
be handled by forming work groups

Steering Committee

The steering commitice 18 responsible for managing the ettorts needed to plan
and implement an improved program  This comnmittee 18 o decision-making bod,
and 1s responsible for outhining the tashs involved and in making certain that te
resources needed to carry out these tasks are available. It monttors the activities
of the work groups and coordinates their tasks The steering commuttee not only
makes process-change decisions but also program-change decisions

ERIC
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To carry out these responsibilities. one of the first tasks for the steering
comimittee 15 to prepare o timetable of the steps 1t has chosen to take. Because
it 15 the master tumetable for program change, it requires careful thought and
attention  Allow sufficient planning time for this phase of getting organized.
Also, heep 1in mund that the timetabie will probably be modified as the program
improvement process unfolds.

There are a number of reasons for developing a master timetable. First, it
provides those involved with an overview of the scope and sequence of the
improvement process It also shows the relationship of the steps and activities.
In addition. potential problems can be 1dentified and therefore anticipated and
dealt with tn advance. Finally, it provides those mnvolved with an indication of
the resources and matenals required. Figure 2-1 presents an example of a time-
table for the improvement process from Northside Independent School District,

San Antonio, Texas.
The steering commuttee should be large enough to reflect a cross section of

the ideas and interest of the stuff but not so large as to be unwieldy and inefficient.
Ordinarily. the steering commttee 15 composed of guidance personnel or rep-
resentatives from each grade level or building involved. Building admimistrators
and the superintendent or 4 member of the cabinet are essential members, as are
such individuals as the directors of vocational education and special education.
Sometimes teachers, parents, school board members. or students also may serve.
The chairperson of the steering commuttee s the guidance program leader. If no
such title exists, then the person who 1s administratively responsible for the
guidance program should be charrperson

In addition to considering the steps. resources, and strategies needed to make
the transition to ¢ comprehensive program. the steering committee 1s responsible
tor developing a plan tor public relations This may be done later :n the program
imiprovement process, but whenever 1t 15 done, careful planning 1s required.
Eftective public relations don't just happen. nor can they be separated from the
basic comprehensive program  In fact, the best public relations begin with a
sound, comprehensive program The best public relations 1n the world cannot
cover up aninetfecuve guidance program nat does not meet the needs of ats
CONSUMCTS

School-Community Advisory Committee

The school-community advisory commuttee 15 compuosed of representatives
trom the school and community  The membership on this committee will vary
dceording to the size of the school district and the community . but could include
such individuals a8 an admimistrater (assistant superintendent. principal), the
guidance program leader, the direc or of vocational education, a representative
of the teaching staff. o repue ontative of the student body, representatives from
business, industry . and labor. a representative from the mental health community,
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Figure 2-1
Sample Timetable

Guidance Program Development Plan
1982-1986
‘82—'83: Planning Phase
Neec.s Assessment
Goals/Outcomes Clarification
Program Definition
Current Program Design
Building Support

Resuits: Policy Established: Rationale, Assumptions, Program
Definition

‘83—'84: Designing Phase
Establish Program Mode!
Specify Client and Client Goal Prionties
Specify Program Delivery Priorities
Establish Mode! District Design (“‘Basic Structure”)
Define Guidance Staff Roles/Responsibilities
Compare Current Local Designs with District Model
Design Realistic Local Model Programs
Local: Plan Specific Changes to be Made in '84-'85
District: !dentify Staff Development Needs anJd Plan for Meeting

Them

Results: District Design, Local Designs, Job Descriptions, Local
Plans of Action for Changing, Districtwide Staff Development
Plan

'84—'85. Implementing Phase
Identify Needed Resources
Local: Implement Changes
District: Plan Overall Program E . aluation
Implement Staft Devetopment Program
Ptan Staff Evaluation Process

Results: Changing Programs, Program and Staff Evaluation Pians,
Developing Staff, Resource Development Plan

'85—'86. Evaluation/Redesign Phase
Evaluate Program/Redesign Program as Necessary
Continue Changes
Continue Staff Development
Implement Staff Evaluation Process
Plan Future Actions
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a representative trom the Parent Teachers” Association, and a newspaper editor
or other medra representative  If any of these individuals are serving on the
stecring committee (with the exception of the guidance program leader), they
probably should not serve here.

The schooi-community advisory committee acts as a hatson between the school
and commumty and provides recommendations concerning the needs of students
and the community A primary duty of the committee 1s to advise those involved
in the guidance program improvement effort. The committee 15 not a policy or
decision-making body: rather 1t 1y a source of advice, counsel, and support. It
I a communication link between those mvolved 1 the guidance program 1m-
provement effort and the school and community The commttee meets through-
out the transition period and continues 2s a permanent part of the improved
g +dance program A commumity person should be chairperson.

The use and involvement of an advisory committee will vary according to the
program and the commumty It 1s important., however. that membership be more
than 1 name only. not one that 1s named at the beginning and then forgotten.
Members will be particularly helpful in developing and implementing the public
relations plan for the community

Community mvolvement and interaction are umportant, there 1y no doubt about
that However, 1t s more difficult to accomphsh than 1t may seem This con-
clusion was reached m a study of the impact of the plan of the Rural American
Series o develop and mplement career guidance programs

The third major conclusion 1s that imvolving the commumity and developing good
mier institutional cooperation s more ditticult than 1t would seem on the surface
In many instances m this tield test, hmited community involvement and institutional
cooperation oceurred - Some sites were better at developing hnkages between groups
and individuals due w the coordinator’s shill and possibly due to the existence of
prior such linhages Distance was certamly g tactor in inter-inststutional roles
regardto the planning of career gurdance programs Inmany cases, increased positive
cooperation which was desirable just did not tahe place (Alischuld, Kimmel, Ax-
elrod. Sten, & Drier. 1978, p 22)

This statement was not included to discourage the use of advisory and com-
munity mvolvement commuttees Rather 1t was included to point out that the
process is more complex than many people 1magine  Careful planning and con-
tnuous cttort are required by all volved It 1s difficult to do. but the time and
cltort spent will be well worth 1t

Work Groups

To accomplish some of the work mvolved in making the transition to a com-
prehensive program. we recorimend the use of work groups Work groups are
small groups of statf members, usually counselors, but sometimes others 1n-
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cluding adminstrators, teachers, parents. and students who are astigned specific
tashs that need to be completed as part of the transition process. Assignments
to work groups will vary depending upon *ae tasks involved. Work groups form
and disband as needed.

Here are some suggestions concerming work groups.

1 Use as many work groups as possible because 1t reduces the overall work-
load and provides opportunities for as many people as possible to become
involved and learn about remodeling and revitalizing the guidance program.

2. Some work groups should include counselors only; some should include
administrators or others. Specific suggestions are provided in subsequent
chapters.

3. Work groups are responsible to the steering committee. Work group lead-
ership 15 drawn from the steering commuttee. In fact, in the first phases of
the improvenient process. the steering commuttees’ 22..uas will consist of
work group reports

4 Churges to work groups need to be specific and feasible  Each group exists

for one purpose. when that purpose 15 accomphshed, the work group dis-

bands

Work group membership should include cross-grade level representation

when appropriate This enhances trust and builas knowledge among the

members that will provide o toundation for the comprehensive guidance
program

“n

Guidance Program Leader’s Roles and Responsibilities

The school district’s guidance program leader will have the primary respon-
sibility for orgamizing and managing the program imiprovement pr. cess Soine
suggestions for program leaders regarding the organizational phase foltow

Without your taking the primary leadership role tor these efforts, they will
not get done  You must cause, lead. implement. and maintain the work accom-
plished during this important time 1n your school system We see you as the
manager of the improvement project as well as the program, and &« the lcader
and supervisor of the staff.

A, the mangger of the improvement process. you must develop and monitor
the plan for change Specttically. you must develop the propusal to change and
the timetrame you anticipate that it will take  You must form the steering com-
muttee. chair it, and plan ity agendas and meeting schedule You also form, or
cause to form, the advisory comnuttee and the various work groups. You need
1o attend a5 many meetings of the work groups as feasible to keep them on task.
and you must attend all steering and advisor committee meetings They are.
after all, steering and advising the program for which you are accountable.

Yor
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As the guidance program leader you not unly continue your usual duties, but
you also add the responsibilities of being the primary missionary for the improved
program You must be very clear about the model you and your district want to
adopt or adapt. The success of this project is directly linked to your concep-
tuahzation 5f tiie model program. For a while you will be the only person who
may grasg the new design, student competencies, the comprehensive nature of
the program, and the rieans for redirecting the activities of the staff.

As the leader and supervisor of the staff, you develop the mechanisms for
educating and involving counselors and administrators. You provide staff lead-
ership to the steering committee members; ultimately, they provide peer lead-
ership to their colleag es, under your direction.

You need to keep the purposes for changing the program in front of everyone
for the duration of the project. Remember you are doing all this to better help
student growur and developinent by the more appropriate use of counselors’
unique talents and skills. We advis= you to develop a support system for yourself.
This might include committed counselors 1n the district, your own supervisor(s)
who are eager for the changes to come, and gwidance program leaders from other
districts who have embarked on similar projects. Involvement 1n the state and

‘onal Associations for Counselor Education and Supervision (ACES) provides
useful assistance and affiliation as well.

Conducting Meetings

From the above discussion of leaders’ roles and responsibihities, 1t 15 obvious
that meetings of vanous kinds will occupy a considerable amount of your tune.
Because of this. let's review types of meetings and some procedures and practices
for conducting them As tie improvement process unfolcs, you will probably
be 1nvolved in three types of meetings. namely. specific task meetings, open
agenda meetings, and information shariag meetings

The primary purpose of each meeting you conduct should be clearly stated.
In addition. leadership (sometimes a role rather than a person) should be defined,
and the methods of achieving the purpose of the meeting should be presented
at the beginning of the meeting Assuming the above have been taken care of,
here are some 1deas that can make meetings cffective and can allow the personal
and professional dignity of everyone involved to be preserved and enhanced.

® Set a Time Limit—contract when possible —get agreemen. . start and finish
on time.
(Time and energy are two of the only reat possessions we have).

® What Kind of Meenng Is This”>—purpose, leader. methods . . .

® No Voting—if possible, try to work toward concensus, especially 1n small
groups that will continue to work together.
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Have Mutally Agreed Upon ' *Facilation Tools™ —stop action—""we're
stuck™". “'we're off task™, process tools—during and especially at the end;
use the open agenda—as a tool.

Have Some Agreed-Upon Form of Conflict Resolution

When we conflict, how will we handle 1t?

Helps establish meetings as a *'safe place’” for humans where risks can be
taken.

Check on Physical Environment—heat. cold, seating arrangetaent, noise
level, lighting.

Brainstorming—use it whenever possible—and go by the rules.

Rotate Leadership—if practical and efficient.

Jobs—good meetings end with people taking on tasks, even if it's only the
awareness of what to be thinking about before the next meeting.

“"Tough Love''—agree to practice personal, caring. gentle confrontation
when needed.

Encourage a *‘Posiiv. Autention” Environment—both verbal and nonver-
bal

Have a “'No Discount’ Agreement—watch for put-downs, especially of
self. no suicide statements (this 1sn’t important but---) watch what you laugh
at

No Arm Wrestling—subtle plays for leadership. asking permission when
not necessary

Personal Ownership—(1 statementi—who 15 *'we'" or “'they™ or **You-
all’™?

Concerning Silence

Silence. at imes. van be ok—the birthing of new 1deas or awareness
When decistons are being made——silence 1s consent (especially for groups
that operate together regularly)

Watch Owt For “Shotgun Statements” —*People are not handing in re-
ports”*. “"Teachers 1n this school are really punishing students.”’
Plops—don't let people’s 1dcas or comments be 1gnored

Play —don't disrupt—uming 1s the key.

Gestalt—penodically check out group and self, trust *gut level " (intuition),
mahe sure you chech yourself (I'm tired. angry with spouse, have another
meetine 10 4 minutes).

Closure—what's next tor me and the group” Whom do | need to talk to
later?

Concluding Thoughts

Early on in this chapter it was pointed out that the task of making the transition
from an undefined program to a defined program 1§ complex and difficult. It
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requires time and perseverance  Although the time required may seem long, 1t
does provide the opportunity for counselors (and everyone else) to learn how to
master it Thus, the getting organized phase of improving and revitalizing guid-
ance programs should be designed to assist those 1avolved to develop a vision
of what the comprehensive program will look like and to become committed to
working to make 1t happen Our premise s that staff development enables people
to have vision and involvement and raises their level of commitment. Staff
development Fegins dunng the getting organized phase and must be carried out
throughout the program improvement and revitahzation process.
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CHAPTER 3

A COMPREHENSIVE GUIDANCE
PROGRAM: PERSPECTIVE,
STRUCTURE, AND CONTENT

Once the gettung orgamzed phase of the transition to a comprehensive guidance
program 1s under way. the next phase of the improvement process begins. This
phase 1nvolves consideration of the foundation, structure, and content of a com-
prehensive program. Consideration needs to be given to a perspective of human
growth and development on which to build the program as well as to how the
program relates to other educationai programs. Also consicered must be the
competencies the program will assist students to acquire and the structure and
conten of the program. What student competencies should the guidance program
be responsible for? How should a comprehensive program be structured” What
are 1% components? What s the content of these components?

To assist you n considering these 1ssues, chapter 3 opens with a presentation
of a perspective of human growth and des elopment that can be used as a foun-
dation for a comprehensive guidance program and for identifying the knowleage,
shills. and attitudes (competencies) that students need to facilitate their devel-
opment. Thi, perspective 1s called life career «cvelopment (Gysbers & Moore,
1975. 1981). Next, the two major delivery . ystems n the schools for hife career
«..velopment—the 1nstruction program and the guidance program—are identi-
fied. Then, chapter 3 focuses on the selection of student competencies and
domatns for the guidance programi. Finally, specific and dearled attention 15
given to the structure and content of the guidance program.

The Life Career Developmen Perspective

Life carcer development 15 defined as self-development over the life span
throvgh the integration of the roles, settings, and cvents in a person’s life The
‘ word /ife in the defimition indicates that the focus of this conception of human
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growth and development i on the t-a person—the human carcer The word
career wentities and relates the many and often varied roles which individuals
are involved (student. worker. consumer. citizen., parent). the ~ettings 1n which
indivicuals find thenwselves thome. school, community ). and the events that
oceur over therr hfetimes (entry job, marriage. divoree. retirement) The word
development  used to indicate that individuals are always 1n the process of
becoming When used 1n sequence. the words life career deis.opment bring
these separate meanings together. but at the \ame time a greater meaning evohes
Lite carcer development descrifes total indiy iduals anique indinviduals. with
their own hite styles (Gysbers & Moore, 1975, 19%1) ’

In the definiton ot life career de elopment. the word career has o substantially
ditterent meaming trom that 1n some other definitions Hero it focuses on all
dspects of hife. not as separate entities but a~ interrelated parts of the whole
person The tzrm career. when viewed from ths broad perspective. s not & new
word for occupation People have areers. the work world or marketplace has
occupatnons  Lntortunately . oo many people use the word career when they
should use the word occupanion Also. the term career 18 not restricted to some
people All people have a career their lite o their vareer Frnally. the words
hite career development do not delineate and desc ribe only one part of human
growth and development  Although 1 i usetul to tocus dt umes on different
aspects ot development- —physieal emotional. and intellectual-—there also 1 a
need to mtegrate these aspedts of development Lite _areer development s ad-
vowared s an orzanizing and IMCRTalng convep! Dor andersidnding and facih-
tating human growth and development

Wolte and Kolb 19800 wummed up the Bte view of career desciopment as
toliow

Career dever pen oo cie ©oaho e not wUocsbpation s such o

SONCETRS The WHOIC POTSOP RECIs dnd W anis sapacitios and potentias exottements
and amvieties invights gnd nafdspots aants nd all More than that

hinther in the sver hanging

e eerns
SORWAL o Mis Ber Gte The erveronmental pressures
ML onstrosnts the bords that tic him her 1o MEMDant viners responsibihities o
<hildren and aging parents the tote, dructure of ope CHCUINNRGES are alNo tactors
that must he understood and rechoned with Ir seseorms aareer Jevelopment and
persontal development converge St and oo umstuaces —cvonving Jhanging un
OldIng I MUtal INRTACon - CORNEGIE the Tous and the dramg ot career davel
opment spp 12

One goal ot a comprehensive school guidance program. tounded on the concept
of lite career development, 18 to assist students to deguire competencies to handie
current “*here-and-now™" v tes thar affect their growth and development These
1ssucs may include changes in the family stru. ture. expanded social relztionshrps,
substance abuse. sexual experimentation. changes 1n phycal and emotional

RIC ¥

Aruitoxt provided by Eic:



PROGRAM PERSPECTIVE, STRUCTURE., AND CONTENT 59

maturation. . d peer pressure In addition. another goal is to create career
Lonsc10UsAESs in students to assist them to project themselves into possible future
Iife roles. settings . and events. analy ze them. relate their findings to their present
wentity and situations. and mahe informed personal and career choices based
on therr findings.

Life Career Development Domains

Four dumains of human growth and development are emphasized in life career
development. Seif knowledge and Interpersonal Skills. Life Roles. Settings. and
Events. Life Career Planning. and Basic Studies and Occupational Preparation
(Gysbers & Moore. 1981)

Self-knowledge and Interpersonal Skills

In the Self-know ledge and Interpersonal Shills domain the focus is on helping
students undentand themselves and others The main concepts of this domain
imvolve students” awareness and acceptance of themselves. their awareness and
aceeptance of others., and their development of interpersonal skills Within this
domain. students begin to develop an awareness of their personal characterts-
tics— interests. aspifations, and abilities  Students learn techmiques for self-
appraisal and the analysis ot their personal charactenstics in terms of a real-1deal
elt-continuum  They begin to formulate plans tor self-improvement 1n suck
arcas as physial and menta health  Individuals become knowledgeable about
the interactive relationship ot selt and enviornment 1n such a way that they
develop personal standards ard a sense ot purpose in life Students learn how
to create and mantan relationships und develop shills that allow for beneficial
interaction within those relati aships They can use selt-know ledge 1n hife career
planning They 1ave positive interpersonal relations and are self-directed 1n that
they aceept responsibihity tor thoir own behavior

Life Roles. Sett:ngs, and F+ents

The emphasis 1n this domair, 1s on the interrelatedness ot various hife roles
tsuch as learner. citizen. consumer). settings (such as home. school. work. and
community ). and ¢tents isuch as job entry. marriage. retirement) 1n which
students partipate over the lite span Emphasis is given to the knowledge and
understanding ot the sociologieal. psychological, and economic dimensions and
sructure of their world A studen s explore the different aspects of their roles.
they learn how stercotypes affect their own and others’ Iives The imphcation
ot futurstic woncerns is exannned and related to their Iives Students learn of
the pnential impact of change in .nodern society and of the necessity of being
ab ¢ to project themselves into the future [n this way they begin to predict the
tature. toresee alternatives they may choose. and plan to meet the requirements

O
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of Ife career alternatives  As a result of learming about the muluple dime~ ons
of thewr world. students understand the reciprocal influences of hife roles. settings,
and events and can consider various life-style patterns.

Life Career Planning

The Life Career Planming domarn 1 designed to help students understand that
decision making and planning are important tasks in evervday hfe and to rec-
ognize the need for life carcer planming Students learn of the many occupations
and ndustries n the work world and of their grouping according to occupational
requirements and characteristics as well as personal shills, interests. values, and
aspirations  Emphasis 1y placed on students” learning of various rights and re-
sponsibtlities associated with their mvolvement n a hife career,

The central focus of this domain 1s on the mast.ry of decision-making skills
as a part of hife career planning Students des elop skills 1n this area by idenufying
the elements of the decision-making process They develop skills in gathering
information from relevant sources, both external and mternal. and learn to vse
the collected intormation n mahing informed and reasoned decisions. A mavor
aspectof this process mvolves the apprarsal of personal values as they may relate
to prospective plans and decistons Students engage 1n planming activities and
begir to understend that they can nfluence their future by applying such skill.
They begin to accept responsibility for making their own choices. for managing
their own resources. and tor directing the future Cyurse ot their own lives

Basic Studies and Occupational Preparation

T'he tourth domam. Basic Studies and Occupational Preparation. 1s the largest
compaonentin terms of amount of content and number of acuvities This domain
contamns the knowledge. shills. and understandings found in such disciplines as
English social studees. mathematics, fine arts. industrial arts, home economics.,
phy seal and hedlth education, foreign language. and vocational-technical edu-
cation

these areas of educatior are basy o students” total des elopment, but because
of new and emerging ciwienges to education. now need to be viewed i inter-
discrplinary wass The roles, ~ettings, and events of a student’s life career and
the interrelated worlds of education. work. and lesure can serve as @ primary
content tocus for know ledge acquisttion and shall development i basic studies
and occupdtional preparation Also. because the education, work. and leisure
worlds are undergoing constant change. students need to update their knowledge
and skilf 1n basic studies and occupational preparation Thus, g necessary em-
phasis within this domain ivolves *hie continuous acquisition and refinement of
busic and occupational knowledge and shills throughout hie
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Two Major Delivery Systems

Elementary and sccondary education gs envisioned from a life career devel-
opment perspective include two major. interrelated delivery systems  the instruc-
tion prograny and the gurdance program. Each dehivery system emphasizes specific
student competencies. but at the same time there are areas of collaboration.
Competencies that students are to ain through the instruction programy usually
are grouped under such titles as fine arts. vocationdl-technical education. science.
physical education. mathematios. soctal studies, toreign language. and English.
Competencies that studente are to gain through the guirdance program can be
derived from such domains a5 Self-ki. >+ dge and Interpersonal Skills. Life
Roles. Settings. and Events, and Life Career Planning

In 4 school setting, ¢ven though the instruction program s by far the largest
in termis of numbers ot student competencies, 1t s not more important than the
gudance program  That s why the arcles m Figure 3-1. which depict the
delivery systems, are equal 1in size Frgure 3-1 also allustrates the fact that

Figure 3-1

Two Major Education Delivery Systems From a Life Career
Development Perspective
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separate learnings in each system (nenshaded area) require specific attention. At
the same ume these learmings overlap (shaded area). requinng that the basic
studies and occupationdl preparation program support the guidance program at
times. and at other umes that the guidance program support the basic studies
and occupational preparation program It 1s not a case of either. or but both, and.
Richardson and Baron (1975) outlined o similar schemy but labeled their
Systems as tw 0 major purposes ot education. soclal learnings and personal learn-
ings They pointed out that teachers were primarily responsible for the mstruc-
tondl funcion—that ot “*guiding and learning of developmental tashs in the
area of “social learnings” ™" (p 21) —whereas counselors were primarily re pon-
sibie for the counseling funcon —that of * guiding the learming of developmental
tashs in the area of “personal learmings” ** (p 21) They also pointed out that the
coumseling program contains developmental and crisis emphases. whereas the
instructional program focuses on developmenaal and remedial elements.

Selecting Student Competencies and
Domains for the Guidance Program

One task in developing a4 mwidance program 1s the selection of student com-
petencies What knowledge will students gain. what <hills will students develop.
and what atntudes will studonts form as a result of participating in the guidance
program’ Another tash 15 selecting the domains that will group the competencies
into meanmngtul categories

To complete these tasks, begin by reviewing the educaticnal goals of your
scheol district and your state The chances are good that goals from these o
sources will focus i part on such guidance-related godls as educational achieve-
ment an { career development At the same time examine ihe professional lit-
erature and relevart professional association position statements From these two
sources will come adeas about possible competencies and domains others have
wentticd  Also. review previous needs assessment and achievement data of
students in your school Such u review will add actual data about students to
more generdl statements derived from broad goal statements and the professional
literature about competencies to be acquired

Based upon your review of these sources and data, the task 1s t establish the
domamns and select the competencies for your guidance program W hat are some
broad headings (domains; that capture the essence ot the goals and data from
the above sources’ Consider using no less than three or more than six broad
headings or domains Then think about the stadent outcomes rcompetencies) that
fit under each domamn or heading

Because this v a somewhat abstract. complex process, three examples of
somains and competencies follow The firstexample uses lite career development
as a base and shows sarple goals by domain and sample competencies by grade
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level. The second example presents the domains and competencies used by the
state of Missoun (Vocational Special Needs/Guidance Services, 1988). The third
example presents the domains and competencies used by Northside Independent
School District, San Antonio, Texas (1985).

Example 1: Life Career Development Model

The Life Career Development Model uses three domains as follows:

o Self-knowledge and Interpersonal Skills
o Life Roles. Settings, and Events
e Lite Career Planning

Grouped under each domain a.¢ five broad goals as follows:

Self-knowledge and Interpersonal Skills
Students will develop and incorporate an understanding of umque personal
characteristics and abilities of themselves and others.

Students will develop and incorporate personal skills that will lead to sat-
1sfactory physical and mental health.

Students will develop and 1ncorporate an ability to assume responsibility
for themselves and to manage their environment

Students will develop and incorporate the ability to maintain cffective re-
lationships with peers and adults

Students will develop and incorporate histening and expression skills that
allow for mvolvement with others n problem-solving and helping relation-
ships

Life Roles, Settings, and Events
Students will develop and 1ncorporate those sk.lls that lead to an effective
role as a learner

Students will develop and incorporate an understanding of the legal and
economic principles and practices that leal to re.ponsible daily lving

Students will develop and incorporate understanding of the interactive ef-
fects of life styles, life roles, settings, and events.

Students will develop and incorporate an understanding of stereotypes and
how sterotypes affect carcer 1dentity.

ERIC 74
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Students will develop and incorporate an ability to express futuristic con-
cems and the ability to imagine themselves 1n these situations.

Life Career Planning

Students will develop and 1ncorporate an understanding of producer rights
and responsibilities.

Students will develop and Incorporate an understanding of how attitudes
and values affect decisions. actions, and life styles

Students will develop and incorporate an understanding of the decision-
making process and how the decisions they make are influenced by previous
decisions made by themselves and others

Students will develop and incorporate the ability to generate deciston-mak-
ing alternatives. gather necessary nformation. and assess the risks and
consequences of alternatives

Students will develop and incorporate kil 1n clarfying values, expanding
interests and capabilities. and evaluating progress toward goals,

Then. for each of the goals, competencies are listed by grade level K-12
For example. under the first goal of the Self-know ledge and Interpersonal Skills
domain. the foliowing sample competencies are listed

Domain Selt-knowledge and Interpersonal Shills

Goal  Students will develop and incorporate an understainding of the
unique personal characteristics and abilities of themselves and oth-
ers

K 1 cantell what I look iihe and some things 1 like to do.

t Ican tell something special about myself

2 1 can tell something special about other people 1 know

3 I can describe myself to someone who doesn’t know me

4 1 ¢ tell how people are different and tha. they have different skilis
and abihities,

5 Tcan tell how my special characteristics and abilities are ymportant to
me

6l can tell how my characteristics and abilities change and how they can
be expanded

7 1 can compare the characteristics and abilitics of others | know with
ty own and accept the differences

8 Lcan hist the skilis 1 already possess and those | hope to develop 1n the

{uture
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9 1 can discuss the value of understanding my unique characteristics and
abihities.

10. 1 can descnibe and analyze how an individual’s characteristics and
abilities develop.

Il 1 can explain which charactenistics and abiliies 1 appreciate most 1n
myself and others.

12 1 can compare my characteristics and abilities with those of others and
appreciate and encourage my uniguencss.

Example 2: State of Missouri

The state of Missouri uses three domains as follows

o Carcer Planning and Exploration
® Knowledge of Self and Others
® Educational’Vocational Development

Grouped below under each domain are a number of subdomains. ur categories

{Vocational Special Needs' Guidance Services, 1988)

Career Planning and Exploration

Planning and developing career

Understanding how being male or female relates to job and careers
Mahking decisions about college

Planning high school classes

Leaming how to use lersure time now and in the tuture

Knowledge of Self and Others

U nderstanding and accepting sclt

Understanding and getting along with others

Knowing how drugs and alcohol aftect me and my tnends
Learning about marriage and family responsibibities

Educational/Vacational Development

Muahing decisions

Finding jobs

tmproving basic shills and study learning shills
Learning trom friends and others who have graduated
Vocational selection and training

Example 3: Northside Independent School District

Northside Independent School District (1985) uses six broad domains under

which subgroupings and specific competencies are histed

[ Students will understand and respect themselves and others
A Selt-hnowledge .
I Become aware of themselves physically and emotionally

ey
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2 Understand that they are unique. with different charactenstics and abil-
es
3 Respect themiselves and their individuahty
B Interpersonal Skalls
I' Be aware of the umique personal charactenn and abulities of others
2. Understand the importance of the unigueness of others
3 Develop and maintain skills to relate effecuvely with others

Students will behave responsibly 1n the school, the family, and the communuty.
A School

! Be aware ot need to behave responsibly

2 Develop an attitude that maximizes educational achievement

3 Understand the need to behave responsibly

4 Assume responsibility for themselves and managc their environment
B Family

I Awareness of the family entity

2 Understanding of the famuly entity

3 Respecting the family entity
C  Communiy

I Awareness of their responsibihty to the commumity

2 Understanding and respect of their role n the community

3 Exhibiting responsible behaviors within the community

Studeats will develop decision-making skills
A Making wise choices
1 Awareness of how decisions are made
2 Exploration of use of the process
3 Implementation of the dec v1on-making process
B Manage change suc -essfully
1 Be aware of mevitability of change
2 Understand effects of change
a ndivtdual
b group
3 Manage change
a ndividual
b group
C  Solve problems
1 Know how to 1denufy problem
2 Understand stens involved in solving probiems
3 Soive problems

Students will use their educational opportunitics well
A Classroom

1 Awareness of educaticnal opportunitics

2 Explonng of opportumities

3 Uulizing of opportunities
B School settng

1 Awareness of alternatives/opportunities

7
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\%!

2. Exploring alternatives/opportunitics

3. Selecting appropriate alternatives/opportunities
C. Future educational oppbrtunities

1. Awareness of alternatives/opportunities

2. Exploring of alternatives/opportunities

3. Uul’ "ing of appropriate alternatives/opportumities

. Student* will communicate effectively

A. Awareness of need to communicate
B Understanding nccessary skills for communicating
C. Applicati~n of effective communication skills

Students will plan and prepare for personally satisfs... and socially useful hives
A Personal

1. Awareness of necessity for personal goal setting

2. Using past and present experiences to set goals

3. Setting appropnate goals
B Social

1 Awareness of responsibility for socially useful hves

2. Exploring opportunities avarlavic for socally useful lives

3. Choosing appropriate activiiies

To put these domains and competencies into operation. Northside identifies
“*strands ** Based on the above. 15 strands are 1dentified as follows. Students

\opo\xo:.nx—ww_—

Understand and respect themselves.

Understand and respect others.

Bcehave responsibly 1n school.

Behave responsibly in the family.

Bchave responsibly in the communuty .

Make wise choices.

Manage change succesfully,

Solve protlems:

Use their educational opportumities in classroom well.
Use their educational opportumities n school well.
Use their educational opportumtics in community well.
Plan to use their future educauonal opportunities well.

. Communicate effectively.

Plan and prepare for p rsonally satisfying ltves: and
Plan and prepare for socially uscful hves.

A Program Structure

Selecting a comprehensive guidance program structure 15 another major task
in the improvement process. The structure serves as an ideal against which you
can compare your current program, it serves as a template to lay over the top
of the current program so that similarities and differences can be scen. Having
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made this comparison. you can then adopt those components of the structure
that fit your situation, adapt other components Of the structure as needed, or
create new components 1n response to enique local needs.

The structure we recommend for a comprehensive guidance program contains
seven components organized around two major categories (Gysbers & Moore,
1981. p. 62).

Structural Components
I Decfimtion
2 Rationale
3 Assumptions

Program Components
4 Gudance Curriculum
5 Indwidual Planning
6 Responsive Services
7 System Support

The first three components identify broad areas of competencies students will
possess as a result of the program and where the program fits 1n relation to other
educational programs (defimtion). offer reasons why the program is important
and needed (ratwonale), and | ~ovide the premises upon which the program rests
{assumptions) We have labeled these compenents structural compenents. The
next four components dehineate the major activities. and the roles and respon-
sibihties of personnel involved 1n the guidance program These are labeled
program components and include the guidunce curriculum, individual planning,
responsive services, and system support.

Structural Components

Defiminion

A defimtion of the guidance program wdentifies the centrality of guidance
within the educationdl process and delineates, 1n broad outcome terms, the
cumpetencies students will possess as a result of their involvement in the program,
Two examples of a defimtion of guidance foliow The first 1s the definit:on of
sutdance used by the state of Missoun and the second 15 irom Northside Inde-
pendent School District. San Antonio, Texas

State of Missouri

Guidance 15 an integral part of cach school’s total cducaty ~.* program. It 1s dc-
velupmental by design and includes sequential activities organized and implemented
by ertificd school counselors with the support uf teachers, admunistrators, students,
and parcnts, The guidance program includes

1 gwdancc curnicululm,
2 ndividual planning,



PROGRAM PERSPECTIVE . STRUCTURL. AND CONTENT 69

3 responsive services, and

+4  system suppont
The program 15 designed to address the needs ot all students by helping them
acqiire competencies n cereer planming and exploration, know ledge of self and

others. and educational and yocational deselopment (Vocational Special Needs
Guidance Services. 1988, p )

Northside Independent School District

The gusdance program in Northside Independent School District 15 a comprehen-
sive program based on indiv.dual. schoo’. and community needs and 1y organized
around shill development goals  The program 1s delivered through the direct service
program componznts o guidance curnculum. individua! planning. system support,
and responsive services Additionally the guidance program provides andirect ser-
vices supporting the total educational program

The gurdance program 1s a developmental educational program responsible tor
assisting students develop and mantain the skills needed to

® understand and respect themselves and others,

@ behave responsibly n the school. the tamuly . and the communty,

® mahe wise chowes, manage change successtully . and solve problems,
® use tharr educational opportunities well,

® communicate ettectively. and

® plun and prepare tor personally satistying and socially usetul Iives

Northsde™s guidance program is designed to assist systematically all students in
our schools The devclopmental perspective recognizes that every student must hase
soune emotional and social shills 1 order 10 achieve optimum benetit from the
educativnal program  The guidance program also pros ides mechanisms for assisting
ndisiduals resolve problems which prevent their healthy development or which
require remedal attention (Northside Independent School Distniet, 1985, p 3

Ranonale

A rationale discusses the importance of the guidance program as an equal
partner with other programs in education It focuses on reasons why students
need 1o acquire guidiance competencies and have aceess to the assistance that g
comprehensive guidance program pravides It should be based on the goals of
your school. community, and state Some examples of the points you may wish
to consider 10 writing the rationale for your comprehensive guidance program
are as follows

Student Development

I Students today tace depersonalization in many facets of their lives as
bureaucracies and impersonal relations are commonplace They often feel pow-

O
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erless in the tace ot masses of people. mass cemmunication, and mass everything
else, and need help in dealing with these feehings, not at the expense of society
but 1n the conteat of society Therr feelings of control over tieir environmen:
and their own destiny, and therr relanons with others and institutions are of
primary importance in guidance programs Students must be viewed as totalities,
as individuals Their development can be best facilitated by gundance programs
that begin 1n hindergarten and continue tu be available through grace 12.

Self-Knowledge

2 Formerly. students were brought up in a farly stable socie: | in which their
roles were detined and relationships with oth. were fairly constant. Now they
face an increasingly mobile society, 'n which relationships with be.h people and
things are becoming less and less . luring Society s charactenzed by transience
and impermanence Traditional belicts and ways of doing things no longer see.n
sufticient tor coping with the environmental demands - As aresult, many students
have problems defiming their roles. thus, the guests for answers to Who am 1?
and Where do | fitin”? Guidanee programs can help individuals respond to such
questions through the developnient of selt-appraisal and selt-improsement com-
petencies Through these learnings. students can become more aw are of personal
characteristics such as aptitudes, nterests, goals, abilities, values, and physical
traits and the intluence these characteristics may have on the persons they are
and van become  Being able to use self-knowledge in Lie career planning and
interpersondl relationships and to assume responsibility for one’s own behavior
are examples of needed competencies that students can acyguire through partic-
ipation i & comprehensive gmdance nrogram

Decision Making

3 Students need help in dedision-making because planning for and making
decisons are vital tashs 1 the Tives of a!l individuals  Everyday decisions are
made that ntluence vne’s Life career Mastery of deaiston-making skills and the
application ot these shalls to hite career planming are ¢ ntral learnings 0 a guidance
program A prelinunary task to effective dectsion making is the clanfication of
personal values The degree of congruence between what .ndividuals value and
the outecomes ot dedisions indiv, agls mahe contributes to personal satisfaction
Included 1n decision mahing are the shills for gathering and using relevant
nformation  Understanding the snfluence of planning on one’s future and the
responsibility one must take for planning are components of the hfe career
planning process Lite carcer planmng is ongoing. Change and time affect one’s
plannung and decisions A decision outcome that 1 atisfactory and appropriate
for the present may. with ime or change, become unsatisfactory or inappropriate.
Thus, the ability to evaluate decisions 10 view of new information or circum-
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stances 15 vital Being able to clanfy perconal values. dentify steps needed to
make personal decisions, vather relev antinformation. and apply decisio making
skills to hfe carcer plans are examples of desired and needed outcomes for a
guidance program

Changing Envirorn.ments

4 Increzsing societal complexity affects not only interpersond’ relationships
and feclings of individuality but also other hife roles, settings., and events, spe-
cifically including those assoctated with the worlds of education, work, and
lersure Changes resulting from advances in technology are perhaps more ap-
parert as they affect the world of work  No longer are students well acquainted
with the occupations of fanuly ard commumty members or their contributive
roles to the common good of society  Parents’ occupations are removed from
the home and often from the immediate neighborhood In addition, because
students over their hfctimes will be assunung ¢ number of roles, functioning n
4 vdnety of settings. and experienng many events, learmings i this area em-
phasize their understanding of the vanious roles, settings, and events that nter-
relate to form their Life careers The roles of famuly member, citizen, worker,
and lersure participant. settings such as home, school, community, and work,
and events such as birthda s, educational mulestones, job entry, and job change
are wentified and exanuned in terms of their influence on hife styles Guidance
programs can help students develop an understanding of the structure of the
tanuly and cducation. work, and leisure requirements and characteristics. The
cifectof change  naturdl as well us uneapedted. social as well as technological,
in self as well as in others — 15 4 needed major learming for studeats that a
comprehensive gusdance program can provide

Placement Assistance

5 s students are wond will be moving from one setting to another, they need
specific knowledge and shills in order to mahe such moves as effectively as
possible They need help in placement Although placement 1s defined broadly.,
spectfic attention should be given to intra- and intereducational and occupational
transiions and to the personal competencies needed to mahe such transitions
Personal competencies needed includz hnowledge ot the spectrum of educ. tional
courses and programs. an understarding of the relationships they may have to
personal and socictal needs and goals, and smills in using & wide vanety of
information and resources They also include an understanding of the pathways
and linkages between those courses and programs and potential persor.al goals.
Stressis placed on the need for employability shill dev elopment including resume
wnting, job searching. and job interviewing
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Relevant Education

6 Some of the dissatisfaction of youth with education stems from the fecling
that what they are doing in school s not relevant to ceeir Iives A comprehensive
guidance program s needed to seek to create relevance an the schools and to
show individuals Low the hnowledge under tandings. and shills they are ob-
taming and the courses they are taking 4l help them as they progress through
ther life careers

Assumptions

Assumptions identity and onietly describe the premises upon which a guidance
program rests  Assumptions give tie program its shape and direction. its nature
and structure  Examples of assumptions are as follows.

U The wadance program helps develop and protect studenty  indnidualing The
gwidance program and personnel provide assistance t all students to ensure that
they becorne aware ot their needs. nterests. and abihities, dvelop and pursue
immediate and long range personal goa! s, and respect the indiv iduahity of others

(=)

The guadunce program helpy students function effectisels withun groups The
gwidance program ¢nd personuel help all students leam to paruaipate productively
with others in the scheol, home, and community

The guidunce program sonves all students ar oll education levels The guidance
program is Jesigned to address the needs of all students at all levels—children,
vouth, and aduits

4 The wuwdance progrant avsints stwdotts i their personal, socwal, career. and
educanonal deselopment A comprehensive guidance program s not himited to
only one o1 two ot the sigmificant areas ot student development but recognizes
the school™s resp nsibility W nurture the whole child Program goals and activities
address all four major developmental :reas

-

S the wadance program provides cor atton and coordination senvices to the
teachers parents admunistration and communins representatives whe sork with
students: Counselors, by vir of their training and their role. semve as resource
persons and Daison between students and those mdividuals and agenaies who
play a sigmiticant role in their hves

4 The ewdance program provides developmental wy well as preventive and re-

medial services  The guidance program and personnel have a developmental

tocus which maxinuzes the prevention of problems, a preventive tocus which
pruvides tor early intervention for tne onset of problems, and 4 remedic! emphasis

0 assist with the solutions of problems that have ansen

Fhe qudance program is both v insegrad part of and an inde pendent component

of the total education program The guidance program is a necessary part of the

wital school program Many outcomes ot the guidance program are supportive
of the godls of the tetal program. guidance services and activities falitate the
ettrts of other school personnel in those areas 10 which others have primary
responsibility  The gudance program also has identifiable vutcomes of 18 own,

O
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for which guidance personnel have pamary responsibility . but 1n which all
personnei share

8 The gudance program 1s contmuwush refined through svstemanc planmng,
desigrung. implementing, and evaluanng In order to ensure that the guidance
proge .+ 1s responsive to the dividual students”™ and the commumty s needs.
<ar~ 1l program deveiopment. monitoring. evaluation. and redirection must occur
on an ongoing basis The program design includes three direct service compo-
nents curricutum. individual planming sy stem. and re.ponsive service. (Nosthside
Independent School Disteet. 1985, p )

Program Components

An examination of the needs of students. the vaniety of guidance methuds.
techmiques. and resources available. and the 1ncreased expectations of policy-
makers. tunders. and consumers indicates that a new structure for guidance
programs 1n the schools 1s needed The tradional formulations of guidance—
the sIx services (orientation. formation. assessment. counseling. placement.
and follow -up)—and the three aspects of guidance (educational. personal-social.
and vocational). though perhaps once sufficient. are no longer adequate ways
to organize gurdance programs 1n today s schools

When described as services. guidance 15 often cast as anctllary and 1s seen as
w!y supportive to istruction. not as equal and complementary . The three-aspeci:

tew of guidance frequently has resulted in frzgmented and event-onented ac-
tivities and. in some instances. in the development of separate kinds of programs
and counseiors Educational guidance 15 stressed by academic-college personnel,
personal-social guidance becomes the termtory of menta} health workers, aad
vocational guidance becomes the focus of vouational edycaton and manpower-
labor economusts

If the proposition that these traditional structures are no longer adequate 1s
acceptable. then the question is What s an appropriate one? One way to answer
thrs questien is to ask what siould be expected of a comprehensive guidance
program

I Are there knowledges. skills. and attitudes needed by all individuals that

should be the insiructional responsibility of guidance pro.-ams’

Do individuals hav. the night to have somed ¢ in the school sysiem sensitive

to their unique life career developmeni needs. including needs for place-

ment and follow-through?

3 Should guidance staff be avarlable and responsive to special or unexpected
needs of students. staff. parents. and the commumty

4 Does the school program and staff require supoort that can be best supplied
by guwidance personnel?

-

An affirmative response to these four questions 1mplies a structure that 1y
different f.om the traditional services or aspects model In agdition. a review of
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the varien of guidanee methods, techaigues. and resources available today and
an undentanding ot expectations ot pohicymakers and consumers of sudance
abo suggest o model ditterent trom the traditional services or aspects model
The structure siggested by an attirmative answer to the tour guestions and by
& review of the hiterature is ¢ program model ot guidance technigues, methods.
and resources containing fouf | teractive components  gutdance curricudum, in-
dividual planmig. responsive services. and sustent support (Gysbers & Moore.
1981

The curnculum compuenent was chosen because ¢ curmiculum provides a vehicle
to impart to all students guidance content 0 4 sy sleriglic way - The next com-
ponent. individual planning. was included as o part of the model because of the
increasing need tor all students o continuously and sy stematically plan. morror.
and understand therr growth and development. "o consider and take action on
their next steps personally. educarionally . and vecupationally  The responsive
sefvices component was included because ot the need in comprehen ave guidance
prograni o respond to the directo immediate concems of students whether these
concerns mvolve crisis counseling. reterral. or consultation with parents. teach-
ers. or other specighints Fona™s. the system support component was included
because it wa recognized that, tor the other guidance processes to be effective.
4 varety Of support activities such as staft development. testing and research.
.ad cumculum deselopment are required System support also was included
because of the reed tor the guidance program to provide uppropriate support ©
other programs in the school

These components. then, serve ws organizers tor the many guidance methods.
techniques. and resogrees required in o comprehensive gudance program In
addition. however, they also can serve as a chedk on the comprehensiveness of
the program In our vpinion 4 program s not comprehensive unless 1t has ac-
uvities in cach ot the components

Guidunc e Curricudum

One ot the assumptions upon which ver conception ot guidance s based 18
that there v gdance content that all students should learn 12 a systematie.
sequential way - This means counscior imvolvement i the cummculum. it means
avuidance curriiculuni Fhis s not anew idea the aotion ot g guidance curmiculum
has deep. hestoricdl roots: What 1s new . however. is the array of gurdance and
counsehng technigues. micthods. and resources carrently available that work best
s a partof ¢ curried'uis. What is new . too, is the coneept that a comprehensive
gudarce program has an organized and sequental curmiculum (ASC s 1984,
Commission on Preceilege Guidance ond Counseling. 1986, ERIC CAPS. 1983)

Deserpuion The guidance curriculum typically consists of student compe-
tenies forganized by domains) and structured activities presented sy stematically
through such syrriegies as
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« ® Classroom \cnanes -Counselors teach. team teach. or support the teach-
ing oi gurdance curnculum learning activities or units 1n classrooms. Teach-

ers also may teach such units. The guidance curmnculum 1s not hmited
being taught in one or two subjects but should include as many subjects

to
as

possible n the total school curnculum These activities may be conducted

in the classroom, guidance center. or other school facilities.
Group Acmvines—Counselors organize and conduet large group sessio

ns

such as career day < and educational college vocational days. Other members
of guidance. including teachers and administrators. also may be involved

i orgamzing and conducting such sesstons.

Althougli the counselor's responsibilities . iude rgamzing and implementing
the guidance curnculum, the cooperation and support Jf the epuire faculty and
statf are necessary for its successful implementation.

Domain and Competency Sequencing and Layort  Asyou select the domar
you will use in the guidance curnculum and wlentify the competencies to be
included in each domain. keep in nind the following assumptions about human
growth and development

Individual development 1s a process of continuous and sequential. but not nec-
essartly uminterrupted or uniform. progress tow ard increased effectiveness i the
management and masiery of the environment for the ~atisfaction of psychologicai
and social needs

The stage or level. of 1ndinviduals’ development at any given pont is related to
the nature and accuracy of their perceptions. the level ot complexity of their
conceptualizations. and the subseguenst aevelopment rate and direction No 1n-
dividual in an educational setting 15 at a4 z¢ro pont 1n dev clopment, hence change
must be measured from some relative point rather than from an absolute
Positive developmental changes are potential steps toward the achievement of
higher-level purpost  goals This nterloching relationship dictates that achieve-
ment at a particular growth stage be viewed as 4 means to further development
rather than as ar end re«ult

Environmental or situational vaniabies provide the external dimension of di-
vidual development  Know ledge. understanding. shalls. attitudes. .atues. and
asprrations are the product of the interaction of these external vartables with the
mternal vanables that charactenize the individual

The developmental learning process moves trom g beginning level of awareness
and difterentiation iperc e ptualization). to the next level of conceptualizing re-
nonships and meanings (conceptualization). o the highest fevel of behavioral
consistency and effectiveness by both internal urd external evaluation {gener-
alization) «Wellman & Moore. 1975, pp 55-56)

ns

A major task n the development of the gwidance curnculum i to organize
and lay out student competenctes o thar they follow a theorerically sound scope
and sequence Note the concepts perceptualization. conceptuahzation, and gen-
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eralization discussed 1n assumption 5. These concepts can serve as guidelines
for this very important task. What follows 1s a detaiied discussion of these
concepts and how they fuiictivi :n making decisions about the scope and sequence
of student competencies }—12 (Weilman & M»ore, 1975).

Perceptualization Level

a. Student competencies concerned with envirormental orientation
b. Student competencies conccrned with sel“-orienfation

Competencies at this level emphasize the acquisition of knowledge and skills.
and focus attent' >n on selected aspects o1 he environment and self. The knowlege
and skills most relevant are those ndividuals need in making appropriate life
role deuisions and in responding to the demands of the school and social envi-
ronment. Attention 1s the first step toward the development and maturation of
interests. attitudes. and values. Competenc.es at the perceptualization level reflect
accuracy of perceptions. ability to differentiate. and elemental skulls in perform-
1ng functions appropraate to the individual's k vel of development Competencies
at this level are classified under two major categories. em ronmental orientation
and self-orientation.

Competencies classified under environmental onentation emphasize the in-
dividual's awareness and acquisition of knowledge and skills needed to make
hfe role decisions and to master the demands of life vareer settings and events
The competencies at this level are essentially cognitive 1n nature and have not
necessanly been internalized to the extent that the individual attaches personal
meaning to the acquired knowledge and skills. For example. individuals may
awquire appropnate study skills and knowledge. but 1t does not necessarily follow
that they will use these skills and knowledge 1n their study behavior. However.
«ach know ledge and skills are considered to be prerequisites to be havior requiring
taem. Thus. the acquisition of knowledge and skills required to make
growth-oriented decisions and to cope with environmental expectations 15 viewed
as the first step 1 ndividuals” development. regardless of whether subsequent
impiementation emerges A prnimary and umversally applicable goal of guidance
is the development of knowledge and skills to enable individuals to understand
and meet tie expectations of their school and social environment and to recognize
the values underly:ng social limits

Competencies classitied under self-orientation focus on the development of
accurate seif-perceptions One aspect of 2n accurate awareness of self is the
knowledge of one’s abilities. aptitudes. interests. and values An integral part
of 1dentity 15 individuals’ ability to understand and accept the ways that they are
alike and ditferent from other dividuals. Attention to hife career decisions and
Jemands relevant to immediate adjustment and future developmen: are considered
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4 prerequisite to an understanding of the relationships between self and enyi-
ronment  An awareness. and perhaps an understanding. of feclings and mou-
vations 1s closely associated with self-evaluation of behavior. with the formation
of attitudes and values, and with voluntary, rauonaliy based modification of

behavior The goal of guidance at thes level 15 to help individuals make accurate
dssessments of selt so that they can relate realistical’ . to their envi.onment in
their dectsions and actions The goal of guidance is individuals® development
of selt-awareness and differentiation that will enable appropridte decision making
and mastery of behavior in the roles, setungs. and events of their lives,

Conceptualization Level

4 Student competencies concerned with dire stional tendencies
b Student comipetencies concerned wath adaptive and adjustuve be-
haviers

Individual competencies at the conceptualizauon level emphasize action based
on the relatonships between perceptions of ~elf and perceptions of environment
The types of action sought are categorized into personally: meaningful growth
decisiens and adaptive and adjustive behavior The general goal at this level of
aevelopment iy that individuals will (a) make appropriate choicer . decisions.
and plans that will move them toward personalis satisfying :nd socally «. -
ceptable developmient. th) take action necessary to progress within developmental
plans. and 10) deselop behavior to master their school and social environment
a judged by peens. teachers. and parents The two mujor classificatons of
conceptuahization objectives are directional 1e ndene e s and adeptnve and adyus-
me behayior

The directonal tendencie  relate to individuals’ movement toward socially
destrable goals consistent with their potenuial for development  These compe-
tencies are mdicators of directional tendencies as reflected in the choices. de-
cisions and plans that indisiduals are expected to make in ordering the course
of their educational. occupational. and social growth The acquisition of knowl-
edize and skills covered by competencies at the perceptual level is a prerequisite
to the pursutt of competencies in this category . although the need to make choices
and decisions may provide the minal sumulus for «umsidering perceptual com-
petencies Forexample. a minth grader may be required to make curnicular choices
that have a hearing upon post-high school education and oce up-ttional aspirations,
The need to make an imniediate choice at this puint may stimuldate an exarunation
of both environmental perceptions anu self-perceptions as well as @ careful
analysis of the relauonships between the twi, To this extent. then. the interre-
lationship and 1nterdependence of perceptual and conceptuai coripetencies pre-
clude the evtablishment of mutually exclusive categones Furthermore. the coneept
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ot ¢ developmentdl sequence suggests this type of interrelaionship Any chowe
*hat may determine the direction of future Jevelopment s considered to represent
¢ airectional tendencs on the part of indiv iduals, and competencies related to
such chorces are so classihed

The expected emergence of increasingly stable interests and the strengthening
and Jarification ot value patterns constitute additional indicators of directionai
terdencies Persistent attention to particular persons, activities, or objects in the
environment to the exclusion ot others (selective attention) 1s an indicauon of
the development ot interests through an evaluation of the relztionships of self
to difterentiated aspects of the environment Objectives that relate to value
conceptualization. or the internalization of social values. compleme=* mterest
development Here individuals are expected to show increased cor Lwency 1n
giving privrity 1o particular b:havior that 15 valued personally and socially. In
4 sense. the maturation of interests represents the development of educanonal
and vccupatior Jindividuality . whereas the forniation of value patterns represents
the recognition ot weidl values and the normative tolerances of behavior

Competencies in the e subcategories include copsisteacy in the expression €
it .rests and values and the manifestation of behav jor compatible with the eme. -
ing nterests and value patterns  For example. high school students may be
expected o manitest increasing and persistent interest (measured or expressed)
in particular persons, activities, and objects They may be expected to develop
4 concept of self that s consistent with these interests and to place increasing
importanice. of value, on behaviors, such as educdtional achiesement. that will
lead t the dcvelopment ot related knowledge and ~kalls and to the ulumate
achievement ot vecupational aspirations The directional tendency emphasts 15
upon achieving increased consistency and strength of interests and values over
a perid ot ime The incidental or occasional expression of un imm.ediate interest
or value with hitt'e or no leng-range impact upon the behdavior ot individuals
should not be interpreted as an indication ot a directional tendency

The secund major category ot vbjectives at the conceptuahzation level includes
objectives related to the application ot selt -environment coneepts i woping with
environmerta! presses and in the solution of problems arising from the interaction
ot individuals and their environment Competencies in this area ot functioning
are designated as adapuve and adjustive behavior

Adaptive behavior reters to individuals ability and skill to men.. < the's school
and socidl environment (with normative tolerances to satisfy self-needs. o meet
emvironniental demands, and to solve problems Theie are two types First
individudly may. within certain presenbed limits, control their en' 'ronmental
transactions »y selection For example, it they lack the appropriate soeial skalls,
they may avo d souid transactions that demard dancing and choose those where
existing abilities will gain the gecepiance of the social group Second. individuals
aidy e able o modits their environment to mect thei needs and certain external
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demands For example. students who find sharing 4 room with a younger brother
or sister disruptive to studying may be able to modi  this situation by arranging
to study elsewhere.

Adjustive behavior refers to the abiliy and flexibility of individuals to modify
their behavior to meet environmental demands and to solve problems. Such
behavior modification may include the development of new abilities or skills, a
change of atttudes. or a change 1 method of operation or approach to ths
demand situation In the examples of adaptive behavior just mentioned. indi-
viduals might use adjustive behavior by learming to dance rather than avoiding
dancing. and they mught develop new study skills so they are able to study while
sharing a room.

The basic competencies in this area mvolve an individual’s abili to dem-
onstrate adaptive and adjustive behavior in dealing with school an. social de-
mands and 1n solving probiems that restrict the abihity to meet such demands.
The competencies may be achieved by applying existing abilities or by learning
new ways of meeting demands

Generalization level

a  Student ~ompetencies concerned with accommodation
b. Student competencies concerned with satistaction
¢. Student competencies concerned with masiery

Competencies at the zeneralization level imply a high level of functioning
that enables individuals to (a) accommodate enviroamental anu cultural demands,
(b) act.ieve personal sat:sfaction froni environrcntal transactions, and (c) dem-
onstrate competence through mastery of spectuc tasks and through the gener-
ahzation of learned behavior, attitudes. and values to new situations Behavior
that charactenizes the achievement of generalization-level competencies may be
described as [ . poseful and effective by one’s own or intninsic standards and
by societal or extrinsic criterla Individuals should be able to demonstrate be-
havioral consistency. commitment to purpose. and autonomy n meeting edu-
cational. occupational, ard social demands Persons exhibiting such behavior
therefore are relatively independent and predictable.

Guidance competencies at this level are classified as accommodation, sans-
facnon. and mastern The concepi o sequential and positive progress implies a
continuous process of internalization, including applicational transfer of behavior
and a dynamic, rather than a static, conditior 1n the achievement of goals. The
achiev ement of generalization competencies .nay be mterpreted as positive move-
ment (at cach level of development) tow ard the 1deal model of an effective person
(self and socially derived) without assuming that individuals will ever fully
achieve the 1deal

o 5
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Accoinmvdetion competencies relate to the consistent and enduning ablity to
sulve problems and to cope with environmental demands wity minimum conflict
Accommodation of cultural and ens ironments! demands requires that individuals
make decisons and tahe action within estabhshed behavioral tolerances. Th~
apphcationdl transfer of adapusve and adjustive behavior, learned in other situ-
ations and under other uircumstances. to new demand situations is inferred by
the nature of the competencies classified 1n this category The achievement of
acconimodation competencies can probably best be evaluated by the absence of,
or the reduction of, unsatisfactory coping behavior. The wide range ot ... ceptable
behavior in many situgtions suggests that individuals who perform within that
range have achieved the accommodation competencies for a particular demand
sttuation. whereas if they are outside that range. they have not achieved these
competencies For example. a student 1s expected to attend class. to turn in class
asagnments. and to respect the property nghts of others. If there is no record
fexcessive absences., failure to meet teacher assignment schedules. or violation
of property rights, it may be as.araed that the student is accommocating these
dem.nds with normative tolerances. “n 4 sense. the objectives iu this category
repiesent the godl that indiiduel behavior conform to certain hmits of societal
expectancy. whereas the other categories of generalizanon competencies tend to
be more sel*-oriented  The achievement of accommodation competencies may
inter congitence of individual vabses with the values of onz"s culture  Caution
should be exercised 1n drawing such infi ences. however., because the individual
may demonstrate relative harmony cxternally but have senous value conflicts
that do not emerge 1n observable behavior

Satistaction competencies reflect the internal interpretation that individuals
give to their environmental transactions. Indivtdual interests and values serve as
criteria for evaluating the decisions made and the actions tahen within the guid-
ance domains  Although the evaluations of parents. peers. and authority figures
may infleznce individuals” nterpretations (satisfactions). these competencies
become genwine only as they are achieved in congruence with the motivations
ond teelings of individuals. The description of satisfaction competencies con-
sistent with guidance programming should nclude individuals™ evaluation of
atfiligicns, transactions. and adjustments 10 terms of personal adequacy. ex-
pectations, and congruency with a percenved ideal life style Expressed satis-
taction. as acll as behavioral mamifestations from which satisfaction may be
nterred. such as persistence. would seem to be appropnate critenon n.easures
Also. congruency between rieasured nferasts and voluntanily chosen career
activites should be considered

Mastery competencies nclude the more global aspects of achievement and
genaralization of attitudingl and behavioral modes Long-range goals, encom-
passing large arcas ot achievement, are emphasized here rather than the numerous
short-range achievements that may be required to reach a larger goal For ex-
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ample. a young child becomes aware of tash demands and different ways to
meet them (per:eptualization) At the conceptualization level, task-oriented be-
haviors are developed and made meamngful. Generalization (mastery) compe
tencies reflect the internalization of these behaviors so that tasks are approached
and achieved to the satisfaction of self and social expectations. In the social
area, competencies relate to soctal responsibility, and individuals’ contributions
with respect to social affiliations and interactions appropniate to their develop-
mental level All of the .ompetencies in this category are framed in the context
of self and so~ ' estimates of potential for achievement. Therefore, critenia for
the estimat _ achievement of mastery competencies should be in terms of
congruencs b ween independent behavioral action and expectations for action
asde «d fr nself and soctal sources For example, a mastery competency in
the educatio- il area might be achieved by high school graduation by one ndi-
vidual. whe. s graduate work at the university level might be the expected
achievement le :l for another individual

Indwvidual Planmng

Concern for student development in 4 complex society has been o comerstone
of the gudance movement s'nce the days of Frank Parsons. In recent years the
concern for student development has intensified as society has become even more
complex This concern 15 mamtfested in many ways. but erhaps 1t & exp.essed
most succinctly n a frequently used goal for guidance helping students become
the persons they are capable of becoming

Casting guidance and counseling in a personal development. personal advucacy
role 15 not new Lortie (1965) suggested that one grouping of tasks counselors
rmght accept as part of their role would be that of advocate. Building on this
same theme. Cook (1971) urged that school counseling and guidance claim the
role of studentadvocate, with the cnd result bring the enhanceinent of students’
development Simularly, Howard Miller. president of the Los Angeles Board of
£ducation, supported the need for guidance and counseling programs to attend
to the individual development of students Writing in the Los Angeles Times.
Sunday. July 17. 1977, about needed next steps for the Los Angeles schools,
he described the kind of school programs that were needed Among the critically
important programs he described  ere “'extensive counseling resvurces insuring
personal direction and momitoring for each student™™ (M 'ler, 1977)

To accomplish the purposes of thrs component of the model. activities and
procedures are necded to astist students to periodically monitor and understand
their growth and development in terms of their goals. values. abilities. aptitudes.
and 1nterests (competencies) so that thev can take action on their next steps
educationally and occupationally This means that counselors and others with
guidance responsibilities serve in the capauty of persunal-development-and-
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placement specialists. Persunalized contact and involvement with individuals are
required

Description.  Individual planning consists of activities that help students to
plan. monitor, and manage their own learming and their personal and career
development. The focus 15 on assisting students to develop, analyze, and evaluate
their educational. occupational. and personal goals and plans.

Individual planmng 15 implemented through such strategies as:

® [ndividual Appraisal—Counselors assist students to assess and interpre
their abilities. interests. skills, and achievement. The utilization of all test
information and data becomes an important aspect of developing immediate
and long-range plans for students.

® Individual Advisement—Counselors assist s*udents to use self-appraisal in-
formaton along with personal-social. educational, career, and labor market
information to help them plan for and realize their personal, educational,
and occupational goals. The mvolvement of students, parents, and school
n planning a 4-year program of studies that meets the indiv'dual needs of
students 15 a critical part of individual advisement.

® Placement—Counselors and other education personnel assist students to
make the transition from school to work or to additional education and
training.

The Indinidual Advisory System ®  One way we recommend that school sta ¥
be crgamized to respond to the individual planning needs of students is to use
the Indiviaual Advisory System (IAS). This system is based on the belief that
satisfaction on the part of the faculty, students, and parents will result more
easily 1f every student 1n school 1s able to relate personally, in a comfortable
way. with at least one adult. In order for this one-to-one relationship to exist it
1s necessary to mvolve faculty members 1n a program that includes all students
and their parents. Each teacher, counselor. administrator. and specialist acts as
an advisor to a group of 15 to 20 students. Thus. within these groups students
relate to one another as human beings sharing more than subject-matter concepts.
The faculty members relate to one another as advisors sharing 1deas about suc-
ressfully dealing with their advisees. Parents relate to an individual in school
who knows more abert th i child than grades earned in a particular class.

Program plannming  arent contact. and personal development ar- the three
main areas of the advisor’s role But advisors have other responsib. € to their

*This s ctiun on the Individual Advisory System. which encompasses matenal up to the heading
‘Responsive Services.  was wntten by Suzanne Fitzgerald Dunlap and Edna Enckson Bernhardt
when they were research assocates. University of Missount Columbia 1t wae based on matenal
developed as a result of an ESEA. T.le Il Project. Ferguson-Flonssant School Distnict. 1975
Reproduced by permission of the authors and the Ferguson-Florssant School District
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advisees and to their schcol. The following list contains eight categories of
advisor responsibility with the detinition of each. Obviously, advisors will not
cover every area with every advisec completely. Also inservice workshops are
needed to assist advisors 1n deveioping skills in each of the eight areas.

Program Planming. Any activity dealing with the act of choosing school courses,
such as course selection, evaluation of course schedule, or tentative long-range
cducational planning

Self-assessment. The analysts advisces make of their behavior, performance, or
actions 10 an effort to stnve for continuous self-improvement and understanding
All goal sctting activities are included in this category.

School Awareness. Any activity that contnbutes to an awarenss of the school and
its programs, philosophies, and actions.

Parent Relanons/Conferences. Those snecial acuvities designed to increase parent
participation 1n the schooling process of their children and to ensure frequent
positive contact among the advisor, student. and parent.

Feedback/Evaluation. Information that a school needs to hear. formally or infor-
mally, so that it can change itself to better sust the needs and desires of the people
1t serves. This cateogry does nor mean feedback to the student. It means feedback
a student gives o the school.

Decuston-making Skills. The conscious application of a process to make decisions
Although decision making 1s woven imnto activities 1n many categorics. it also is
a dist:nct category to aid advisors in teaching the process.

Career Planming/i. eparation. Activities to help students select and prepare for
careers

School, Community Issues. Activities concerned with the human aspects of individ-
uals working together Included arc human development ecuvities and group
buslding. This area also includes any discussions needed about current schoolwide
1ssues that might a1se duning a school year, such as vandalism, 2 special decision
the school needs to make, or any shared concern (Hawkins & Cowles, 1973,
pp 7-9)

Being an advisor makes it possible to give all assigned ctudents personal care
and attention. An advisor has 15 to 20 advisees for all of their high school years,
if this 1s rmatually satisfactory. A student chooses an advisor in one of several
ways. The choice may be based on curriculum or out-of-school interests of the
advisor, A student may choose an advisor he or she already knows A group of
students may choose the same advisor so they can be together.

Advisors are given folders for the records of their advisees. This allows for
easy access to student files during advisor-advisee meetings. In some schools
folders are kept 1n an advisement center, where advisor-advisee meetings may
also be held. ! *-etings are held at a regularly scheduled time. The scueduled
advisement period usually takes priority over any other commitment siudents
might have.
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The Individual Advisory System acknowledges the need of students .> have
long-term, personal relationships with advisors. The 1AS provides the time and
structure necessary for this involvement to occur. It is accurate to say, then, that
the work of school staff is supported and enhanced by the IAS.

The counselor’s role 1n the high school has traditionally included at least a
number, if not all, of the following functions:

. Crisis-oriented counseling;

Administering and interpreting tests.

- Fducational or vocational guidance for seniors:
- Scheduling and student registration; and

- Student record upkeep.

N —

wh b

The counselor's role in the high sct.ool that uses the 1AS includes:

I Providing advi.ors with backup support by dealing with crisis-onented
referrals;

Administering and interpreting tests along with the other advisors:
Lielping advisors develop skil's in providing students with ecucational o,
vocational information;

Scheduling and st.dent registration of 15 to 20 advisees:

Student record upkeep of 15 to 20 advisees:

Developing out-of-school learming programs; and

Helping advisors develop skills n active listening, group dynanucs, parent
conferencing, and confhict resolution.

(USR8}

Now e

When we compare the two role descriptions it becomes evident that the
number of responsibilities does not vary greatly. What 1s stnkingly dif. ent 15
the manner in which each method meets students” needs and uses the counselors’
taleats.

Traditionally, one counselor has been responsible for as many as four to five
hundred students or more in a school. As a result, interaction between these
students and the counselor has often been limited to brief en.ounters during
registration times or other encounters during p sblematic imes. Interaction be.
tween teacher and counselor has been limited . too, to iaculty meetings, work-
shops. and brief consultations regarding problem students. The school program
has simply nc* ncluded the means for significant and consistent dialogue between
counselors, faculty members, and students.

With the 1AS at work 1n the high school, communication barners between
faculty members. and between faculty and students, are lessened. Personal caring
becomes a priority 1a the school where there is equal involvement on the part
of every faculty member and every student. C -unselors become members of a
team whose overall role includes meeting suct student needs as recelving personal
atention, leaming self-assessment and goal setting, entering into meaningful
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dialogue with pareats and teachers, getting to know an adult 1 the school,
experiencing datly emotional growth. and developing deciston-making sialls

At finst glance 1t may seem to counselors that implementation of the 1AS would
serve only to mmimize their function i a school. If suddenl, every other faculty
member s called upon to advise @ small group of students (help them plan their
school programs. faahitate their emctional growth, and mamntain contact with
their parents). how. then. do counselors’ speaal talents come nto play?

Counselors .unctiomng . a4 program of advisement serve as prime resources
tor both advisors and students. Freed from an abundance of paperwork and  ow
integrated into he meinstream of the high school. counselors are finally able to
use their talents and traming  Counscelors will continue to fulfill many of the
traditional roles. such as crisis counsehing, but the 1AS fr2ee them to deliver a
high level of professional services. Simply stated. an advisement program can
enhance the work of counselors rather than jeopardize their position

For some principals, student contact involves mainly disciphnary action with
resalting negauve feelings. The 1AS does not guarantee principals freedom from
that task. but persoralized contact and program planning wiil increase student
motivation and ivolvement in the school Ths 1s not tu say that principals will
never have discipline problems. but 1AS helps prevent such problems

The 1AS needs principals to function as advisors This means that pnincipals
will also have the opportumity for full partictpation in helping relationships In
addition, prin1pals can serve os models for ¢'her advisors  As model advisors.
they rzed to sustain participation with enthusias.n In fact, principals help provide
long-term maintenance of the program

As advisors, principals develop an increased sensitivity to the problems of
advisement Therr tull part.. patior demonstrates the value and importance of
advisement Making changes is never easy The rest of the staft need support
as they learn the role of advisor and make necessary adjustments and improve-
ments Seemng prinapals share equally the responsibilities of advisor enhances
the teehng of togetherness amony the faculty  Everyone needs to feel trusted
and cared for -counselors., teachers, administrators. and students Th: environ-
nient should say 1 all within. You are trustea’ Principals need to do all they
can do to credte this feeling. including placing confidence 1 1AS. the staff, the
students. and themselves

The shills necded to be an ettectiy e advisor are not so difterent from those
required to be ¢ good teaciier. prine pal. or counselor What 1s different 1s the
one-to-one contact with a student outaide of a curniculum-based situation 1t 15
essential that advisors deal with their advisees 1 an honest and comfortable
manner 1n other words. advisors are most effective wnen they are themselves
Realizing this basic point will mahe the one-to-one contact easier to deal with
Once advisors reacti this point, it is time to assess strengths and weaknesses and
determine those arcas where more shill development 15 needed

Q O
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Advisors must have shills useful 1n atter.ding to the personal growth and well-
being of advisees, heiping each advisee outline a satisfactory learming program.
and maintaming communication with the 2dvisee’s parents. Advisor skills include
career planning and preparation. college information. conflict resolution, deci-
sion making. interpreting test .cores. parent conferencing. program planning,
record keeping. school awareness. and self-assessment. It is -t reahistic to expect
every advisor to master each of the listed skills. Advisors need to share their
knowledge and telp one another develop the skills. As in the case of advisor
responsibilities. 1t 1s helpful if advisors present inservice workshops for one
another.

It 1s important to keep the basic purpose of an individual advisory system in
focus when organizing the program. It 15 possible for an advisory-type system
1o be oriented toward school-system efficiency rather than personalized student
leaming_ Although the system should be reasonably efficien:. an overconcern
for efficiency can dstort its purpose. It is possible to have an iAS with no greater
indinrdualized student contact and involvement. A warmed-over homeroom ap-
proach. wherein students are seen only 1n a group and the goals are linited
mainly to such administrative concerns as class scheduling. record keeping. and
announcements will probably offer hittle personal development. Although class
scheduling may be one responsibility of advisors and group meetings may be
an appropnate method for ¢ »cussion and efficient processing. the primary focus
should always be on the facihitation of individual student development

Benefits of an Indn.dual Advisory Svstem are as follows:

Better program planning:

Broader based decisicn making:

More personalized service for students.
More positive school climate: and
More positive staff relationships

L S A

Responsive Senices

Problems relating to academic learning. personal identity 15sues. drsgs. and
peer and family relationsips continue to be a part of the educatiunal scene. As
a 1esult there 15 a continuing need for crisis counseling. diagnostic and reme-
diation activities. and consultation and referral to be an ongoing part of a com-
prehensi* 2 guidance program. in addit:on, there 1s a continuing need for the
guidance program to respond to the immediate information-secking needs of
students. narents. and teachers. The responsive services component organizes
guidance technique. and methods to respond tc these concerns and needs as they
occur In addition, the responsive services component 1s supportive of the guid-
ance curmiculum and individual planning components.

Descripnon.  Responsive senices consist of activities to racet the immediate
needs and concerns of students whether these need- v concerns require coun-
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seling. consultation. referral. or information. Although counselors have speciat
traming and possess skills to respond to 1mmediate nezds and concerns. the
cooperation and support of the entire faculty and staff are necessary for the
component’s successful implementation. Responsive services are implemented
through such strategies as:

o Consultation—Counselors consult with students along with parents, teach-
ers. other educators. and community agencies regarding strategies to help
students deal with and resolve personal concerns.

® Personal Counseling—Counsehng is provided on a small group and indi-
vidual basis for students who have problems or difficulties dealing wia
relationships. personal concerns, or normal developmental tasks. It focuses
on assisting students to identify problems and causes. alternatives. possible
consequences. and to take action when appropriate.

o Crisis Counseling—Counseling and support are provided to students or
their familes facing emergency situations. Such counseling is normally
short-term and temporany in nature. When necessary. appropriate referral
sources may be used.

® Referral—Counselors use other professional resources of the school and
community to refer students when appropnate. These referral sources may
include:

mental health agencies:

employment and training programs.

vocational rehabilhtation:

juvenile services:

social servizes: and

6. special school programs (special or compensatory education).

Ve e W D

The responsive services component also provides for small group counseling
Small groups of students with similar concerns can be helped by intensive small
group counseling. Al: students may not need such assistance, but it 1s available
to all students.

Adjunct guidance staff —peers, paraprofessionals. volunteers—can aid coun-
selors 1n carrying out responsive activities. Peers can be involved in tutorial
programs, orientation activities, ombudsman functions. and— with special train-
Ing—cross-age counseling and leadership in info.mal dialog. Paraprofessionals
and volunteers can provide assistance 1n such areas as placement. follow-up,
and community-sctiool-horne laison activities.

System Support

The adm:n:strat:cn and management of a comprehensive guidance program
require an ongomng support system. That is why system support is a major
program component. Unfortunately, however, it is an aspect of a comprehensive
1pmgram that 1s often overlooked or, if it 1s attended to, only minimally appre-
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clated And yet. the sy stem support component 1s as Important as the other three
components Why * Because without continuing support the other three com-
ponents of the guidance program will be ineffective.

Activities incl'ided in this program category are by definition those that support
and enhance activities 1n the other three program components. That 15 not to say
that these activiies do not stand alone They can and often do. But for the most
part. they undergird activities in the other three components.

Description The system support component consists of nanagement actis -
ities that establish. maintain, and enhance the total guidance program. This
component 15 implemented and camed out thiough activities 1n the following
areas

® Research and Development. Gudance program evaluation. follow-up .ud-
1es. and the continued development and updating of guidance learning ac-
tvities are some examples of the research and develppment work of counselors.

® Swft Communuy Publtc Relattons. This nvolves orierting staff and the
community to the comprehensive guidance program through such means as
the use of newsletters. local media. and school and communiiy presenta-
tions

® Prefesstonal Development Counselors need to be mvolved regularly in
updating their proressional knowledge and skills This may nvolve partic-
1pation 1n regubr school insenvice traming. attending professional meetings.
compicting postgraduate coursework, and contributing to the professional
isterature

® Commuttce Advt ory Boards Serving on departmental curmiculum commit-
tees and community committees or advisory boards 15 an example of activ-
ities 1n this area.

® Communttv Outreach Included in this arca are activities designed to help
counselors become knowledgeable about commumty resources, employ-
ment opportumities. and the local lsbor market: This may involve counselors®
visitng, local businesses and industries and social services agencies on a
peniodi s basis

® Program Management and Operattons. This area includes the plenning and
management tasks needed to support the activities of a comprehensive guid-
ance program It also ncludes reponsibilities that members of the school
staff may need to fulfill

Also included in the system support component are those activities 1 the
school that support programs other than guidance These activities could mnclude
being 'nvolved 1n the school testing progrom (helping interpret test results for
use by teachers. narents. and administrators). sesving on departmental curriculum
committees (helping interpret student aceds Jata for curmiculum revision). and
working with school adnunistrators helping interpret student needs and behav-

RIC "99

Aruitoxt provided by Eic:



E

PROGRAM PERSPECTIVE. STRUCTURE. ANG CONTENT 89

jon). Care must be taken. however. to watch the time given to these duties
because the prime focus for counselors 1s the carrying out of the comprehensive
gwidance program. It 1s important to realize that if the guidance program is well
run. 1t provides substantial support for other programs and personnel in the
school and the communty.

Concluding Thoughts

One goal of chapter 3 has been to present a theoretically sound perspective
for comprehensive guidance | sgrams. K-12. A second goal has been to present
a theoretically sound struc ture around which a comprehensive guidance program
<ould be orgamzed and managed. A third goal has been to describe the content
of ths structure and to provide examples of lists of student comperencies and
the domains that urgamze them. If this structure 2nd the content involved are to
come together as a complete. comprehensive guidance program K-12 some
imperatives must be followed. We must do the following:

1. Understand that 4 comprehensive guidance program is student development
oriente-  not school maintenance-admristrative oriented:

2 Operate a comprehensive guidance program as a one hund-cd percent
program. the four program components constitute the total program. there
are no add-ons:

3 Start the comprehensive guidance program the first day of school and end
1t the last dayv of school. not begin 1n the middle of October and end in
April. so that admimistrative. nongwidance tasks can be completed, and

4. Understand that a comprehenstve guidance program is program-focused,
not position-focused
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CHAPTER 4

ASSESSING YOUR CURRENT
GUIDANCE PROGRAM

The next phase of the program improvement process involves assessing your
current program. Current program assessment is a process for obtaining a concrete
description of your school or school district’s guidance program as it exists in
the present. Quantitative and qualitative data are gathered, slicing the program
from as meny angles as 1s feasible. The current program assessment process is
not a way of measuring students’ needs, rather, it is a way of determining what
wre current guidance program is. Thus, the assessment is done using the com-
ponents of the program model adopted by the district for implementation. The
assessment process reveals what the current program 1s accomplishing and what
its present form is. It provides the basis for identifying critical gaps in service
delivery and for planning needed program changes.

Five steps involved in assessing your current program are discussed in this
chapter:

Step 1: Identify current resource availability and use;

Step 2: Identify current guidance and counseling activities;

Step 3: Determine student outcomes;

Step 4: Ideatify who is served; and

Step 5: Gather perceptions.

As you will see, several steps can be carried ow at the same time, depending
on the personnel available and the program impr~vement plan established by the
steering or school-co..munity advisory committee as its organizational plan.
Step | requires identifying the resources available and in use in the current
guidance program. Resources include the counseling staff, their time, and their
talent. Step 2 entails identifying and writing down by grade or school level—
elementary, middle or junior high, or high school—all the guidance activities
presently being conducted by the guidance, teaching, and administrative staff.
In step 3 the intended outcomes for students are determined for each activity
identified 1 step 2. What competencies do students acquire as a result of their
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nvolvement in an activity” In this step, a description of tie students 1n your
school or system 15 developed by gathering available information. Step 4 requires
identifying the chents actually served by the current guidance program. This
step is also an outgrowth of step 2. In step 5, perceptions of the program are
gathered from students, teachers, admimstrators, counselors, parents, and com-
munity members.

Getting Ready

To accomplish the current program assessment, several work groups need to
be formed. As mentioned, steps 2, 3, and 4 are interrelated, thus the groups
gathering this information should either be the same or work closely together.
Concurrently, other we.k groups can begin idgrtifying current program resource
use and collecting perceptions about the current program. One basic rule must
apply to all work groups and to other data collection efforts. To make your data
useful in future planning, it is important that you organize your current assessment
according to the components of the program model your school or school distric.
has adopted If you have adopted the model using the gwidance curriculum,
individual planning, responsive services, and system support components de-
scribed in chapter 3, you should organize your data collecuon and reporting
according to these components. As you will see, the examples 1n this chapter
use that model.

Because assessing your current program 1s a substantial undertaking, the gud-
ance program leader has an important role to play. If you are the leader of the
guidance program, yor. have the primary responsibility for data collection and
for ensuring the full u1d appropriate summary, unalysis, and d:ssemination of
the results. We recoranend, however, that ail counselors in the building or
district affected by the potential changes be involved 1n the current as.essment.
Accomplishing the assessment tasks helps the staff become familiar with the
program model selected and feel comfortable that most of what they are currently
doing fits into the components of the model—that the *‘new" program will not
be completely different from the current program.

Involvement of administrators 1n work groups also is of value. Admimistrators
so involved learn about the program model and are in a better position to support
the changes called for in the future. Some administrators have been counselors
in the past and have strong expenence-based opinions on how the program can
and should be changed Of great vaiue as well is the help that counselors provide
to the students, staff, and climate of a building and, by their knowledge of the
direction that the improved program is taking, they provide support for the
implementation of changes in their schools or districts.

The work of some groups, however, 15 at times truly laborious. Stafi who are
not directly concerned with each minute detail may find 1t somewhat tedious,
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for example. to analyze the time study data for ssilarities and differences for
eacii school or grade level It 15 important to use administrators where they can
mahe 4 solid contribution to the deliberations. and not let them get bogged down
in data that are in fact the inter~-! affairs of the guidance department.

If a steening commttee ts used. we recommend that steering committee mem-
bers chair the vanous work groups. Then, stcenng committee meetings will
provide the opportumty to monitor and coordinate the work of the various groups.
In any case, some vehicle for coordmating the work groups” efforts will need
to be estabhshed. a commuttee of commuttee chairs also would work.

In planning your current program assessment, current program description
materials should be used. Many states have led schools and districts in the
aevelopment of gwdance program ““handbooks’* or “plans.” Much useful in-
formation can and should be extracted from these eaisting documents to facilitate
current assessment efforts. Usually. they provide a listing of current program
activities. One caution, though. It has been our experience that often these
“*plans’” have been just that—plans —and include activities that are not actually
performed.

Finally. assessing the current program will take time. and you need to be
realistic 1n establishing the timefram: Some specific suggestions for accom-
phshing each of the steps are offered below that will help save you some time,
but 1t st1ll could take from 6 months to a year to complete an as<essment. It is
worthwhile to take the time needed to gather your data ac.urately because they
are used to help the guidance staff under-tand the current design of their program
and to educate others about the current status of the program. It also becomes
the baselne frum which your decisions for change » ~ made and against which
your changes will be evaluated.

Step 1: Idertify Current Resource Availability and Use

The effectiveness of a program 15 measured 1n terms of the ratio of resources
applied to the benefits accrued. Tuus. gathering concrete information about the
resources dvailable and used 1n the guidance program is essential to any program
decisions to be made. The more complete your knowledge of the resources
currently available, the more room you have for creativity as you decide to
redirect them for program improvements and the more specific you can be in
your requests for additional resourcs Having complete information about what
15 avaulable 15 of benefit. in addition. most gmdance program administrators will
be =ncouraged by learning the actual quantity of resources available to them

“"Resources " 15 an ambiguous word, and further categorization 1s needed. For
the purposes of our discussion, we have chosen human, financial, and political
resources as useful categonies. Human resources include staff members’ time
aid talents Financtal resources are those applied through the budget to proviuc
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materials, equipment, and facilities for the guidance program. Political resources
are represented by policy statements and supporters of the cirrent program and
staff. Because of the variety of resources used in a comprehensive guidance
program, step | is a * giant step’’ that requires time and staff commitment to
accomplish Some ways that districts have assessed resource availability and use
are described below.

Human Resources

Human resources that need to be assessed include counsciors and guidance
department paraprofessionals. Teachers and administrators often conduct guid-
ance activities, so they may need to be included too. If your school or district
uses commun‘ty volunteers, such as business community representatives as career
speakers or PTA volunteers as clerical support, you will need to list them as
well. Assessing these human resources involves identifying their talents and the
time they spend on the program.

Guidance Department Staff

The counseling staff is the basic resource of the guidance program. It is the
counselors’ unique traming and experiences that allow us to seek accountabslity
for helping students lear to make decisions, solve problems, and perform other
tasks Indeed, more often than not, when principals are asked to describe their
guidance programs, they will say, *'I have five counselors,”” or, *'I have six
counselors and a registrar.'’

There is, however, a widespread lack of information as to what counselors’
unique talents are. As a result, in several projects + - have been involved with,
it has been useful to specify counselors” skills. There is a variety o ways to do
this: to ensure that everyone concerned is aware of the certification requirements
for school counselors; to publicize the training requirements for the master's
degr 2¢ in courseling; to publicize appropriately written job descriptions of school
counseiurs; and to disseminate the American School Counselor Association (ASCA)
role statement (1981).

A more extensive and potentially more useful way to make counselors® skills
known is to ask them to 1dentify their own modes of functioning within each of
the components of the model program. Figure 4-1 displays an example of this
from one district. The next step is to have counselors define their modes of
functioning as they use them operationally in the schools. This approach also is
useful in building a common terminology base among counselors of varied
backgrounds and training. It Las the additional benefit of helping counselors
relate their skills to the model program design.

An essential picce of quantitative data is the current counselor-student ratio.
During the discussions of the model prrgram it is quite possible that everyone
involved may be starr:-eyed about the possibilitics. The realities of case load

’
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Figure 4-1
Counselor Functions by Program Component

1. Guidance Cur.culum

leading planning
developing consulting
coordinating/facilitating teaching/demonstrating
evaluating communicating/describing

2. Individual Planning
counseling/guiding teaching (e.g.) decision skills
developing/revising referring
planning/evaluating the system informing/disseminating
conferencing consulting
communicating/coordinating/
directing

3. Responsive Services
counseling assessing/identifying/diagnosing
referring/linking moniton.ig/following up/following
intervening through
informing/disseminating case conferencing

4. Support System

In order to carry out their responsibilities, counselors need the following
support from the system:

district guidance policy

assessment programs

appropriate financial allocations

public relations program

administrative leadership at district and campus levels
>oordinated articulation of actvities

time allocations

testing programs

district and community referral systems

parent education and parent involvement programs
community relations pronrams

development of guidance curriculum

guidance program development/review/eval :ation/improvement

in order to provide support for the total educational system, counselors will
perform the following support functions:

program development curriculum development
attendance discipline

supervision testing

activities
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must be’ ever-present, ultimately your program design will have to acknowledge
what cach counselor can be expected to do for 200. 500, or 1.000 students.
Also. knowing whether the ratio is the same from school level to school level
allows you to tailor your expectations accordingly. In some disiricts, the rec-
ognition of the disproportionately heavy loads at the clementary level when
contraste* with the secondary level has led to immediate eiforts to employ more
clementary counselors.

In addition to ratios, typical patterns of counselor-student assignment need to
be reviewed. Are counsclors assigned to a grade ievel or to an alphabetical
group” How are specialized counselors— vocational or special education—as-
signed their students? The rationale behind these assignments implics the phi-
losophy of the guidance program: for example. case-load assignment by grade
level may reflect a developmental philosophy, whereas assignment by alphabet
may reflect an emphasis on responding to utudents with knowledge of their
family context.

Clarification of counselors’ unique talents provides qualitative data about the
contribution they are able to meke to students’ growth and development. As-
sessing how counselors use their time provides quantitative data about the current
guidance program. Because counselors are the basic program resource, the re-
cording of their actual program-related Lehaviors is the most crincal data you
will gather These data provide the most concrete information about the actual
design of your current program. therefore 1t 15 esseatial that you gather this
information.

In order for data to be meaningful and useful. you must plan your time usage
study carefully There are many decisions to be made and iters to consider.

Wi What is the purpose of the time study? You need to wnite 1t out to
ensure clanty. For exaraple. ““the purpose of the time study is to
determine how the resource of counselor time 15 appropriated to the
fovr components of the model program'": or. “‘the purpose of the
time study 1s to determine how the resource of counselor time is
appropriated to the functions identified as those used by counselors™”,
or, “‘the purpose of this study 1s to analyze the time nat counselors
spend doing various tasks. "’ These three different purposes lead to
different types of time studie:: the first is a calendar study, and the
second and third are log studies. You need to have a precise idea
of why you are gathering the data. Also. you need to explain the
purpose to the staff and to school administrators.

There may be concern that the data will be used for personnel
evaluation rather than program description purposec You need to
decide 1f you are willing to provide for anonymity. or somehow you
need to establish an appropriate trust level with the counselors.
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Who.

What.

When.

Whose time usage is to be assessed”? Counselors’ only? Paraprofes-
stonals'? Other aides'? Teachers’ or administrators’ who may per-
form guidance functions? Besides being able to identify staff in
broad categories, will it be importaut to sort the information coltected
b, subsets of staff? It is usually useful to distinguish betwezn the
elementary, middle/jum~ high, and high school counselors, for
example.

What do you really need to know? In the first of the three previous
examples, the time allocated to each of the four program model
components—guidance curniculum, d¢*vidual planning, responsive
services, and system support—was the information gathered. In the
second example, specific information about each of the functions
that counselors pe-form, such as individual counseling, small group
counseling, and consultation is what w.'s learned, both in terms of
the overall time allocaied and the relative balance of function use.
In the third example, data relative to guidance program tasks were
acquired. You may want a measure relative to student outcomes or
one of the various clients served.

This is a golden opportunity to learn a great deal about what is
actually happening ‘n your program, but you need to resist the
temptation to learn everything you always wanted to know but were
afraid to ask. Because cchool counselors and other gmdance staff
are busy, consider carefully what you are asking them to record.
Collect only daia you know you will use. The simpler the time-
recording system is, the more accurate your information will be.

Because this is a time usage study, there are several time questions
you need to answer: When will you do the study: all year? a certain
month? a scat’ering of days throughout the year? The study should
cover enough time so that some activities that may occur only oc-
casionally are not given undue attention. We recommend thac you
conduct the study all year. Begin by recording time on Monday of
the first week; in the second week log your time on Tuesday; in the
third weck, Wednesday; and so on throughout the year.

DuBois (1975) recommended that the school year be divided into
quarters and that 9 days be chosen randomly for each quarter. If
information is needed quickly, then the best time for you should be
chosen. Try for at least one week and remember to correct for the
possible distortion that could occur in a short sample.

What increments of time wili you be asking to have recorded: by
minutes? by quarter hours? by half hours? by class periods? by the
length of activr 's? When do you want the record keepers to log
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their time: as they go? at the end of the morning and afternoon? at
the end of the day? Should they record titne spent during the 8-hiour
work day? or count extra-hours work tco? Your answers to these
questions again depend on the way you plan to use the information
and how precise you want the information to be.

In the first of our three examples begun above, the component
data would be gathered for a full year by the blocks of time that
the activities take. Counselors record the information on calendars.
In the second exams!e, the counselors record the number of minutes
they spend doing each fur<tion as they do it during a I-month period.
In the third example, counselors record time they spend in activities
in 15-minute segments. (See Appendix A for forms used to conduct
this type of time study in the state of Missouri.)

Where: s the staff to record time spent at school only? or should they and
you acknowledge the work some of them do before and after school
or in the evenings? Again. your answers depend on how you plan
to use the information and if your plans for data aggregation allow
you the variability that out-of-school data will bring. The counselors
will ask you this question. so be prepared to answer it. We rec-
ommend that all time spent on the program be recorded, so that the
time that is actually taken is reflected 1n the data.

How~ The forms for data collection need to be as simple to use as possible,
both for recording and for tallying. Ideaity you will be able to use
a computer for aggregating the data and generating the repons you
need. Be sure to consider thz dictates of the computer before de-
veloping your forms.

Directions for implementing the study must be precise and clear.
Counselors need to be schooled in what the purpose of the study is
and how to keep their records. The terminology used in the cate-
gories of the study needs to be thoroughly understood by everyone
to ensure consistency of data. A system for fielding questions and
for monitoring implementation of the study needs to be employed.
If you are running this from a central office location, you must
ensure that the campus guidance program leaders—the head or lead
counsclors—understand the study and its purposes and can monitor
its implementation effectively.

As mentioned ear’  these data will be used again and again as your im-
provement efiorts proceed Once data are collected for the appropnate length of
time, the next step is to aggregate them into a meaningful report. From data

O
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~ollected in our first ¢ mpie. Northside Independent School Distnict learned
that the current guid ..:cc program reflected a design similar to that displayed 1r
Figure 4-2. From the datu collected by the logging procedure, the picture dis-
played i Figure 4-3 was generated 1n Northside Independent School District.
Both sets of date were totaled and figured 1ato percentages. 3:etding a rather
graphic picture of the shape of the current program in one case and the actual
use the district was making of the counselors® umque skills 1n the other. The
rank order of usage uf fi'nctions was avarlable as well Finally. within the totals
fer individuals and for builldings. there were great ranges of ime spent for the

Jus functions. Each of these pieces of information was i:2hly useful as the
p. -fam improvement project unfolded

Orther Personnel

School <taff members are tmportant members of the guidance team. and as
such their competencies and their contnbutions to the program need to be 1den-
tified. In some schools. counselors share case loads with campus administrators.
Paraprofessionass or secretaries fulfill essential roles, for example. career center
technicians provide many guidance activities for students. Students also are
important members of the guidance team. Working as peer counselors or aid.s
In career centers, or making alumni presentations to younger students dre just a
fev. of the wayvs students may contribute. Such contributions need to be 1dentified
and hsted 1.1 @ simlar way to staff partwipation. The same 1s true tor business
and community representatives and PTA ve nteens

Financial Resources

Budger

The place to begin the assessment of financial resources s the budget of the
current guidarce program  Even if there is no officigl budget —and this 15 often
the case at tne building level —funds are being spent for guiaince activities. so
begin there  Consider histing such 1tems as salanies for covnselors. secretanes.,
and aides. money spent for supphies such as paper. pencils. record folders. money
spent for gaidance program matenials such as books. filmstnps. films and pam-
phlets, standardized tests. and scorning services  All evpenses for gmdance ac-
t vities in the district should be included as well as any <pecial funding from
tederal, siate, or private fuundations that is ased. This information wall give you
a penspective about the share of the total educational budget that guidance has
In many cases, it 1s often much larger than the guidance staff thinks

Muarenials

If you do not already have one, it iy important to take an invento.y of the
materials you have available You will want to categorize your inventory by the

11y
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Figure 4-2
1985-86 Calendrr Data Aggregation
District Yotals

Individual Responsive Systam
Month | Curriculum Planning Services Support
0] 641.7 hrs. 1477.3 hrs. 1325.5 hrs. 2257.3 hrs.
C
T 11.3% 25.9% 23.2% 39.6%
N 672 hrs. 1170.5 hrs. 1278.5 hrs. 1387.3 hrs.
0]
v 14 9% 26% 28.3% 30.8%
D 354.5 hrs. 929 hrs. 997.25 nrs. | 1276.75 hrs.
E
C 10% 26.1% 28% 35.9%
J 256 hrs. 1272.7 hss. 1115.25 hrs. | 2146 hrs.
A
N 5.2% 26.6% 23.3% 44.9%
F 253 hrs. 1266 his. 910.5 hrs. 2987 hrs.
E
B 5.6% 28% 20.2% 46.2%
M 80.5 hrs. 1683 hrs. 606.75 hrs. | 1122.75 hrs.
A
R 2.3% 48.2% 17.4% 32.1%
A M| 5825 hrs. 28139 hrs. 2675.25 hrs. | 3751.25 his.
P A
R Y 5.9% 28.8% 27.2% 38.1%
T
0] 2830.2 hrs. 10637.5 hrs. 8909 hrs. 14028.35 hrs.
T
A 7.8% 29.2% 24.5% 38.5%
L
S

*Two schoois turned in Apnil-May summaries
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Figure 4--3

Counselor Log Totals
Elementary Middle High District
Mmutes % Rank Minutes %  Rank Minutes %  Rank Minutes %  Rank

Counseling—Induv. 21,804 10.7 2 23333 146 1 25281 128 2 70,418 124 1
Counseling Sm. Grp. 12,606 6.2 5 5547 35 13 955 4 21 19,108 34 13
Counseling—Parent 2,658 1.3 18 4846 3.0 15 4448 25 16 11,952 2.1 17
Guidance-—Group 18,702 9.2 4 3309 2.1 19 7,234 .6 12 29,245 5.1 9
Guidance—Indiv. 2650 1.3 19 4616 29 16 15,102 8.0 4 22368 39 11
Conferencing—Staff 11,652 5.7 6 8912 5.6 8 12949 63 6 33513 59 6
Conferencing-—F arent 5717 2.8 12 5913 3.7 12 6,236 3.2 13 17,866 3.1 15
Conf. Staft/Frarent 2799 15 16 1,988 1.2 21 2,535 1.3 1< 7322 13 23
Consulting—Staff 5321 26 13 8311t 52 9 7926 3.9 11 21,558 3.8 12
Consulting—Parent 2,741 1.1 17 3153 20 20 2342 1.5 20 8,236 1.5 22
Cons. Other School

Specialists 4703 23 15 4467 28 17 4676 2.0 14 13,846 24 16
Coor. Other Agency 2311 1.1 20 3464 22 18 4571 23 15 10,346 1.8 19
Testing—Indiv./Spec. 9230 45 8 267 2 23 320 2 22 9,817 1.7 21
Testing—Dist. Prog. 38,919 19.1 1 835 5 22 235 A 23 39,989 7.0 3
Career Education 1,724 8 21 6,518 4.1 11 2794 1.4 i8 11,036 1.9 18
Record Keeping 9,240 4.5 7 9,112 57 € 14355 69 5 32,707 58 7
Guidance Activities 1,524 7 22 5259 34 14 3055 1.7 17 9,838 1.7 20
Planning (Prog. & Case) 7,417 306 11 7,651 438 10 15,131 83 3 30,199 53 8
Enroliment & Registra-

tion 970 .5 23 9203 58 4 8,787 4.2 9 18960 3.3 14
Professional Resp. 8,821 43 9 8918 5.6 7 34280 194 1 52,019 92 2
Admin. Assignments 8798 44 10 13,011 8.2 2 12,899 38 7 34,708 6.1 5
Misc. Paperwork 4725 23 14 9151 57 5 10251 5.2 8 24,127 4.2 10
Special Education 19,166 9.4 3 11371 74 3 8,163 3.9 10 38,700 68 4

Total Counselor Days 1322

]: KC Tatal Counselor Minutes 1,042,929
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program model components and by student outcomes, as well as by grade level.
The hsting should include title, copyright date, a brief description of the con-
tent, and the use for which the resource was dcveloped. Assuriing that you will
want to dissen..nate this list to the guidance staff, it also is nelpful to include
information about how to Jbtain the resource and about any restrictions on
borrowing it.

Equipment

A study of your equipment inventory will reveal the quantity and kinds of
equipment available as well as how 1t is distributed. How accessible is it to all
staff? You may want to consider an eguipment use study to determine if you
are using the equipment to :ts maximum potential or to evaluate if your current
distribution system 1s tiie best for yon. Depending on the size of your program
and the quantity of the equipment, you have a basic choice to consider: whether
the equipment 15 best used 1f housed centrally and shared on a ci:eck-out basis,
or permanently housed on each of the campuses.

Facilines

Baseline information as to the facilities available to the current guidance
program is needed on a building-by-building basis. This, again, will show you
the evenness of facihty availability. As you begin to implement desired new
program activities. it will provide realistic planning information about the space
available currently. Any necessary remodeling takes time and planning. If ad-
ditional space 15 needed, such as a classroom for developmental guidance or a
gwidance information or career center. that information must be ready for sub-
mission to the district as the superntendent makes the overall plans for the
ensuing year.

Political Resources

Policy Statements

Political'" here means the support that is rooted 1n dastrict or tuilding policies,
in state and federal laws, rules. or regulations. or in the standards adopteu by
accreditation or other professional associations to which your school or district
subscribes. Knowing the philosophical tencts that undergird your program pro-
vides you . e context within which to operate. The district may have an existing
board policy about the guidance program. It surely has a statement about the
educational mission of the district that has implications for the guidance program
In all hkelihood there are procedural expectations for counselors expressed ia
administrative handbuooks. You need to review these official pronouncements
and extract and synthesize from them the basic political platform of the current
guidance program.
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If youhave followed the suggestions we made 1n chapter 3, you have expressed
a policy statement about the guidance program when adopting a program model:
for example, if you are using the comprehensive program model descrived 1n
chapter 3, the development of the three structural components—the definition,
rationale, and assumptions—will provide you with the policy support that is
most relevant to your efforts. Indeed. it 1s our opinion that unless you have these
statements 1n hand, unless you know the model the district want., your reor-
ganization efforts may be ineffective.

Another uteful sunvey is that of existing state and federal education laws,
rules, and regulations that pertan to gwmdance. This is particularly true where
the state holds close control over the educational system. Because guigance is
still a relatively new part of the total educational program, there may not be
much available in wntten rules and regulations, however, a visit with the state
education department guidance staff often reveals much about state goals. This
task is one that a work group can accomplish to learn much about the larger
perspoct ve. If ou have not availed yourself of the statewide viewpoin:, join
the members of the work group on their visit to the capitol.

Finally, regional accreditation and professional associations have established
standards relevant to gmidance and counseling. Some of these standards include
counselor-student ratios. and some hint at gwmdance program standards. Where
they do, you may find them useful as you proceed through the program im-
provement process. Program standards have been established by the Amencan
School Counselor Association (Carroll. 1980, ASCA & NACAC, 1986) and the
National Career Development Association, formerly the National Vocational
Guidance Association (NVGA, 1979)—divisions of the American Association
for Counseling and Development.

Staff Support/Nonsupport

“Political’” also means the level of constitusnt support that 1s behind the
momentum 10 change. Some counselors are eager for changes and will accept
them, others resist change. If you are the guidance program leader, you need to
consider the feelings of the staff and make preparations for working with both
supportive and nonsupportive individuals.

Step 2: ldentify Current Guidance and Counseling Activities

A major task tn assessing the current program 1s to identify and record the
activities in which the gaidance staff—and other staff, if appropnate—are 1n-
volved The activities should be categonzed by the components that organize
the desired program structure as well as by grade or school level. This assessment
phase provides qualitative data about the program, it provides the detail that fills
n the outline of your current program structure.
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There are several reasons for recording these activities in wniting. First, the
disciphine of writing as opposed to speaking ensures preciseness. In addition,
recording these activities renders them visible and thus more understandable to
others This is important because so much of what we do 15 1nvisible to others.
Visibility helps counselors see the cc mmonalities among their programs. In some
distnicts it has provided a brnidge be wcen the elementary and secondary coun-
selors, they have been able to focus on the similanties rather than on the dif-
ferences of their programs Finally, recurding encourages counselors as they
learn more about the new program model and how what they are currently doing
fits into the model. In our experience. it has helped the counselors who are not
in the mainstream of program remodeling and revitalization better understand
the four program components described 1n chapter 3 by providing operational
definitions for them,

We suggest that one or more work groups be used to accomplish this step 2
assessment Groups can be organized by school level—elementary, middle, junior
high. and high-—or represent all school levels and be organized by the new
program components Every staff member should respond to the survey so that
a complete picture 15 developed. however. if the staff 15 large. groupings of staff
members may complete the surveys together. Buildings with multiple staff mem-
bers are an obvious grouping Clusters of clementary counselors, or other clusters
of single staff members cun be arranged

The work groups need to devise the forms to be used. Each group should then
distribute the forms to the staff for whom they are responsible. asking them to
list the guidance and coun eling activities by program components. The forms
could contain 4 few examples by grade level in order to assist staff in knowing
what to list. The work group members could generate their own examples. Some
districts have found 1t useful to use the activities described in their original
district handbooks  Make sure that the activities listed are actual activities,
however, not those that the staff would like to do The next step s to aggregate
the data from individual staff niembers 1nto a level-by-level, component-by-
component composite.

Some districts have conducted specific activity or tash assessments as well as
the larger survey just desenbed In order to better understand the nature of ats
system support™” ativities, one district conducted g study of the quasi-admin-
wtrative and erical tasks counselors perform The process used was simiiar to
that described above A work group of counsclors dentified the tasks they
performed that “*did not require ¢ master’s degree in guidance and counseang
to do " Individual staff members then estimated the number of hours or days a
year they spent on each of these tasks These specifics were then totaled and
their pereentage of the total time was determined  Other C.stricts have gathered
this information in the original study, as in the Missouri ime-task analysis (See
Appendix A).
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Another approach to this qualitative assessment of what actually occurs in the
guidance program was used by a guidance program leader as she met with each
bullding staff group. She interviewed them regarding a predetermined set of
criteria that allowed her to gather the data to compare their programs to the
program model adopted by the district. The same concept 1s being used in a
self-study format whereby the leader provides the questions to a building staff.
They complete the responses 1n wnting and the comparison process ensues.
Neither of these modes, however, provides the specific information about the
range of activities wat 15 50 useful 1n understanding the texture of the current
program. and neither mode 15 useful in accomphshing the next assessment step,
determumng the ntended student outcomes of the current program activities.

Step 3: Determine Student Qutcomes

Gathering Student Gutcome Information

The next tash 1s to identify the student outcomes for each activity. This entails
tahing one activity at g time and asking such que. tions as, Why do we do this?
How are students difterent a5 o result of this activity” What do st 'dents know,
what attitudes do they form, or what can students do that they could not do
before” Note the following examples in the boxed material entitled ** Activaty
Outcomes ™

ACTIVITY OUTCOMES

Activity Outcome
Assist students i planning their All students can select classes
schedules consistent with their abiities and
interests
Conduct Career Day Students who participate can

dentify an occapation consistent
with their abthties and interests

Although it s obvious that our major purpose das counselors 15 to serve stud=nts,
not all of us have had experience in clearly stating the results of the work we
do For years s a protession we subscribed to the notion that what we did was
nut observable or measurable, or that what we did were processes and so the
results were not visible

It your district has been involved in the accountability movement, your task
may be to mereiy synthesize available written statements. If, in adopting the
puiddancee program model. you adopted an outhne of student competencies, then
your tash 15 one of relating specific activities to student competencies If neither
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of thesc upiuns is availabic and your staff as a whole is not comfortable with
the emphasis on outcomes, you are advised to use a work group—your steeriig
commuttee counselors or a group of other counselor leaders- —and guide them
through the basic process of 1dentifying student outcomes for the activities listed.
It1s by demonstrating our contribution to students’ growth and development that
our position in the educational setting 1s assured. Thus, this exercise allows you
to test the vahdity of staff activities, 1f an activity has no visible outcome or if
the identifiable outcome 15 of little significance, then continuing it may be
inadvisable.

Having determined the intended outcomes of each activity, you ran (a) generalize
competencies. and (b) specify the chents you serve. The client data will be useful
to you as you take step 4, described n the next section of this chapter; the
competency mformation 1s useful now. By grouping activities under a component
that 15 mntended to deliver simlar outcomes, you can make general statements
about the intended outcomes of each program compcnent. For example, the
outcomes of the two activities cited above—schedule planning and Career Day—
are related to students” development of educational and career plans. Aggregating
the outcomes from all such activities would describe the outcomes of the inGi-
vidual planning component. With 1l the outcomes listed, you can draw larger
generalizations about the intended outcomes of your total current program. This
list then 1s ready for use in comparing the program you currently have and
the program your district. school desires—the phase of the project described in
chapter 6.

Gatherirg Student Status Information

An important part of assessing the current program s gathering information
about the current status of students What they know, learn, and need. If this
has not already been accomplished 1n develuping the rationale for your program,
a work group should take on the task of 1dentifying and collecting data about
students Possible sources of such data include standardized tests, criterion-
reterenced tests, attitude surveys, carcer development surveys, follow -up studies,
and dropout studies. Demographic data. farlure and absence rates, discipl. ¢
reports, and mobility rates are reported by many schools and districts, the com-
miuttee should amass as many of these reports as aiready exist in your system.
When compiled, such information can provide 1nsight into how well the current
program 1s meeting student needs. It also tells you what the student needs are
for your system. As with the activity mnformiation, the student data gathered in
this step should be related as much as possible to the list of student outcomes
you have just identified.

In addition to providing insight into how well the current program 1s meeting
student needs, student data play another role n program development. They
provide a baseline against which to compare students in future years. They
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provide opportunities to look at trends concerning student growth and devel-
opment.

Step 4: Identify Who Is Served

The fourth step in assessing your current guidance program is to identify who
actually is served by your program—who the *‘clients” are—and the balance
of services or the level of service that each subset of clients r..eives. The previous
assessment has identified who your student clients are and, if the axercise was
thoroughly 1one, caused you to acknow!ledge that there are many clients in
addition to students. School counselors also ser ¢ teachers, administrators, st:
dents’ parents, and the system itself.

After the staff have identified the activitics they perform and the ‘nte.ided
outcomes of each activity, the next question is. How do we know that all students
for whom the activity was conducted reached tir¢ intended outcomes? Although
the guidance staff may feel that the activities accomplished the desired results,
there may be littie evidence to prove it.

Thus, the next task is to identify the studenis who have attained the intended
outcomes. Is it only the students who drop in to visit the guidance office? Is it
all students? Is it all 10th-grade students? Indicaie the r. ymber and percentage
of students who have achieved a particular outcome and how it was determined
that this outcome has been achieved. In this w.ay the guidance staff dcfines the
outcomes for specific subpopulations in the school. Follow this technique for
each activity (or grouping of activities), and the result will be a listing of the
outcomes that the activity is achieving and its impact on students (see Figure
4-4). It may be that only a small number of students attain many guidance
outcomes, or there may be little proof that any outcomes are attained at all.

Another means for gathering data on clients served that has been used is a
survey. Itis not as precise as the method suggested above, but has yielded useful
information. Counselors in one district were asked to *‘guesstimate’" the per-
centage of their client-contact time that they spent with a listed set of clie
The original list was developed by a work gronp and distributed to ai; counselors.
The group collected and tallied the results and were encouraged by the consistency
of the *‘guesstimates.”’ We believe that altbough this is an imprecise way to get
information, if enough individuals submit inpu;, any real aberrations are modified
by the uniformity of the majority. The results of one survey of this type are
presented in Figure 4-5.

The system-as-client is important to acknowledge also. In the districts with
which we have worked, the most accurate data about this come from log keeping.
By ensuring that the system-serving functions are distinct from the student-
serving functions, the data may then be so analyzed. The results of one such
log keeping for a group of high school counselors are presented in Fi gure 4-6.
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Figure 4-4

Activity/Outcome/Impact
Activity Outcome Impact
Assist ...dents in Students can select 1. Only 12% of the stu-
planning their classes consistent dents change classes.
schedules. with therr abilities and 2. 1976 follow-up study of
interests. graduates: 68% re-
ported curriculum satis-
faction.
Conduct Career Students can identify 1. Partcipation-attendance
Day. an occupation consis- records at the Career
tent with their abilities Day: low (only 30%).
and interests. 2. Counselor contacts:

high-quality response,
but only 12% of the stu-
dent body.

Figure 4-5
Guesstimates of Percentages of Time Spent With Clients
(75% of Total Time Spent in April, 1983)

Northside 1SD, 1983

Average® Average® Average*
Elementary Middle High
Student Contacts
Developmental Guidance
Grcup 23 13 10
Individual 1 12 25
Basic Testing Program 7 3 10
Preventive (counseling) 12 18 11
Remedial (counseling, referral) 4 8 3
Adult Contacts
District Administration 5 8 3
School Staff
Principais 5 4 3
Teachers 9 9 7
Other Counselors 3 3 5
Special Education Staff 8 6 5
Other Specialists 3 3 3
Parents 7 10 8
Outside Agency Staff 2 2 1
Community Representatives 1 1 2

*Due to rounaing, numbers do not add to 100%.
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Figure 4-6
Personnel Support Yersus System Support
Personnel Support System Support

% of % of
Time Function Rank VS. Time Function Rank
12.8 Individual Counseling 2 19.9 Professional 1
8.0 Individual Guidance 4 Responsibilities

6.3 Confer. Staff 6 8.3 Planning 3
4.2 Enrollment/Registration 8 6.9 Record Keeping 5
3.9 Consulting Staff 9 5.2 Misc. Paperwork 7
32 Confer. Parent 12 3.9 Special Education 9
25 Counseling Parent 13 3.8 Administrative 11
2.3 Coordinate Agencies 14 Assignments

2.0 Consulting Other School 15

Specialists

1.7 Guidance Activities 16

1.5 Consulting Parents 17

1.4 Career Ed. 18

1.3 Confer. Student/Parent 19

6 Group Guidance 20

4 Small Group Counseling 21

.2 Testing Individuals 22
__1 Test Distnct Prog. 23 -
52.4 47.5

Step S: Gather Perceptions

The last step in the current program assessment process 1s to gather perceptions
about the current program from students, teachers, counselors, admrnistrators,
parents, .ad community members This phase of the assessment focuses on what
individuals from such groups think about the activities of the current program.
It does not necessarily focus on the realties of the current program nor on the
perceived needs of individuals, the schoul, or society. Needs assessment comes
Jater 1n the program improvement process.

The data gathered may help you identify supportive people and groups who
may be used as resources, and inform you about what 1s nght with the current
program in your users’ perceptions and abow what might need to be changed.
You can also use the Laseline data in subsequent public relations efforts.

The most direct way to find out what people think about your current program
15 to ask them. We suggest that you ask the members of your advisory or steering
committees to help you in this process. The parents on your advisory committee,
for example, can help you word the questions to parents by suggesting proper
terminology and effective ways to encourage parents to respond to your questions.
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The same 15 true of the administrators on the committee. They are representatives
from (heir groups to you.

One way i0 ask 1s to interview a representative sample of individuals from
the vanous groups nvolved using a stractured interview approach. Using separate
work groups with the advisory and steering committee members as leaders can
help accomplish this task. You may wisk to consider having your advisory and
steering committee members nterview leaders of various subgroups because
leaders are representatives of their groups, tor example, the PTA representative
to the advisory committee could intervier, the presidents of local unit PTAs.
The danger here is that the leaders’ opinions may not be representative of the
mainstream of their groups.

There 15 a specific role for the guidance program leader to plav .n this prozess.
Especially 1f there 15 widespread and generalized criticism of the cunent guidance
program. there 15 ment to the leader asking key individuals such as superinten-
dents. principals. and parent leaders direct questions such as: What ds you like
about the current guidance program? What do you dislike about it? What would
you change about the program? What would you add to the program?

The advantages of using an interview approach are the direct conitacts with
members of the various groups and the in-depth responses that can be gathered.
The disadvantages include the time-consuming nature of the task, the small
number of people who can be contacted, and the difficulty in tabulating the
results.

Another way to ask people for their perceptions 1s to use a questionnaire or
a series of guestionnaires Questionnaires can be prepared and distributed to
large numbers of people Tabulating results 1s easy, particularly if you have
access to a computer.

We would suggest the same cautions 1n the development of the questionnaires
or questions as we did in the development of logs. Avoid the temptation to ask
every questicn you ever wanted answered, keep the yu. tions straightforward
and simple. It 1s imperative that your questious be related to the components of
your program model or to the outcomes 'zsired for studerts and ot.er clients
rather than to counselors’ functions. How you do your job is a professional
decision. Needless to say. the questionnaires will have wording suitable to the
population being polled, the questionnaire for elementary children will be dif-
ferent from the questionnaire for adults, but in order to be correlated, the sub-
stance must be the same. The questions .ad answers must correspond from one
survey form to another 1f you want to aggregate the results and analyze them
together. Comparisons of perceptions different groups hold are often useful.

A partial saimple of a questionnaire used successfully to assess students’ per
ceptions about the vutcomes they achieved frem participating in guidance activ-
ies is presented in Figure 4-7. The format of the questionnaire was used with
all the groups surveyed by changing the statei2nt **The guidance program helped

RIC
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Figure 4-7
Guidance Program Questionnaire

Directions: Please read each statement carefully. There are no nght or wrong
answers. Just check the space that best decribes how you feel about each
statemant concerning the guidance activities in your school.
The guidance program  Strongly No Strongly
helped me to: Agree Agree  Opinion Disagree Disagree
1. Plan my schedule
2. Interpret tests and
other data
3. Recognize my
abilities —_
4. Solve personal
problems -
5. Plan for eclucation
after high school -

Note* Courtesy of Guidance Departmer:!, Mesa Public Schools. Mesa. Anizona Byron E.
McKinnon,

meto .'" For example, 1f the questionn. 1re were tv be used with parents, the
statement could read, **The guidance depa .ueni helped my son or daughter to

" In addition, the activities list can be changed to reflect the activities of
your own program It 1¢ ecommended that a questionnaire of this type be
prepared for the elementary, middle.junior, and senior high levels. The range
of responses also can be modified to three—agree, no opiion, disagree—or
two—simply yes or no.

As with any market rescarch effort, selecting the population to be surveyed
is very important The sample must be representative of your program's con-
sumers Not all the perceptions held will be flattering and not all of them will
be negative; there may not be much uniformity between consumer groups. The
more accurate your sample, the trver the picture that you will have of your
current program will be  Again, gathering the perceptions of all your constituents
at once ‘s 1 one-time activity and should be done with proper care. After you
have made some program improvements, you may do some selective market
rescarch to gather opinions about the chuanges, with the current study results
serving as baseline data.

If your system is small enough to do it by hand, or if you have access to a
computer, it 1s best to survey random samples of students and parents. However,
surveying total samples of counselors and administrators 15 advised. Whether
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you poll all your teachers or a random samgle depends on the size of your school
system. If it is small, poll them all. If it is large, identify a random sample. (If
you are selecting the sample by hand. use a random sample table found in your
basic statistics book.)

Leadership Roles and Responsibilities

If you are the guidance program leader. you are responsible for accomplishing
the current program assessment. The scope of the undertaking will call upon all
of your leadership, supervision. management, and administration skills. As you
read through the descriptions of the various tasks to be undertakes: in .his phase
of program improvement. you will no doubt come to that conclusion. This
summary is provided to clarify your role. Essentially. you have specific re-
sponsibilities for the initiation. implementation, and closure of this phas. of the
program improvement project.

Initiation

As the program leader. you will need to keep the adopted program model in
front of everyone 1nvolved 1n the project. including the decision maker. and
every member of the counsehing staff. At this point you may be the only person
who truly understands the concept. You will find yourself continually cianfying
and explaining the model

It 15 your responsibility tu conceptualize the current program assessment pro-
cess. As the guidance program leader. you need to identify the tasks to be
performed and be able to explain them to the staff. We have suggested a multitude
of tasks necessary for a complete assessment. you may not choose to do them
all at this time or in the order we have set out. Ultimately. however. all the
tasks are needed as the program improvement efforts continue.

Once school administrators nave a vision of what an improved nrogram will
look like. they are eager for changes to occur. As the guidance program leader.
+2u need to respond tu their needs. but you also need to ensure that the program
chang deaisions are the nght decisions. This is why a factual assessment of the
current program 1s so essential. to ensure making the nght changss. not just
responding to sume individuals’ pet concerns. You need to determine how much
time you have to complete your assessment. and the steps that are most critical
in order to progress at 2 reasonable rate. Thorough planning 1s essential. and so
is effective use of your time.

If you are 1in a multi-school or building system. you need to share the leadership
of the program with your staff leaders. These counselors can become the leaders
of the subparts of the project and lead their colleagues by mfluence and delegated
authorty. You continue to lead by influence coupled with the authonty of your
position. You need to be sure that (a) the counselors selected are ready to be
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effective leaders, and (b) to ‘vork out mechanisms for being able to continue to
provide leadership to them. The whole process becomes a matter of balance. In
this case. you must strike a balance between knowing where you are going,
what you need and want in resuits, and letting the staff of the work groups
determine how they are going to provide results.

Implementation

You are the overall leader of the data collection efforts. You must staff your
work groups to get the tasks done, and you must delegate effectively. Effective
delegation means being explicit and precise in the charges you give work groups,
and monitoring their progress as they proceed. We feel it is importa ., if possible,
for you to meet with each work group and, indeed. to become a2 member of each
group. Although you are the uliimate leader of these efforts. you do not have
to have all the answers. We have found that thinking together with the work
group members is a useful strategy. Every district with which we have worked
has implemented its current program assessment somew hat differently . The data
needs are the same. but the process routes may be different.

In your district you may need to engineer the development of the assessment
instruments and procedures to be used for a variety of reasons. You need to
ensure the adequacy of instrument development and then ensure that the instru-
ments are relevant to the selected program model. Your perspective 1s broader
than that of your staff and you are more aware of the resources available to you
from other district or campus departments. you will know about reports generated
by distnct departments, and you will know about district computer capabilities.
Your involvement will allow you to coordinate the work of ths “anous work
groups It 15 nnperative that you not bombard the staff with a variety o sim.lar
surveys It is also appropriate for you. as the guidance program administrator,
to collect and present some of the data on your own. For example. you probably
alrcady have much of the budget and facilitic. informanon. Also. you are 1n a
better position to survey other admirustrators.

There are a vanety of ways i wluch you vill be able to help the committees
implement their processes. Yorr suthonty will facilitate data collection. You
can ensure the involvemeat. understanding, and responsiveness of every staff
member You will need not only to edu.ate the staff as to what they are doing
and why. but alsc understand and manage the resistance of sume staff members.
If you are taking the steps in program improvement that we are suggesting. then
you will be armed with the policy support you will need to answer the concerns.
It also is helpful to remind staff that the current assessment needs to be accom-
plished only once, after the program redesigning efforts are completed, you will
evaluate what you hat e done. but your basic program description will be finished.
You may find that you need to mandate some of the work, particularly the time-
usage study The time-usage study will involve more work on the part of each
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staff member than will other aspects of the assessment, and the importance of
1ts results ts such that completeness and acczracy are imperative. Finally, there
15 a high correlation between your use of your supervisory skills of encouraging
and praising and the success of this phase of the project. The more accessible
vou are to the staff, both to the work groups and to the staff as a whole, the
more comtortable everyone will be with the new model and its implementation.

Closure

Your final set of responsibilities in accomplishing the current program as-
sessment will be to help the work groups summanze and disseminate the data
they have collected and to help the steering committee and the staff analyze the
results. Orgamzing the presentation of the data is not easy. It is probable that
you will want to present all of the data to the steering committee and to the
counseling staff. but only an executive summary to other interested staff such
as campus admimistrators and other guidance staff. It is useful to have leaders
of the work groups present the information that their groups have gathered, but
you must assume responsibility for ensuring that the information is understood.
You will need to allow as much time to do this as 1s required. As much as an
entire in+ :rvice education day has been used 1n some schools for this purpose.
This allows the staff time to process the information and tc begin drawing their
own conclusions. 1t also provides them the opportunity io raise questions and
to learn more about the impled program changes. The results that have been
gathered are tangible and impressive, and by presenting them all together, per-
spective 1s mamtained It will be rewarding to staff to see the fullness of their
program. As we mentioned above, this will probat.y be the first time that the
entire program will seem visible. tangivle. and cencrete.

The data need to be analyzed by you. the steering committee, and, either
together or separately. by the counselor leadership team—if they are not all a
part of the stcering committee  You must be clear about what the data say to
you You must draw conclusions about what the current program 1s and what it
v dccomplishing. Then you are 1 a position to state what the design of the
curren. program 1s and what the current priorities are.

By “design’” we mean the balance that has been struck between the program
components or among the counselor functions  You can state that as of this time,
for example. the largest component of the current guidance program is system
support. the second 1, individual planming, third, responsive services, and fourth,
guidance curticulum You now know, for example, that the primary mode of
operating tor the counseling staff 15 individual counseling, the seconc is com-
pleting admir istrative assignments, the third 1« doing special education admin-
istrative work, and »0 on An example of presenting that information from the
Northside Independent School District’s program :mprovement project is pre-
sented 1n Figure 4-8.
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Figure 4-8

Northside Independent School District
Current Guidance Program Priorities

(Data Generated in Counselor Time Study, April, 1983)

Priority/School Level
Component Elementary Middle High
Guidance Curriculum 4 4 4
individual Planning 1 3 3
Responsive Services 3 2 2
Systern Support 2 1 1

As a result of aggregating the information gleaned in the study of how coun-
selors applied their time, it was learned that the priorities of the program—in
comprehensive guidance program terms—were as shown in the boxed material
entitled ‘‘Program Priorities."”’

PROGRAM PRIORITIES

First Priority
Elementary: Individual Planning
Middle School: System Support
High School: System Support

Fourth Priority
Elementary: Guidance Curriculum
Middle School: Guidance Curriculum
High School: Guidance Curricutum

Next, you would state the priority order of the student outcomes addressed
and that of the clients served by the current program. For example, you may
have learned that at the elementary level 20% of your activities are aimed at
helping students to be safe at home and in the neighborhood. Those activities
thus have a high priority. At the high school level, you may have 'earned that
60% of your activities relate to scheduling and schedule changes. You also now
know the rank order that applies to the clients you serve. You may have learned

our top priority clients are individual students who come to the counseling
e, second are teachers, third are groups of students with remedial level needs
+ you call in for group counseling, and so on.

If you have not already done so, these conclusions need to be written down.

This will help you bring this phase of the project to closure anG provide you
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baseline information with which to move on to subsequent steps without having
to reanalyze the data every time you pick them up. The value of written state-
ments, as mentioned earlier, forces you to be precise, provides a tangible focus
for the steering committee and the counselors to endorse, and provides a vehicle
for communicating with others about the results of the work that has been
accomplished.

Concluding Thoughts

In summary, the assessment of your current program should have contributed
10 your program improvement project. The staff has been involved and has
learned much about the prc gram as it exists. The staff has a vision of the model
to be adopted/adapted. A full, concrete description of the current program has
been made.

You have broadened the involvement of staff in the program improvement
process Counselor leaders have been identified and are beginning to fulfill their
role All counselors and other relevant guidance program and administrative staff
have been working in groups. The steering commttee members have been used
in operational roles to iead the work groups, in addition to their advisory capacity
on the committee, and. thus, their investment in the overall project has increased.

In addition, a sense of the need for change has begun to emerge. By this time
the counsclors know that change. will come, but should feel reassured that the
decisions to change are not being made hastily. This suggests that the leadership
1s seeking to make the right changes.

From a staff development perspactive, the counselors have learned more about
the adopted program model and the « ‘mponents through record keeping, data
gathering, and discussion They have b. .. to understand the relationship be-
tween their current program and the ne v program model. They have come to
know their current program 1n concrete detail They have begun to learn about
and practice the important program development skills of planming and data
gathering.

You, the steering committee, the guidance staff, and the admimstrators now
know what resources you have available 1n the current program and how you
use them You know the activitics that compose the current program, what your
current program emphasizes, its variety, and the balance of your use of the
corr, onents m the delivery system You now know at least the probable student
outcomes of your program and the scope of your impact on the students you
serve You know the clients your current program serves and the proportion of
services it provides to the various subsets of these populations. You know the
perceptions of your primary program users. In short, you, the steering commuttee,
and the gdance and admimstrative staffs know the design and priorities of the
current guidance program.
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The scope of the current program assessment is such that, once done, there
is a tendency to think that the program improvement pro,ect is completed. But,
it 1s not. Although you can now relate your current program data to the program
model, making judgments at this time is premature. Your next questions are:
What do we desire our guidance program to be?—that is discussed in chapter
S; and How does what we are doing now compare and contrast with what is
desired from our program?—that is discussed in chapter 6. The concreteness
of your knowledge about what is and the vision you have about what could be
will provide you the impetus to begin to navigate the difficult program improve-
ment steps of planning “he transition from where you are to where you want to
be and, then, irrplementing changes.
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CHAPTER 3

DESIGNING THE COMPREHENSIVE
GUIDANCE PROGRAM

Once a comprehensive guidance program model has been selected and data
have been gathered that describe the current guidance program, the next phase
of the program improvement process is to design the specific program that is
desired for your school district or school building. Conceptualizing the desired
program 1n concrete terms s essential because, as you will find, the program
improvement process 1s somewhat analogous to remodeling your home while
you are living m 1t. A specifically drawn blueprint of the renovations for your
home 1s needed so that the renovations may be made in an orderly sequence
without totally disrupting your life style. The more precise the blueprint, the
more efficient the renovation will be and the more certain the ultimate product
will be to reflect what you want. The same is true for a comprehensive guidance
program. Also, although at this point you may have a somewhat idealistic picture
of the gmdance program you want, you will need to begin to temper this vision
with reality. You will need to be specific about the changes you want to make
and feel confident that those changes are the right changes.

During the designing phase of the program improvement process you will
continue to use the steering committee or the school-community advisory com-
mittee you estabhished previously. By this time these committee members have
become hnowledgeable about the current program and have grasped the concept
of the new program. As representatives of both the professionals who work ‘n
the progr.m and the constituents who use the program, they can help in ham-
menng out the hard decisions to be faced. Possible questions that need to be
asked a ..

o Which program component should have prionty for the counselors?
e Ofthe competencies that students need to learn, which should be emphasized
at each grade level or grade grouping?
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¢ Who will be served and with what priority: all students in a developmental
mode or some students in a remedial services mode? And, what are the
relationships between services to students and services to the adults in the
students’ lives?

® What domains will describe the scope of the guidance program and what
competencies and outcouies will have priority?

® What skills will be utilized by the school counselors: teaching, guiding,
counseling, consulting, testir3, record keeping, coordinating, or dissemi-
nating information, and with what priority?

® What sckool levels will benefit, and to what extent, from the resources
appropriated to the program: elementary, middle/junior high, or high school?

® What is the relationship between the guidance program and staff and the
other educational programs and staff: is the sole purpose of guidance to
support the instructional program? Or does guidance have an identity and
responsibilities of it own? Should it be a program or a set of services?
(Henderson, 1987).

The answers to these questions are dictated by the priorities of the system in
which the guidance program and school counselors find themselves, and by the
quantity and quality of resources supplied to the program. The steering and
advisory committees can help ensure that the changes you will be recommending
will be responsive to the needs of the school district and the community, and
they may help in generating the new re<-urces you undoubtedly will need.

If you are the guidance program leader, you have primary responsibility for
the decisions and their implementation, but we believe the broader your support
base, the sounder your decisions will be. You will need to continue to clarify
information and the impending decisions. You wiil need to move the decision
process along In all likelihood, you will have major responsibility for putting
the vision of the model program in operation.

Establishing the design of your desired program entails Cescribing in concrete
terms the structure and contents of your improved guidance program. The com-
prehensive guidance program model you selected needs to be tailored to fit the
realities of your school building and district. The basic question at this point is.
How do you want 10 use the resources available to the guidance program n
your setting in order to have a comprehensive and well-balanced program?

Chapter 5 describes seven steps to establish the design of the program for
your district/building:

Step I: Select basic program structure;

Step 2: List student competencies;

Step 3: Reaffirm policy support;

Step 4: Establish parameters for resource allocation;
Step 5: Specify student outcomes;
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Step 6: Specify activities by components; and
Step 7: Write down and distribute the description of the desired program.

The first siep enta.ls selecting the structure that best will help you organize
your program and defining the program components to fit your building or district
situation. In the second step, the competencies that your program will help
students learn and apply need to be listed. Suggestions are made to aelp you
build the list that best fits your situation. Although, as we said earlier, you must
have had policy support to begin the guidancc program improvement process,
in the third step 1t 1s important to reaffirm that support. With the aewly con-
ceptualized program defined to fit your building or district and with the basic
competencies that your program will address .dentified, policy support should
be elicited for these specific concepts. In the fourth step, the resources we discuss
are the time and talents of the staff and the allocation of these resources to
program component delivery and to student competency development. We sug-
gest that the roles of staff members be defined and guidelines established for
the use of counselors’ time and talent. Also, the {e ired balance between program
components needs 10 be established, and priorities for the competencies students
are 1o acquire need to be set. [n the fifth step. student outcomes/indicators are
specified tor different grade levels (e.g.. K, 1, 2. «.c.), grade groupings (e.g.,
K-3, 4-6, 7-9, 10-12), or school levels (¢ g., elementary, middle/junior high,
high school). The sixth step entails dentifying the major activities that make up
cach of the comprehensive gmdance program components A ‘*his time, you
develop the scope and seque.ce of the guidance curticulum, list the major
activities that contribute to students’ individual planning, and identify recurreat
topics for which responsive services are sought In the seventh and last step, »
suggest forming an outline describing the cuomp.=hensive guidance program and
distnbuting 1t. The descniption of the new program must be reviewed and un-
derstood by all concerned.

It 15 essential to establish the design that you want to have for your program
s0 that the implementation that follows caa be realistic. If you are from a school
district that has nore than one building, <lanfying the desired de<ign at the
district level will ensure consistency of the program from one building to another
The district design should be general enough, however, to allow buildings «©
tailor their programs to meet local building and neighborhood needs

Step *: Select Basic Program Structure

W ith the assistance of your steering committee and school-community advisory
commuttee and your district pohicymakers decide what the guidance program
structure will be for your district,building. Currently, the structure in use may
fullow the gmdance services mudel (orientation, assessment, information, coun-
seling, placement, and follow-up activities,) or it may be orgamzed around the

Q -
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processes of counseling . consulting, and coordination, or the duties model. We
recommend that, 1n place of these structures, a new structure be adopted that is
more in heeping with a developmental guidance perspective. We recommend
that the components described in chapter 3—guidance curriculum, individual
planning, responsive services, and system support—be used as the organizers
for your guidance program K-12. Local community, district, and state needs
will dictate the specific content to be included m each program component as
well as the overais balai..c among the components. The recomm:.znded compo-
nents are again briefly described below, and an 2xample of how one school
district tmlored this structure to its needs is included in Appendix B.

STRUCTURAL COMPONENTS

Defiinion The program defintuon tncludes the mission statement of the
guidance program and its centrality within the school district's total
educational program. It delineates the competencies individuals will
nossess as a result of their involvement in the program. It summarizes
the components and 1dentifies the chents of the program.

Ratiwnale The rationale discusses the importance of guidance as an equal
partner in the educational system and provides reasons why individuals
our soclety need to acqurre the competencies that will accrue to them as
a resudt of therr involvement in a comprehensive guidance program. It
includes the conclusions drawn from the student and commumty needs
assessments or other canfications of goals for the local educationa;
Shstem.

Assumptions Assumptions are the principles that shape and guide the
program They may 1nclude statements regarding the essence of the
contribution that school counselors and gwidance programs mahe to
students” development. the premuises that undergird the comprehensize-
ness and the balanced nature of the program. and the relationship
between the gwidance program and the other educational programs. A
statement that the program needs to be continuously planned. designed,
mplemented, and evaluated should be included as well

PROGRAM COMPONENTS

Guidance Currwculum. The gwmdance curniculum 1s the center of the
developmental part of the comprehenstve guidance program. It contains
statements as to the goals for gumidance instruction and the competencies
tu be developed by students The curnicalum is organized by grade level,
that 15. a scope and sequence of learmings for Grades K—12 15
estab! hed. 18 designed to serve all students and 15 often called
classroom or group guidance.
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Individual Planning: The activities of the individual planning component
( are provided for all students and are intended to assist students in the
development and implementation of their personal, educaticaal, and
career plans. They help students to understand and monitor their growth
and development and to take action on their next steps educationally or
vocationally. The activities in this component are delivered either on a
group or individual basis with students and parents.

Responsive Services: The purpose of this component is to provide special
help to students who are facing problems that interfere with their healthy
personal, social, career, or educational development. It includes the
provision of preventive responses to the students who are on the brink of
choosing an unhealthy or inappropriate solution to their problems or of
being unable to cope with a situation. Remedial interventions also are
provided for students who have already made unwise choices or have not
coped well with problem situations. This component includes such
activities as individ2as and small group counseling, consulting with staff
and parents, and referring students and familics to other specialists o1
programs.

System Support: This component has two parts. It includes activitics
necessary to support the other three components and activitics
implemented by guidance staff that support other educational programs.
Support that the gmd=nce program needs includes such activities as staff
development, community resource development, budget, facilities, and
policy support. Support that the guidance staff provides to other
programs ncludes the system related aspects of the individual planning
activiites (e.g., student course selection), hinkage with the special
caucauon and vocational education programs. and guidance-related
admimstrative assignments

Step 2: List Student Competencies

Once you have selected your overall program structure, the next step i> to
deude on the competencies that the gmdance program will take responsibility
for helping students acquire. What knowledge will students gain, what skills
will students develop, and what attitudes will students form as a result of their
participation 1n the gwdance program? For help n answering these questions,
g0 to the results section of the current program assessment you have already
completed. In that process you identified the intended student competencies
resulting from guidance activities K- 12 in the current guidance program. As we
suggested earlier, compare these with lists generated from the goals of your
school district, your state departmient of education, or your local community.
Sorne school districts and some state departments of education have developed
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competency lists to be used as part of their graduation requirements. Use such
lists in the comparison process. Also review the lists of competencies preseated
in chapter 3 and appendix C. Then decide on the list to be used in your program.

The above-mentioned sources will give you a plethora of ideas, but we rec-
ommend that you build your own list, one that fits your school district's and
community’s stated goals and priorities. One of your ultimate goals is to ensure
the centrality of the guidance program within the school district's total educational
program. The more direct the link between the school district's goals and your
program, the more clearly related the guidance program will be to the basic
mission of the school district. For example, if the district's educational philos-
ophy includes such items as helping students to become good citizens, be re-
sponsible for their actions, and make wise choices, then these words should te
incorporated in the student competencies addressed by the guidance program.

You need to proceed through the list-building process in as systematiz a way
as possible; that is, you first need to rdentify the broad areas of human growth
and develcpment that you established as the realm of the guidance program—
in chapter 3 we called these categories domains. Next, competencies are specified
for each domain and for each grade grouping, or end-poin. of a school level,
for exampie, at the end of the 6th grade for the elementary guidance program,
at the end of the 9th grade for the jumor high school program, or at the end of
the 12th grade for the high school program.

The preliminary work ot assembling this hist can be done by a work group.
Reviewing hsts of competencies generated by others may be confusing at first,
but once the work group gets involved 1t 1s an exciting task. It allows professional
counstlors to focus on the contributions they can make to students’ growth and
development At each stage of the development of the list—after establishing
the doma.ns stating the competencies—it should be reviewed and approved by
the total gumdance staff as well as by other key members of the school staff,
administration, students. and the community. Use your school-commumty ad-
vISOTy commuttee to assist you 1n the process.

Finaily. we stress the need to be parsimonious when it comes to the number
of domarns, goals, and competencies used as the basis for your improved pro-
gram The life career development inodel presented n chapter 3 used 3 domains
and 5 goals per domain This means that there were 15 goals for the overall
program model The Northside model presented in chapter 3 displayed 6 domarns
and 12 skill goals for the overall program model. We suggest that you not exceed
these numbers because longer hsts become difficult to manage effectively, es-
pecially given the resources typically available to the gmdarze program. This
list of cornpete..cies is the heart of the comprehensive guidance program. Every
activity conducted in each component of the program should aim toward mastery
of one or more of these competencies.
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Step 3: Reaffirm Policy Support

If you have followed the process of the program change outline so far and
are using a steering comnittee or a school-community advisory committee, you
already have a group of guidance-educated and supportive others, including
administrators, parents, teachers, and business and industry personnel. At this
point in the process, however, it is a good idea to reaffirm the support of the
school system's policymakers and administrators for the program concent. Re-
member, they need to know what is envisioned for the guidance progi.m and
be willing to support the i aprovement efforts not only with the public but also
with the guidance staff and other school staff members who may be anxious
about the proposed changes.

To learn 1f you have the support of the administrators in your school or district,
begin with your immediate supervisor. If you are at the district level, this means
your assistz . or associate superintendent; if you are at the building level, it
means your principal. Remember, to ensure that the changes you envision are
consistent with the district's vision, you need at least one of the administrators
to help you keep 1 touch with the district’s basic mission. You also will need
the administrat. to help you gain the support of the school district’s board of
education. In addition, you will need the administrator’s assistance in enlisting
the support of the other administraiors, at the campus or district level, who
supervise or have expectations for comselors. Finaliy, you will need the re-
affirm.ation of the upper-level adminiswators to convince counselors who resist
the 1mpending changes that the changes are, indeed, what the district wants and
that they n=ed to be responsive to those changes.

Because school districts op<rate within a delicate political balance, recognized
leaders or a majority of constituents- —including parents, principals, counselors,
teachers, students, superintendents, other administrators, and board members—
have to be willing to *'sign on'* to the new program vision The more you
prepare them at this -*age of the process, the stronger your support in the difficult
times of actual irnplementation will be.

Now that the program structure has been selected and student competencies
have been listed, 1t 1s time to seek a guidance program policy statement. The
fact that the advisory or stecring committee have already endorsed the program
helps because they can take the program structure and student competency list
to their constituent groups, educate them, and solicit feedback. However, it also
1s highly desirable to have your board of education adopt a guidance program
policy that affirms the structure of the desired program. We have hac districts
adopt the program definition as the basic policy. The policymakers state the
priorities for the program, such as serving students with needs for deve'opmental,
remedial, or preventive help, the relatve priority of each of the four program
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components, and the prioritie- fui student shill development. You may find some
of the data gathered n your study of the perceptions of the current guidance
program useful as a rationale for the needed changes. You also may find the
““Resolution on Guidance and Counseling (4.1.26)"" adopted by the Delegate
Assembly of the National School Boards Association in April, 1986 useful. It
stated:

NSBA encourages local school boards to support comprekensive guidance and
counseling programs. hindergarten through grade 12. staffed by professionally tramned
counsehing personnel NSBA also urges local school boards, state education agencies
and the federal government to support activities aimed at ymproving the education
of school counselors. the development of exemplary guidance and pupil service
models and research which examines the effectiveness of such programs.

Step 4: Establish Parameters for Resource Allocation

With your program broadly vutlined and basic policy support established, you
are now ready to define in concrete terms the desired design fcr the district's
comprehensive gwdance program. Questions that need to be isked now are.
How do we want to make best use of the counselors’ talents? What does the
desired program balance mean in terms of counselors’ time? Which student
groups should have ton prionty, second. third. and so on® Which student com-
petencies should be emphasized?

At this point a ““Which came first. the chicken or the egg?™ 1ssue anses:
Should the desired outcomes and program design dictate the allocation of re-
sources. or should the allocation of resources dictate the shape of the program?
In an ideal setung. the i1dentified student and community needs would justify
the allocation of sufficient resources to provide a complete. comprehensive pro-
gram for meeting those needs In a real settng there are. no doubt. more needs
and desired outcomes than the school ordistrict 1~ _ t attend to. given feasible
resource allocations. This 1s part of the challenge of **remunlching your program
while you are living in1t.”" You are probably not creating a pro.ram from scratch
with the potential for unhimited resources

You must make recommendations based on current resow. w¢ allocations with
some projections or requests for expanded resources In vur expenence, school
counseling staffs first have had to redirect their current resources and have had
to be prepared to use augmented resources appropriately. Thus. at this point you
make resource allocation decisions based on the priorities and realities of your
schools  For exampie, you have .dentified what a fully implemented gmdance
curnculum would contain. however, if ere 1s time 1n the students’ schedules
for only one guidance lesson per week (or month, or grading period), then the
ful' gmdance curniculum cannot be implemented at first. Decisions need to be
mad- as to what topics have top priority <o that the lessons that are taught are
the most important
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Another example. There 15 a finite amount of time that school counselors have
1n a school day. week. year. In the current situation, there probably is not enough
counselor time to mmplement fully all four program components of the compre-
hensive guidance program as desired. Thus. priorities for the use of counselors’
available time must be suggested to et realistic goals for the program. In oider
to set priorities for use of the counselors’ talents and time. the highest priority
student competencies should be identified.

Define Counselors’ Role

Before making concrete recommendations conceming the school counselors’
role. 1t 1» important to remember the unique contributions that school counselors
can and do make to students’ growth and development. Counselor role expec-
tations need to be spezified. that is. job descriptions for school counselors and
other related suidance department personnel need to be written. This process
requires knu.w..dge about what school counselors are educaced to do. The clar-
ification of counselors’ talents accomplished 1n the assessment of the current
program provides an exceilent backdrop for ensuing decisions as to how coun-
selors’ time can be best used.

Because standard counselor job descriptions have not served v well in the
past, we recommend that you consider drafting position guides. The position
gwide offers more detail than the standard list of 9 or 10 duties found in most
traditional job descniptions. The position guide includes sections that describe
the primary fun.tion of the job. the major responsibilities involved. 1llustrative
hey duties. organizational relationships. and performance staadards (Castetter,
1981). Using the comprehensive gmidance program mode | the school counselors’
position guide would state that counselors are expeced to teach the guidance
curriculum. assist students to develop their individual plans. counsel. consult,
and refer studer..s and others 1n response to their specific prcblems and needs,
couperate with other school staff 1n needed support of their programs. pursue
their uwn professional growth. and develop and implement an effectve guidance
program (See the sample position guide 1n Appendix D )

Define Others’ Roles

Now 15 also an appropnate time to redesign or reaffirm the job descriptions
of the other gmdance department personnel such as registrars. career center
technicians. counselors’ secretanes. office aides. and peer fauilitators. Ulti-
mately. all personnel who work in the guidance program must have their roles
defined. including teachers who act as advisors or who teach guidance or psy-
chology classes. and community volunteers who augment the guidance staff in
specific guidance activities. Again. we recommend that you write the job de-
scripaons for each of the positions o that differentiation of the various roles
and multiple responsibilities are clear to all concerned.
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Because human resources are basic to the guidanc. program, you may find it
useful to consider who else in addition to the scheol staff 1s available to help
deliverthe guidance program One of education's chronically untapped resources
is commumity members, hence, an inventory of community members who may
be willing to serve 15 an important pa:t of a community resource hst. The most
drarnatic examples of community -assisted guidance programs have been provided
in career education programs For example, business, industry, and lahor groups,
service club members, and the like are ofter willing to speak on occupation-
specific o~ employment realities Also, parent and grandparent groups have been
1.»ed to provide role models of caring adults for elementary school children. PTA
leaders can be used to lead parent education groups, using the National PTA
and March of Dimes publication, Parenting. The Underdeveioped Skill (1986).

Determine the Desired Balance Between Program Components

An importart consideration in designing your program is t0 assign time to
each program component This 15 a critical 1ssue because of the traditional add-
on nature of guidance. In the past. as new 1ssues.concerns were addressed 1n
the school. duties were added without much thought as to the time these dutes
would take to complete A comprehensive guidance program 1s not an add-on
program, it 1« x 150 nrogram The program structure 1s estabhished and the
ume availlahle to staff 1> allocated so that across all staff available, the time
allocated to the program components equals 100% Because of differences acros-,
grade or grade grouping levels. allocations of time for 1nu. . idual staff members
mday be different Also. the allocation of ime may vary from school building to
building and district to district. depending on the needs of the students and
communitics

To help establish the desired ime allocations for the program components of
the comprehensive guidance program, we have found that the steering commuttee
or school-community advisory commuttee can provide direction. We also have
worked with separate groups of counselors, principals and other administrators.,
and parents. but this 15 cumbersome Consensus between the groups is hard to
achieve when each group cannot hear the deliberations of the other groups. On
the other hand. 1f you are n a district 1n which the major emphasis 1s on helping
individuals determine their own best mode of operation, you might use a process
whereby the counseling and guidance staff make recommendations that, in turn,
are brought forward to the decision-making or advisory groups by the counselor
leaders The leaders would present the rationale of their constituents, but they
must also have the authority to compromise and to develop consensus on behalf
of the staff.

Asamplied above. you n:ed to implement a process that will lead the group(s)
tu consensu. because mou.t likely you will not find unamimity umong the decision
makers The Northside Independent School District project used its steering
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commuttee and apphed a modified Delphi process to reach a decision about the
allocation of time across the program components. The committee first was
asked to establish pnorities for component resource allocation. Their decision
15 reflected 1n Figure 5-1. (Please compare/contrast it with Figure 4-8.) Then
committee members, who had become educated about the program model, were
asked as individuals to write down the percentage of counselor time that they
considered ought to be appropnated to cach of the four program components.
Each member then posted his or her ~ercer.age allocations on blank sheets of
casel paper that had been hung on the walls of the meeting room These postings
are displayed in Figure *-2.

Note the ranges of tme. The steering commuttee as a whole considered the
ranges nd apparent ““median’ ratings. and deliberated and debated. Consensus
on the percentages for cach category was then reached. At a subsequent meet-
ing —after some *‘percolating’’ time—the final balance 1n terms of percentages
was considered and agreed upon The balance that was established as desired
by the district 1s presented 1n Figure 5-3 (Northside Independent School District,
1986) These figures were used to suggest allocatior s of staff time for Northside s
desired program, they became the template against which the current program
assessment data were compared and contrasted.

Another district, St. Joseph, MO (Hargens & Gysbers, 1984) established the
pereentages displayed 1 Figure 5-4 as those desired for the allocation of time
for the program components

Establish Priorities for Basic Guidance Skills/Domains

It 15 important to have both the counselors and the consumers of the guidance
program establish priorities for the competencies that students will 2 quire as a
result of their participatic.n in the guidance program Helpiny all students m a
school building or a sysiem make progress toward acquining competencies con-
tained in the 15 goals—or 12, or however many you have agreed upon in your

Figure 5-1
Northside Independent Schoo! District
Desired Guidance Program Priorities
(Data Generated By Steering Committee, January, 1984)

Priority/School Level
Component Elementary Middle High
Guidance Curriculum 1 1 2
Individual Planning 2 1 1
Responsive Services 2 3 1
System Support 4 4 4

O
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Figure 5-2
Individual Committee Members’ Appropriations of
Counselor Time/Component

Elementary Middle High
Guidance 40 40 40 3540 { 4035303030 | 2510 20 15 35
Curriculum 50 40 40 40 30 | 303040 30 15 | 40 35 25 20 10
60 45 65 30 50 50 50 30 20 30 40 50
Consensus: 40 30 25
Indvidual 2025353030 | 202530 2530 | 30 35 40 40 25
F anning 20 20 20 10 10 | 40 30 25 20 30 | 20 20 30 40 40
20 10 10 1525 15 15 30 35 30 20 20
Consensus: 25 30 30
Responsive 20 20 25 1515 | 30 25 30 25 3n | 30 40 25 20 20
Services 20 20 20 40 40 | 15252530 4 | 20 30 30 20 40
20 25 15 2530 15 15 30 35 30 20 15
Consensus® 25 25 30
System 10 10 10 15 15 10 1510 10 10 | 20 10 10 30 20
Support 10 10 10 20 30 15153020 15 | 20 20 15 10 10
10 10 10 30 15 20 20 10 10 10 20 15
Consensus: 10 15 15
Figure 5-3
Northside Independent School District
Desired Guidance Program Balance
% Counselor Time/School Level
Component Elementary Middle High
Guidance Curriculum 40 30 25
Individual Planning 25 30 30
Responsive Services 25 25 30
System Support 10 15 15
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Figure 5-4

St. Joseph School Distict
Desired Guidance Program Bulance

% Counselor Time/School Level

Component Elementary Middle High
Guidance Curriculum 25 20 15
Individual Planning 10 20 30
Responsive Services 55 45 30
System Support 10 15 25

model—presents an overwhelming challenge if you are just beginning to im-
plement a competency-based comprehensive guidance program. This challenge
15 compounded because you also are accepting accountabulity for helping students
with developmental, preventy ¢, and remedial needs. Thus, priorities as to which
competencies are to be included at any given tume 1n the program need to be
established.

The goals for student competency development can and should be ranked
according to their overall importance for all students You also inay wish to
suggest the 1mportance of various goals (and the competencies involved) by
different grade or grade-grouping levels The sequence for helping students reach
these goals needs to be agreed upon as well, for example, many groups have
agreed that helping students know and understand themselves is prerequisite to
their leaming to know and understand others This process of setting pnonties
becomes complicated, but the vanous approaches usually produce some con-
sensus in terms of overall top privrities for attention, and as you move to ziore
specific implementation plans, you will have a sense of where to begin and
where to end. Figure 5-5 presents the goal priorities established by Northside
Independent School District (1986). These skills are still stated in very broad
terms, they are comparable to “*domains’’ as defined in chapter 3. If you are in
a4 smaller setting and can manage the attendant tasks, thiy 15 an appropriate time
to conduct a student and community needs dassessment to ascertain priorities. In
a larger district setting or a multi-building setting, however, the competency
statements are still tou broad to be used as an assessment of students’ needs.
(1deas on assessing needs are presented in chapter 6.)

Step 5: Specify Student Outcomes

In previous work you established the domains, goals, and competencies for
student development for which the guidance program and counsehng staff are
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Figure 5-5
Priorities for Student Skiil Development

In order to have a comprehensive and appropriately balanced program, the
following prionties for allocation of resources need to be considered as goals for

Recommended Program Design

campus programs.

—_

Prionty Rankings Assigned to Skills

understand and respect themselves

Importance

—_

Sequence

—_

understand and respect others

behave responsibly in school

behave responsibly in the family

behave responsibly In the community

make wise choices

manage change successfully

solve problems

use educational opportunities well

Cle(® | NV )W

—_

communicate effectively

DO NI N WO |WOW|W[ N

DO N D] W|O||W|[MN

zlZz|lz|zZz|=Z|Zlm|m|{m{m Level for Emphasis

—_
—_

. plan for personally satisfying and

socially useful lives

11

11

-
N

. prepare for personally satisfy.ng and

socially usefui lives

12

12

accountable. You organized competency statements around the goals. At this
point, you need to specify your intended outcomes by grade level, grade group-
ings, or school level. This simply means breaking the competencies into their
subparts and establishing outcomes appropriate to the age levels of the students
served by the program acti.iucs. The outcome Jists for the life career development
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model presented in chapter 3 result in specific statements. These expand quickly
from the basic st of 15 goals For each grade level there are 13 competencies
or 195 competencies, K-12 (lhisted in Appendix C)

Again, we stress the need to be parsimonious i identifying outcomes for
which you will be accountable  Although you will be basing the actual number
you use on the assessment of your student necds relative to these oatcomes,
seehing 100 many outcomes will make the program unworhable. The allocation
of counselor time to the difterent program components has a direct bearing on
what outcomes you are able to assist students to acquire. As the program de-
velopment effurts proceed, every one of these outcomes becomes an aim of some
lesson. umt. or counsching session In the comprehensive guidance program,
cvery activaty has o stedent objective and every activity 's objective must relate
10 an outcomie that 15 on this hist: The boxed material entitled **Conceptual Flow™
presents an example.

CONCEPTUAL FLOW

Doman 1 Self-knowledge and Interpersonal Skills

Goal A Students will develop and icorporate an
understanding of the umque personal
charactenstics and abilities of themselves
and others.

Competency Students will specify those personal
charactenstics and abihties that they n..y
value

Student vuteome Fifth-grade students will wdentify a variety
of things that they valuc

Actiity objective The student will identity six things he or
she values

The tash of specifying competencies by grade level, grade-grouping, or school
level 15 one that counselors need tu do The work group that defined the broader
list o1 goals and competencies should cither conunue with this task or provide
leadership to an expanded group of counselors working on the outcomes hst. It
1s instructive for all the counselors to have some experience 1n developing at
least a portion of the hist 1t helps them think in student outcome terms so that
when the shift is made to the activity development phase of the project, they
are used to thinking in terms of specific swdent behaviors.

When 1t is near completion, the hst of outcomes should be reviewed and
ratified by the total counseling staff and by all others—the steering commattee
or the administrative staff —who are providing leadership to the program change

<




E

O

136 DLSIGNING THE COMPREHLNSIVE GUIDANCE PROGRAM

efforts The total Iist of outcomes will be a bit much for others than counselor.,
to review, but the counselors need the opportunity to think through every pi c¢
of the outline. Too. the review by admimistrators and ¢hers allows people wr:
different frames of reference to consider the specifics of we guidance program.
In this way outcomes that ave potentially unpalatable to some community mem-
bers ur outcomes that have been overlooked and are seen as umportant can be
identified and addressed at the teginming

Step 6: Specify Activities By Components

The next step 15 to define the program cc nponents 1n finer detail by describing
the primary emphases and the major activities included in each. Each component
of the desired program should include activities that are performed effectively
in the current program and identify new activities that are envisioned to meet
the program goals better

Guidance Curriculum

For the guidance curmiculum. the Northside school district staff 1dentified as
curriculum strands the basic student competencies that were established for the
comprehensive program (see Figure 5-5) These described the scope of the
gurdance curnculum  Next. prionties for guidance instruction were established.
This process serves to help counselors know the topics to be taught at particular
school levels and, because there are time limitations for teaching students, the
competencies that must be addressed The sequence for assisting students to
learn the competencies was also established. This may merely en?ail restating
the student outcomes speified for each grade level in the previous cifort. How-
ever, if in the previous substep you expressed outcos 1es by grade spans or school
levels. you now neec to clanfy what 1s to be taught at each grade level. Again
an example from the life career developnient modc! helps portray this. The scope
and 4 sequence for the Kindergarten guidance curriculum in this model 1s depicted
in Figure 5-6.

Having done that. the next step 1s to group the outcomes into units for in-
struction Heretofore the orgamzer for your development of student competencies
has been the domains  As you wdentify specific outcomes for each grade level
and sequence them, sume natural groupings for learnings from the different goal
areas probably will emerge. For instructional purposes, you will probably want
to teach these by logical units rather than in the order specified 1n your outline
of competenctes For example, the units that emerge from the kindergarten
outcomes in our example above mught be, first, a unit on **self”* that focuses
on the first 4 of the competencies as sequenced above, second, **decision making,”
addressing the next 2 competencies, third, **others,”” the next 3, fourth, **school,”
wompetencies 10 and 11, fifth, **commumty and work,”” competencies 12 through
14; and finally, **future.™
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Figure 5-6
Kindergarten Guidance Curriculum Scope and Sequence

Kindergarten students will

describe their appearance

describe ways they care for themseives

describe areas where they are self-sufficient

describe growing capabllities

describe choices they make

realize the difficulty of making choices between two desirable alternatives

recognize that they listen to and speak vath a vanety of people

describe people and activities they enjoy

describe their work and play relationships with others and their favorite

activities

10. descnbe those things they learn at schogc!

11. describe their daily activities at schoot

12. recognize the town, state, and cour'ry in which they reside

13. describe the work activities of family members

14. mentally project adults into work activities other than *hose they do
presently

15. describe situations that are going to hapgen in the future

CONOO AL~

Individual Planning

For ndividual planning identify the major activities that assist students to
make their personalized plans. In the schools aad districts with which we have
worked, these activities focus on students' educational and career plans. If your
program 1s so directed, you also might heve zctivities that help students make
plans that relate to their personal and social lives. These major activities also
must be related to the broad geals of the guidunce program. An example of the
activities and the skills they relate to as delineated by Northside InGependent
School District is provided in Figure 5-7.

As you can see, these are activities traditionally found in guidance and coun-
seling programs. Decisions need to be made as to the priorities for the time
spent within this component Assisting s'dents to complete successfully their
elementary and secondary education is wsually a priority for school counselors,
with the transition grades receiving the highest priority; however, coilege, post-
secondary vocational/technical, and career pianning fall in this component as
well. At the clementary level, orienting primary-grade children to school and
helping upper-grade children adjust to the in.reasing demands of the academic
curriculum by developing effective, personalized approaches to studying and
timc management may have priority. Where counselor case loads are larger than
the 100.1 rativ suggested by those who would have school counselors work with
individuals 1n a one-to-one relationship, this cumponent will need to be built
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Figure 5-7

Individual Planning System:
Activities a ~d Student Skills

Activity Student Skills

Orientation Use well their educational
opportunities in school

Educctional Planning Pian/prepare for personally satisfying
lives

Preregistration” Make wise choices

Regustration” Manage change successfully

Dissemination and interpretation of Understand/respect themselves

standardized test results

Career'vocational planning Plan/prepare for personally satisfying/
socially useful lives

Application of other skills taught In (As identified through local needs

gurdance curnculum assessment)

*Overlaps with system support.

around group activities. The group activities will need to be designed to assist
individuals to develop personalized plans and should provide for one-to-one
assistance as follow-up.

Responsive Serv.ces

Fur responsive services. identify the topics that students, their teachers, and
parents present most frequently sc that a sstematic means for attending to them
can be established. What problems interfere most often with the students’ per-
sondl, social. career or educetional development? How many students need
counsehing, consulting, or referral? What percentage need preventive help, small
group counseling or bnief family interventions? Whr.i percentage need remedial
help. one-to-one counseling or referral? Which parents, teachers, and adminis-
trators need consulting help?

In the Northside project, a subcommuttee of the guidance steering committee
asked the Northside Independent School District counselors to list the topics they
found themselves responding to over the course of the year. The steering com-
mittee established prionities for the counselors’ attention to these topics from the
school district’s point of view Agamn, each of these topics is related to the
competencies the counselors strive to help students master Clarifying this re-
lationship from the outset assists counselors to specify appropnate student ob-
jectives for thewr counseling activities The list of topics. the grade levels at
vhich they were identified. and their prionties are presented in Figure 5-8
(1ienderson. 1987)
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Figure 5-8
Responsive Services: Topics, Skills, and Priorities
Grade
Levels Recurrent Topics Skills
K-12 1 Academic failure Use well their educational op-
portunities in school
K-12 2. Child abuse Behave responsmly in the family
K-12 3. Divorce/single parents Behave responsibly in the family
K-12 4. Grief/death and dying/loss Manage change successfully
MS/HS 5 Suicide threats Understand and respect them-
selves; solve problems
MS/HS 6. Sexuality issues such as Understand and respect them-
appropriate dating behavior  selves; solve problems
and wise date selection;
pregnancy; VD
K-12 7. Tardiness/absences/ Use well their educational op-
truancy/school phobiasdrop-  portunities; plan and prepare for
ping out personally satisfying and socially
useful lives
K-12 8 Discipline behavior prob- School-related: behave respon-
lems sibly in school;
K-12 9. Peer problems Understand/respect the ,i1selves/
others
K-12 10 Alcohol drug.inhalant abuse  Understand and respect them-
selves
K-12 11. Family situations Behave responsibly in the family
K-12 12 Information seekers (Varies with different information
needs)
K-12 13 Apphication of other skills Solve problems

taught in guidance
(1) academic problems
(2) behavior oroblems
(3) social problems

The information was surpnising in two ways. First, there were not that many
topics—12 in all, and, second, there was much similanity between the lists the
elementary and the secondary counselors submutted. These two factors made the
job of becoming better at helping students bandle their problems more manage-
able Inservice tramning could be focused on these i1ssues. Exemplary practices
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could be developed and shared. Northside counselors feel that one of the side-
benefits of this massive redesigning effort has been learning that there is not as
much of a difference between the programs at the three levels—elementary,
middle. and high—as they had believed. The programs are shaped differently,
but students” needs are similar and counselors’ skills and interests are similar

System dugport

Providing the detail to describe and define system support divides this com-
ponent 1n two parts. One part defines the support that the guidance program
needs from the system. The other part defines the support that the guidance
program provides 7o other programs, such as elementary and secondary educa-
ton. special. gifted. vocational, and compensatery education, and the testing
program,

The level of support needed for the guid.ace program from the system needs
carification. The various activities counselors participate in require policies and
admimistrative procedures. staff and program development opportunities, rea-
sonahle levels of budget provisions. adequate facilities and equipment, appro-
priate stasf allocations to implement the desired program, and public relations
support. At this stage these requirements may be more of a **wish hist”’ than a
statement of realistic choices, but later when specific implementation plans are
made. constraints are ..onsidered. These 1tems are discussed more fully in chapter
6 because many are keys to the actual implementation of the new ly conceptualized
program,

The first step in establishing the desired or needed support from the guidance

program fo the other programs 1s to develop the hist of major activities that the
Jutdance staff participates in—if this has not already been accomplished in the
assessment of your current program  The second step is to make recommendations
45 to which of these tasks are appropriate for counselors to do by asking the
question. Is a master’s Gegree in guidance and counseling ncoded to accomplish
this tash? If the answer 15 no, then 1t becomes the responsibility of the counselors
or the school-community advisory committee to make recommendations as to
vhat other departments are served by and thus are responsible for the tasks.
Consid~ring these factors at this time will help later as you consider ways to
handle activities that need to be displaced This concept and the issues involved
are discussed more fully in chapier 7. Priorities for possible displacements,
however, can be suggested at this point. Figure 5-9 (Northside, 1986) displays
the order of prionty extablished by Northside ISD for counselor support to other
programs. It 1s based on the hists originally generated in the assessment of the
current program, that 1s, 1t ranks what the counselors were then doing and is not
a statemeni vi what they should do. In theory, displacements should start with
the activities listed at the bottom and continue until the nonguidaace tasks are
cither displaced completely, shared equitably, or streamlined.
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Figure 5-9

System Support: Programs and Prioiities

Elementary

Middie

High

1.

Consult with staff and parents

2. Student referrals

w

Test administration and interpreta-

tron to staff

School climate

Staff development
Special education
Gifted education
Preregistration
Discipline management
Curriculum planning

. Compensatory programs

Accreditation

Consult with staff and parents

2. Preregistration

12.
13.
14.

15

w

Test interpretation to staff

. Student referrals
. Schoo! climate

New sturisat registration
Record keeping

. Referrals to special eaucation
. Curriculum planning

. Schedule changes

. Master schedute developmznt

Vocationa! education
Aauvngance/discipline
Other special programs
Test administration

©

12.
13.
14,
15.

© ® N O v

Consult with staff and parents
Preregistration
Test interyretation to staff

Staff development
School climate
Curnculum planning
New student registration
Record keeping

. Schedule changes
10.
11.

Student raferrals

Admission, review, dismissal
committee meetings

Vocatiorial education
Other special programs
Test agministration
Discipline management
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The Decision-Making Process

As you have gathered in reading the above sections, providing the detail to
describe vour desired program design 1s no small task. Again, the resources you
use 10 this task will vary depending on the program redesign mechaaism you
are using. We recommend that you use the counselors from the steering com-
muttee to do or lead the bulk of this work. The same principle applies here as
in earher steps. The more involved more counselors are. the smoother the needed
transitions will be. [1 any case. leader counselors need to ensure that the rec-
ommendations made are suppurted by the steering committee  The committee
needs 10 assist 1n making the hard decisions. such as the prionties for displacing
unwanted system support activities. but in many cases they need enly to be
educated as to what the priorities are that w1l become nternal operating rules
for the guidance department, such as determimng who <lse on a campus Ce.
count the test booklets after administering standardized tests.

You need to be aware of topics that are of particular importance to the non-
counselors on the steenng commuttee and attend to these appropnately: for ex-
ample. your igh school pnncipals might be attached to the traditional conferences
held with ndinidual 12th graders as to thewr post-hugh school plais You need
to make the effort to ensure that they understand the ime these conferences take
relative to the benetit in terms of student outcomes achieved Any decision that
will result 1n changing the shape of a major activity needs to be carefully con-
adersd by the commuttee A helptul rule of thumb might be th. t1f one commuttee
member wants to discUss an seue, you better give 1t fair hearing Even if none
of the otr  Lommittee members are particularly nterested n the discussion.
there wii ve others outside the cor.nuttee that hold that position as well. and
ultimately that discusston wall recur

As an agenda guide. you need to discuss each of the above topies—from
selecting basie program structure to mahing recommendations regarding the
levels of support needed by the guidance program—in separate meetings The
group will sull be strugghing to understand the basic concepts. thus making the
necessary decisions is not easy  Allowing them to focus on one topic area at a
time helps vou in the long run. although it m 1y extend the time You take on thi
Sep AN it Can Whe UP 10 @ YEAT {0 @Ssess YOUT Curfent DrOgram. 1t ¢an take a
vedr to select your desired program design That design. however, as stated
carlier. becomes the goal statement tor everything that follows. o it must be
done thoroughly and with sutficient deliberation tergument) (o ensure support
as you move into implementation

Step 7: Write Down and Distribute the Descriptien of the Desired
Program

Having established the design of the desired program. the iast task 1s to put
in writing all the deaisions you have made 1t you are the leader of the program
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improvement efforts. this task 1s yours alone. As with any wntten publication,
the document must portray a cohesive whole, have a logical sequence, and be
written :n a consist:nt and concise style. thus, one wnter is mandatory. As stated
earlier, the wntten descniption depicts the basic structure that you have decided
on and becomes the working document for you and your staff henceforth. It
replaces the former guidance program handbeok or plan.

We recommend the write-up contain at least five parts. the structural com-
ponents, the position guides. the program components. the recommended design’
resource allocations for the program, and appendices.

The structural componerts section includes the statements that express the
philosophical basis of your program. The final versions of the rationale, the
assumptions, and the program definition are included. In addition, the list of
student competencies that are to be developed through the guidancc program are
presented. Listing the specific grade-level outcomes 15 probably too iengthy for
this section of the document. but these may be listed fully 1n the appendices.

The second section of the program descnption documcnt includes the position
guides developed to describe the vanous jobs gumdance program staff perfonn.
These guides are not only for the elementary. middle junior, and semor high
school counselors. but also fur any counselor specialists you have in your school
district such as vocational. special. or compensatory education funded counse-
lors. and for head counselors Job descriptions also should be included for other
staff members who have been 1dentinied as having roles integral to the delivery
of the guidance progium Fuaally. if you are using or plan to use community
volunteers. their positions also should be described here.

The third section 1ncludes the more detailled descniptions of the program
«wmponents It includes the list of strands :n the gmdance curnculum, the major
activities that make up the individual planning system, the recusrent topics that
are the focus of the responsive services component, and the specific activities
Wdenulied in system support Also included in these subsections are the priorities
established. the recommended mede of delivery for each component (1.e.. if
small group counseling has been suggested as the preferred mode for the re-
sponsive services component. if classroom-sized groups have been defined as
preferred for gmdance curriculum. and so onj. the recommended allocation of
resources to this component (especially that of the school counselors’ time). and
statements of expectations regarding evaluation of the overall components’ im-
pact on students. each activity’s effectiveness. and the competencies utilized by
the professional staff

The final section of the write-up contains detatl about the recommended design
resource allucutions for the prr -ram. These statements descnbe the appropnate
balance among the four components. the prior:ues for the .lients to be served.
and the competen.ies to be sought This section presents numerically what the
program skould 1.0k hke to be considered comprehensive and well balanced.
For example. in addition to the prionty skills ranking (see Figure 5-5), Northside
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144 DLSIGNING THE COMPREHENSIVE GUIDANCE PROGRAM

ISD stated the desired allocation of the counselors’ time 1n terms of the best
ways to use the student school day (see Frgure 5-10—Northside, 1986). and in
terms of the time spent in serving their vanous chents (see Figure 5-11—
Northside. 1986). The recommended days per year and hours per day per com-
ponent have provided guidelines for counselors as they plan their weeks, months,
4nd yedr. and have helped program rronitors understand tn a tangible way what
15 desired for the program to be considered effective Finally, the statements of
priorities are used most heavily in the next step, planning the transition to the
comprehensive guidance program.

After you have wntten the program descripliun and have had it typed and
printed. you need to have the steening commuttee or the school-community ad-
visory committee. the upper-echelon admimistrators, and the counselors review
it 1n detm] We suggest that you view this as the last chance for input before
complete. final adoption For this final review you need to use strategies that
wi1ll assure you that everyone has read and considered the document. With the
steerning commuttee, this might mean Hne meeting spent discussing the overall
product of their labors.

Each counselir staff memocr must be held accountable for reading the doc-
ument and must be provided an opportumty to discuss it. A strategy us ' suc-
cesstully with counselors has beer to schedule an inservice education day during
wh..ch the counselors from the steering commuttee have explained each of the
sections. particularly those describing the four program components If you then
prepare an agenda for discussion and train the head s« 1dary and elementary
counselors 1n its use. you provide a means for counsel.  » consider the full
scope and depth of the program design With the discussion . 1da in everyone's
hands, smiall groups of counselors can be asked to consider .. mayor tenets of
cach section of the document and to voice support or disagreement with each
conuept Sp~_fic items of confusion or concern can be 1dentified at this time.

The final revision of the document needs to be completed and presented to
the school distnict board of education tor adoption In some districts board
members read these docunients 1n toto and then ratify them. In others. members
dare presented an overview of the program and puorities. and are then provided
copies for review at their discretion In yet other districts. board members are
satisfied with 4 presentation and the knowledge that the documents are available
should they :hoose to review them

Finally. ¢ymplete distribution to relevant parties needs to be made. At min-
imum, every counselor needs to have 4 copy of the document. as does every
school principal Other admunustrators need copies on a **need to kriow ™ basis,
for example, if you are using vocationa! funds to support part of your guidance
program, then your district’s vocational director needs # copy You may also
wish to consider publishing sections of the document for those who need only
portions of it, for example. the personnel department must have copies of the

Q . 15,
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Figure 5-10

Desired Percentages for Allocation of Counselors’ Time During
Student School Days

Eiementary 40% High School 25%
2% hrs. per 1'% hrs. per day
day 44 days per year
g 73 days per
§ year
3 Middle school 30% Vocational 25%
© 1% hrs. per 1% hrs. per day
day 44 days per year
51 days per
year
Elementary 25% High school 30%
12 hrs. per 1% hrs. per day
day 51 days per year
§ o 44 days per
B E year
88 | Mddle school 30% Vocational  30%
= 1% hrs. per 1% hrs. per day
day 51 days per year
51 aays per
year
Elementary 25% High school 30%
12 hrs per 1% hrs. per day
o day £1 days per year
> o 44 days per
23 year
82
23 Middle school 25% Vocational  20%
@ 12 hrs per | 12 hrs. per day
day ’ 35 days per year
44 days per
year
Elementary 10% High school 15%
© 30 min per day 1 br. per day
a 14 days per 29 days per year
E3 year
n
g Middle schoo! 15% Vocational  25%
5 1 hr. par day 1'% hrs. per day
) 29 days per 44 days per year
year

Note Based on a 6-hr student day, 175-day student year Figures are per counselor
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Figure 5-11
Desired Percentages for Allocation of Counselors’ Time By Client

ES MS HS
I. Students
A. Developmental
1. Guidance
a. Group 40 30 30
b. Individual
2. Testing
B. Preventive 15 15 15
C. Remedial 10 12 15
TOTAL 65 57 60
Il. Adults
A. District administration 5 5 5
B. School staff 15 18 15
1. Principals
2. Regular teachers.
3. Counsslors
4 Special ed
5. Other
C Parents 12 15 10
D Outside agencies 2 3 5
E Community 1 2 5
TOTAL | 35 43 40
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position guides, the nstructional staff will want copies of the curniculum-related
sections, and so forth

Concluding Thoughts

At thys point, the blueprint for your new program is drawn, the vision of what
you want 1s depicted 1n concrete terms. The steering committee members and
the counselors are apt to think (again) that the work is done. However, in terms
of the improvement process of the guidance program. you have established only
the objectives to be accomplished. What remains is planning the transition to
the desired program and its actual implementation. Thus, as you distribute the
program description. you must at the same time be prepared to outline the next
steps in the program developn ent efforts The momentum that has been generated
for change must now be channeled toward making plans and implementing
changes systematically. The details of how to accomplish these phases of the
program improvement process are provided in chapters 6 and 7.
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CHAPTER 6

PLANNING THE TRANSITION TO A
COMPREHENSIVE GUIDANCE
PROGRAM

Chapter 5 described the steps and 1ssues involved in delineating the design
for a comprehensive guidance program. Delineating the design is an important
phase of the change prowess because it describes and specifies the directions for
change that will be required to nstall a comprehexnsive guidance program. Un-
fortunately, some admimstrators who wish to make program changes stop after
the designing phase. They conciude, wrongly. that if directions for the desired
changes are clear, the desired changes will occur. We believe, however, that
for the desired changes to occur, those changes need to be planned. Planning
how you will make the transiuon to a comprehensive guidance program is vital

In addition, careful planning is required because of the complexity of actually
implementing the program. Although some implementation tasks are completed at
the distnct level, much of the actual program implementation occurs at the building
level. Thus, two levels of planning are required. planning for district level as well
as for building level implementation. As these two levels of planning occur, re-
member that they nteract. Some building changes cannot be made without district
changes occurming first. Also, some district changes cannot be made without building
level mnatives preceding them. In general, the district imtates pohcy changes that
building personnel can implement. Sometimes, however, building level tryouts of
new activities and procedures are required before district policies can be established

Chapter 6 describes 1n detail four steps involved in plinning the transition to a
comprehensive guidance program.

Step 1: Specify cnanges;

Step 2: Plan your program improvements,

Step 3: Begin building-level program improvement efforts; and
Step 4: Expand your leadership base.

149
157




E

O

RIC

Aruitoxt provided by Eic:

150  PLANNING 1HL TRANSITION TO A COMPREHLNSIVE GUIDANCE PROGRAM

Step | involves making decisions about the specific changes that are required.
The desired program description (chapter 5) serves as a template to lay over the
top of your current program so that similanties and differences can be seen.
What should be adopted directly from the comprehensive program model? What
current activities should be mamtained? What components of the program model
not prescatly available need to be created to fill gaps in the current program?
Your answers to these questions will provide the information you need to plan
your program improvements in step 2 If you are working in a large school
district, you will need to make plans to implement the prograr at the building
as well as the district level, thus, step 3 details developing plans for building-
level program improvement. In step 4. if you are the director of the program,
we encourage you to expand your leadership base to include, 1n a _mall system,
all the counselors, or in a larger system, more of the counselor leaders. As you
prepare for implementatiun, the more **grass roots"' leaders you have available,
the more effective your transition will be. You also will have the benefit of their
advice and counsel in making the transition you are planning workable in this
phase of remodeling and revitahizing your guidance program.

Step 1: Specify Changes

The first step in planning the transition to a comprehensive program entails
specifying the needed changes To wo this you will need to compare and contrast
your current program with the program you desire. establish goals for change,
and rdentify ways to bring the changes about When you have completed this
step. you will have specified the changes that are wanted and will be ready to
begin the process of making or helping others make the required changes

Compare and Contrast Your Current Program With Your
Desired Program

Having studied you. urrent program and having established a design tor the
program ;ou want, you have the information you need to compare and contrast
the two The goal 1s to identify places where the programs overlap, but, even
more 1important, where there are gaps that may need to be filled. You will also
identify some places where the design of the current program goes beyond the
design that 15 desired  You will be asking and answering the question. Is there
a discrepancy between what you want your guidance program to accomplish and
what your guidance program 1s accomplishing currently?

We advise you to conduct this discrepancy analysis from your data for both
the current program and the desired program If you have followed our sugges-
tions n chapter 4, you have information about student competencies, about
resource allocation (particulatl, the appropriation of counselors’ time and tal-
ents), about the makeup of the prugram components and the balance of rescurces
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applied to them. and about the clients served Careful analysis of this information
provides you the data you need to specify needed changes

Northside Independent School District used this process. Here 1s what was
done Some of the data gathered regarding the design of its current program
were displayed in chapter 4 (see Figure 4-6) Similar information was presented
from the design for the desired program in chapter 5 (see Figure 5-2). In Figure
6-1 these data are presented side by side The information 1s presented n terms
of percentages of counselors” time that 1s.should be spent 1n delivery of the four
program components.

In terms of the program components, the discrepancy analysts between what
is and what should be yielded the following information:

Compares favorably (appropnate amount of time spent).
Individual planning: middle. high
Responsive services: elementary. high
Gaps (too little ime spent):
Guidance curriculum: elementary, middle, high
Spillovers (too much time spent):
Individual planmng: elementary
Responsive services: middle
System support: clementary, middle, h:*h

Figure 6-1

Northside independent School District
Appropriation of Counselors’ Time: Percentage/Program

Component
Current Desired

Guidance curriculum

Elementary 7 40

Middle 8 30

High 5 25
Individual planning

Elementary 37 25

Middle 29 30

High 27 30
Responsive services

Elementary 28 25

Middle K 25

High 28 30
System support

Elementary 20 10

Middle 32 15

High 40 15
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In addition t analyzing the hard data collected 1n the current program as-
sessment. an analysis of the more subject e data gathered 1s useful too. In
gathering the perce” aons of the current progran:, some themes probably emerged.
Having now agreed upon what is wanted from your desired program, other
people’s opintons about what was good and what was mussing from the current
program will give you more information upon which to base your decistons for
change The subjective information regarding outcomes sought. clients served,
and resources used also needs to be analyzed as to how your current program
compares and contrasts with the desired program. It 15 useful to categorize your
analysis in the same manner as you did your analysts of hard data. “*compares
favorably.” **gaps.”” and “*spillovers."" For example, 1t might be that most
people surveyed felt that the high school zuidance program served the college-
bound students adequately. did not serve the average™ students sufficiently,
and tnvested too much time 1n serving ir,, . 1al students with difficult personal
problems, the first 15 a subjectively stated favorable comparison, the second
identifies a gap. and the third, a spillover from the desired design.

You also need to study the degree of congruence between your objective and
subjective data in relationship to the improv=d program you envision. The tdeal
ts for the hard data and subjective data to be as congruent as possible and tor
your current and desired programs to match for each component of the progiam,
the chents served. counselors’ functions, and so on. If your objective and sub-
Jective data are congruent but the two designs do not match, you have descriptive
tnformation from the subjective data upon which to base your recommendations
for change For ¢ ample. 1f your objec ive data tell you that counselors spend
too much tume 1 sy *em support and the program’s users fee! vhat the counselors
function too much Iike lerks., you have d rationale to support the recommendation
to decrease the time spent in the system support component. If your objective
data and subjective data are not congruent bu. the two program designs match,
you have identified a need for public relations efforts. For example. 1f your
vounselors are spending an appropriate amount of time responding to students
with persondl problems but yout consumers do not percerve this, you know you
need to educate your consumers At the same time. the subjective data mght
alert vou to the reahity that the counselors are, tor example, responding to students
with personal problems on & one-to-one basts, but that more group work 1s
desirable so that more students with probiems could be served

It your objective data and subjective data are not congruent in an area where
the current and desired programs do not match, then the decisions you make
depend on whether the subjective data represent o favorable o1 unfavorable
opinion and on whether the mistiiatch 1n program design 1s a gap or an overflow.
If the subjective data abont the current program are tavorable. our advice 15 (o
leave well enough alone Ll you have begun to implement your desired program.
If the subjective data represent the opinton thai you are not doing something that
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in fact takes & disproportion..c amount of time, you need to educate the opinion
holders before you can implement needed changes For e <ample, if high school
principals think high school counselors are not spending ¢nough time changing
schedules and your current assessment data tell you they are, you need to help
principals know about the disproportionate investment of valuable talent in an
activity that does not use counselors’ education and talents to effect appropriate
changs ». That 1s, the principals need assistance to see the problem. Counselors
shoulu present these data to their principals because they have examples and
anecdotes to share that will put life and meaning into the data.

'dentifying, quantitatin ely or subjectively, the places where your current pro-
gran, compares favorably with the desired program tells you and the staff what
is nght with the current program. That provides a morale broster for the staff,
who are by now probably quite anxious about ongoing or proposed changes. it
also provides you with a good foundation upon which to build.

Identifying gaps 1n the design of your current program vis-a-vis the desired
program points to two kinds of changes that may nced to be made. The gaps
either mean you are simply not doing enough of what 1s desired or not doing it
at all. For example, n the Northside discrepancy analysis, there was a 20% gap
1n the use of the guidance curnculum component at the high school level, a 22%
gap at the middle school level, and a 33% gap at the elementary school level.
Thus, a change recommendation was to augment the current guidance curriculum
efforts. In the same district’s study of counselors’ use of their special knowledge
and skills. 1t was leamed that no time was spent by middle school counselors
at most schools 1n carcer gmdance activities Thus career guidance activities
nught be a new dimension to be added to the program at those middle schools.
Identifying where the design of your current program goes beyond that of the
desired program also points to two kinds of potential changes. You may be doing
w00 much of what 15 desirable, or you may be doing something that is seen as
inapp1opnate for the guidance program or 4 waste of counse;ors’ time and talent
For example. in the Northside analysis—as 1n that of most schools and districts
with which we have worked—much more iime than was considered desirable
wds being spent n support of other programs (one part of the system support
component) For others to 1 ally understand what this means, you may need to
go beyond the current ay essment data and gather more specific data to help
bring the re il problems and 1ssues into focus In Northside another survey was
conducted 1n adition to the current assessment to further specify what system
support tasks counselors actually were doing In the analysis of that data it was
found that whereds sume tash- were appropriate for counselors —test result inter
pretation, behavioral obsery.aons of students being considered for special ed-
ucation referral-—they were absorbing too much time Other tasks, however,
were inappropriate for counselors —counting test booklets. making logstical
arrangements for anaual admission, review. and dismissal committee meetings
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for special education students Thus, recommendations regarding the first set of
tasks involved ideas for streamlining the counselors’ involvement (keeping them
involved but reducing time spent), recommendations regarding the second set
involved displacement. Specific strategies for augmenting, adding, streamlining,
and displacement will be discussed in chapter 7.

Establish Goals for Change

Having clearly identified discrepancies between the current program and the
desired program, you are ready to draw conclusions. This entails studying each
set of discrepancy data and identifying the gaps and spillovers. The following
conclusions from the Northside study were drawn from contrasting current and
desired program designs:

Program Design

® Too little time is spent in curriculum at all three levels.

® Toc much time is spent in individual planning at elementary level.

® Too much time is spent in responsive services at the middle school level.
@ Too much time is spent in system support at all three levels.

The guidance program leader develops the list of conclusions. This list needs
to be presented to the steering and the school-community advisory commuttees,
the counselors, and other administrators to enablc them to see the spe. ,fic prob-
lems that need to be addressed It 1s from this list of conclusions that recom-
mendations for change are drawn.

Recommendations for change are restatements of the data-based conclusions
into "'should’’ statements Related to the example avove, recommendations for
change from Northside are presented in Figure 6-2

Another step 1n the process is to assign priorities to the recommendations.
Some school districts with whom we have worked have chosen 10 do this by
identifying changes that **need" to be made and those that they **want’* to make.
Whether you choose to state them as needs and wnts or whether you list all of
them n order of priority is up to you Because the process we have outlined
generates rather lengthy lists of recommendations for change. listing <hanges 1n
prionty order makes the list more manageable

Identify Ways to Effect the Changes

Now that the issues have been identified through discrepancy analysis and
explicit recommendations for changes have been made, all staff and others
mvolved in the program desclopment effort need to identify ways to sttain the
reccommendations and to make the changes. We recommend that those in-
volved—the steertng comn.ittee, the school-commumty ads 150ry conimittee, the
counselors, the administrators, and other staff—brainstorm ways to make the

ERIC

]RO

[




PLANNING THE TRANSITION TO A COMPREHENSIVE GUIDANCE PROGRAM 155

Figure 6-2
Guidance Program Change Goals

In order to attain the desired comprehensive, balanced gutdance program for
Northside ISD, itis recommended that counselors and administrators work together
to:

at the elementary level:
® increase the time spent by counselors in curriculum
e decrease the time spent by counselors in individual planning
¢ decrease the time spent by counselors in system support

at the middle school level:
® increase the time spent by counselors in curricufum
® decrease the time spent by counselors in responsive services
¢ decrease the time spent by counselors in system support

at the hich school level:
® increase the time spent by counselors in curriculum
® decrease the time spent by counselors tn system support

changes. 1t 1s best to involve everyone who will be affected by the c..anges. this
process allows them to sense the feasibility of the changes and sets their thoughts
1n motion as to how recommendations might be carried out.

The steering comnuttee should be the first to do this—preferably at the same
meeting where the recommendations for the changes are developed—as a reality
check. It allows committee members to consider whether the recommendations
they are makiag are teasible. The steering con.mattee also ought to help design
the process for presentir.g the change recommendations and soliciting 1deas about
uow to make the changes from the appropriate staff If your building 'system 15
large enough, 1t is advisable to use the steering committee members to conduct
the brainstorming meetings with the rest of the staff These meztings ought to
include enough people so that true brainstorming can occur, that 1s, thac many
1deas can be thrown onto the table for further consideration.

In the case ot Northside, the counselors and administrators from the steening
comnuttee conducted meetings with each of the thiee different principal groups.
clementary, middle, and high school. The counselers conducted the meetings
w th the other counselors Each group was presented witi the discrepancy 1n-
foo. conrelevant to their vwn level and were guided through the brainstorming
process for cach discrepancy and resultant recommendation. They responded to
the question. ‘‘How could this be 1ione?"* For example. How could counselors
spend more time in the guidarce currculum component? How could they spend
less time in the system support component? The 1deas gererated for increasing
high school guidance sraff time spent in gwdance curnculum are provided 1n
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Figure 6-3 Complete lists of idas generated in the Northside meetings on these
tv 0 topies for each of the school levels are incluaed in Appenuix E.

The data from separate muetings such as these can then be aggregated and
presented to the steermg or «chool-commumity advisory comnuttee to do the
second half of the bramstorming process — applying judgments to the mynad
suggestions The committee. then. draws from these 1deas to develop the hist of
items that need to te done 10 bring about the desired changes. The groups who
bramstormed the suggestions need w© see the notes from their various meetings
so that they hnow their ideas were heard and are being considered. These lists
also are useful 1n the future when specific changes are being implemented

Thus. as you conclude ths step. you have a clear and concrete prcture of how
your current program necds to change You have formulated recommendations
for the changes you are getting ready to implement, so that you will know you
have achieved what you want when you get there And. you have begun to
entify ways to effect the desired changes You are now read, to plan your
program impro. 2ments

Figure 6-3
Northside Independent School District

Results of Brainstorming Ways to Reduce Discrepancies between
the Current and the Desired Guidance Program

STEERING COMMITTEE IDEAS
High School Leve/
To increase time spent In cursiculum
® work with groups (vs indwiduals) tc disseminate information, e g, junior
and senior credit checks. test score interpretation
® become inve'ved with clubs, organizations, and other extracurnicular activ-
ities. through assignment if necessary
® |ncrease tire spent In group activities
® set yea.ly calendar that will facilitate counselur s keeping on task for group
activities
® get into the classroom—be a visible part of the educational team

All Levels
To increase time spent 'n curriculum
® define program expectations. monitor implementation
® develop curriculum resources
® provide staif development for counselors
¢ communicate program to and enlist support of administration and faculty
® design systematic delivery system (calendar, imeiire, individual vs, group)
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Figure 6-3, continued

HIGH SCHOOL PRINCIPALS’ IDEAS
To increase time spent in curriculum—
times to conduct curniculum activities

advisones

4th penod study hall

on-campus suspension class

coverage for teachers at conventions

club schecule

dentify ard work with ciasses that have needs. e g . lower level academic
classes

different methods of assiguing counselors to case load job responsibilities
prionity. students on campus now. not ior their future

inservice for teachers on such topics as behavior management. listening
skills

planned for the year consistent

calendar

HIGH SCHOOL COUNSELORS IDEAS
To increase time spent in curriculum

group guidance to teach dec:sion-making skills, self-esteem

do away with parent notes on schedule changes

more inservice with teachers. e g . with freshmen teachers to heip freshmen
become successtully involved n sciooi

more time in Sth-grade advisories

freshmen advisory guidance in the first month of schooi. onentation to higi
school. study skilis. attendance. 4-year plan revision. involvement

9th graders onentation to Career Center

more time interpreting OVIS

need facilities to do group guidance

more use of advisory to have small groups with alt students

"brown bag” sessions

make offictal ime for counselors t0 go Into claszrooms. ideas restructure
school day periodically, more faculty involvement with credits, clubs, etc.
Principais verbal suppon, sell ideas to key teachers or departmert heads
counselors need planning time

priories. feeling good about themselves, decision-making and study skills

Step 2: Plan Your Program Improvements

A. the district level, the steering commuttee or the school-commumty advisory
committee and the guidance program leader should devise a master plan of action
for accomnlishing the district-level tasks. A hist of ““tasks todo"’ can be developed
from the suggestions resulting from the brainstorming s2ssions previously de-
scnibed Then an actior, plan for accomphshing these recommendations needs to
be wntten
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List What Needs to be Done to Implement Changes

From the various lists of idews generated 1n thz discrepancy analysis of the
current and desired programs, the guidance program leader and the steering or
schiool-community advisory commuttee needs to develop a list of **things to do™
to facilitate the implementation of the comprehensive guidance program. The
list should be an action-onented hst. not a list of vague wishes. and the actions
should be feasible.

The list may be rather long. Districts we have worked with have generated a
range of 25 to 40 stems that needed to be done before complete implementation
could become areality This does not mean that ail tasks have to be accomplished
before some changes can be made. but 1t does mean that poiicymakers have to
be realistic about their expectations for the new program implementation. A
parual hst of such actions from Northside. to heip you envision what 1t might
take. 1s included in Figure 6-4.

As you can see. these are major tasks to accomphish  Also by scanning the
list. you can see that there are categories of items. for example. those that relate
to staff development. to resource development. and to product development.
Gther categories might be those that relate to policy development and program
development. To ensure the completeness of your list. you may want to group
the list by the ategones of resources used 1n the onginal program assessment.
human resources talent. time. ratio. assignments. financial resources. budget.
matenals. equipment. facilities. political resources. policy . identification of pro-
gram supporters Grouping by categories will help you and the steering comnuttee
make the next set of decisions. What to do first

De clop Your Master Plan

Needless to say. all of these ““to do™" activities cannot begin at once  Some
depend on the accomplishment of others Thus. the next step s to list the “'to
de™ uctivtties 1n the chronological order in which they are to be done. Chronology
1~ guided by consideration of whether certain tasks are prerequisite to other tasks.
Consider whether tasks are developmental or expenimental, and whether they
are feasible to do at this ime or if they might be difficult 1> accomplish. If they
are tied to other. larger processes—such as district budget development—they
must be done at times relevant to those processes A part of the Northside **Master
Plan™ 1y displayed in Figure 6-5 The first four items were related to the
developrrent of the district’s budget for the next fiscal year and were also of top
priority The budget is submitted for consideration by the supenntendent by May
1. thus the research work needed to be done in March and April. The Framew ork
obvioussy needed to be finished before st could be presented to the board of
education, the board needed to appiove the progran. description before 1t could
be presented to the counselors with authority
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Figure 6-4

Recommended “To Do’s” To Accomplish the Comprehensive

Gu nance Program

Develop guidance prograr: component guides;

Develop system for assis ting iocal campuses to design their
guidance programs;

Establish communication mechanisins;

Design relevant counselor staff development program;

Design relevant counselor evaluation system;

Provide program development time for counselors;

Establish campus departmental budgets for guidance department;

Assess costs associated with impiementation of program and
develop an appropnate budget (district);

Review and make recommendations to ensure adequacy of
guidance facilities;

Modify counselor staffing formulas as recommended:;

Hire technical assistants at secondary schools;

Review and recommend extended contracts for counselors;

Establish paiameters for counselor access to students,

Develop a public relations plan,

Explore use of other-than-local funding sources; and

Develop job descriptions for guidance department clerical staff

Figure 6-5

Master Plan for Impleine:itation of NISD’s Comprehensive
Guidance Program
(In chronological/priority order)

Task Deadline
Make recommendations regarding extended contracts 325,85
Make recommendations regarding counselors’ preference

lowered caseload v. technical assistant 328/85
Make recommendations regarding pnorities for impiementing

lowered caseioads: elementary, middle, high 328,85
Send memos to principals regarding campus guidance

departiment budgets 4585
Develop counselors’ position guides for inclusion in Framework 51.85
Complete Framework, prepare for board presentation 6185
Plan Guide development process 5185

Seek approval/funding 51585

Conduct leadership training 63085
Develop recommendations for minimum standards for facilities

equipment for principals 8/1.85
Plan/implement inservice sessions for counselors on minimum

expectations (Framework) 8:30/85

Q “h A
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Plans of action to accomplish the major tasks also might need to be developed
to faciliate the efficiency of thuse responsible A plan ot action includes several
parts identitication of the tasks to be done, the order 1n which they must be
done, the personts) tu do them, the time for accomphshing them. and a statement
of how you will know they have been done—idenufication of the end-product
or result _sing one example from the Northside **Master Plan.”" a sample plan
of acuon format 1s presented 1n Figure 6-6

Whatever format you use, you need to specify what needs to be dene 1n what
order and by whom If you are the guidance program leader, this gives you your
job-related mend 1, for continuing the project you have been working on You
dalso have toidenufy the areas where the menbers of the steering commuttee «an
help you and where you and the counselors are on vour own

Step 3: Begin Building-Level Program Improvement Efforts

Atthes point the gurdance program improvement project becomes a two-tiered
one Up to now you have been working from the frame of reference ot the school
system Building-level counselors and admunistrators have been involved more
or less on g voluntary basis, except for responding to the project’s data-gathening
needs 1f you have toliowed our advice, many of the counselors and some
administrators have been in~olved 1n the work groups Those counselors who
cavison the new prozram as the wave of the future or the answer to their dreams

ave probably already experimented with new acuvines

When the statement ot the district’s munimum expectations for the guidance
program 1s adopted, responsidility shifts to the Tocal school buildings 1n the
distriet, their programs must be changed to meet these minimum expectations
or go beyond them What you should have been saving 1o the building-level
counselors and admimistrators all along, as they raised the usual concerns re-
garding district mandates., s that there will be room for tailoring the desired
program to local community needs 1t at this ume that that statement becomes
the challenge The counselortss and administrator(s) in each building must rede-
sign their program to better align it with the district program and also to ensure
meeting their students” and local commumities” highest prionity needs

Assist Building Staff to Prepare for Change

H you are the guidance program feader, yvou will need to assist the staff as
they tace this challe v o They need help w intemalize the desired comprehensive
guidanee program as described  They need to be famuliar with the planming
model they will be ashed to follow  They need 10 assess their current program
relative to the district model and to identify local needs and establish priontes
for meeting those needs Finally, they necd to design the desired program for
the building based on the desired district model Sound familiar? It is the same
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Figure 6-6
Pian of Action
Person Date to be Resources
Major Task Enabling Tasks Responsible Completed Needed Comment
Make recommenda- |1) Develop question- | 1) Director of guid- | 1) March 1 None additional
tions regarding naire ance
extended con-
tracts
2) “Train” steenng 2) Director of guid- }2) March 5
committee counse- ance
lors and pnncipals
to conduct survey
with cnslrs/prins us-
ing questionnaire
3) Place on meeting 3) Steering commit- {3) March 5

agendas

4) Make presentation;
conduct surveys

5

—

Tally results by
school level (Elem;
MS, HS)

6) Prepare report and
make recommenda-
tions

tee, Principals, &
Counselors

4) Steering commit-
tee. Principals, &
Counselors

5) Director of guid-
ance

4) March 6-13

5) March 20

6) Director of guid-
ance

6) March 25
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process you have just been through at the distnict level The basic difference is
in the level of specificity, and of course. that difference depends on the size of
the district

At wie campus level, cach counselor needs to begin to think in personal terms,
saying "1 spend X hours a week in counsehing.” **/ spend X hours a week in
clerical tasks.”" and so on. “"At the bwlding level, the 20 siudents who are
contemplatng swicide and need responsive services are somewhere 1n these
hallways * ""At the bwilding level. f a gmdance activity 1s selected for third
graders. [ am the one who will or will not implement 1t ** There is no longer
room for ““That's a good 1dea—fir someone else’ kind of thinking Each
counselor needs to become an nstrument of change

Understand the Desired Program Design and Description

it has probably taken you some time to reach this pont—up to a year or
more— so the counselors have had time to understand the concept of the com-
prehensive program and to know about the major impending changes—such as
developmental guidance. small group counseling. and more emphasis on career
development  The proper balunce for the district program has been decided
Now, each counselor needs fully to understand the new program structure

We recommend that. after « formal presentation and the distnbution of the
written comprehensive program description. small group discussions be held
with the counselors to Janify any misconceptions, correct misinformation, and
ensure as much as possible not oaly that they have read it. but also understood
it. The most logical small groups should be used—a building staff, a cluster of
elementary counselors, and so on By *small groups’* we mean 5 to 10 The
gdance program leader needs to be present at as many of these discussions as
feastble. because the shifung of focus to the building level in anticipation of
moving from planning o implementation represents a milestone in the project

The stratcgy mentioned in chapter 5 and used 1n Northude nvolved the use
of 4 ““discussion agenda ~* The director of gwidance developed a form that
identified key topics and issues addressed in the comprehensive gurdance program
guide Head couns. s were assigned to discuss the agenda with their staffs
The director explained the issue points and the rationale behind the choices
made The counselors were given 2 weeks to read the guide, write respomses to
the discussion agenda. and discuss these items in building staff meetings Each
head counselor wrote a summary of the building discussion. when the directo.
came to the next staft meeting, those items became the focal point of the dis-
cussion The director also collected the completed forms because several topic,
surfaced that needed to be addressed further The summary information v .
disctssed with all head counselors at one of their meetings By the end ot this
process the counselors vould legitimately be expected to know the district gmde-
lines for the comprehensive gmdance program
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As a final step. the counselors were ashed to conduct a meeting with their
butlding administrators to summarize the program description and to suggest
what it night mean to the vuilding program Because the principals had already
been made aware of the document by the director, this was the opportunity to
enlist the buillding administrators™ suppont for the development of the building
plan

Understand the Planning Model

The responsibility for developing the building plan belongs to the building
staff. It 1s therefore impurtant to ensure that bullding counselors understand the
planning process and to establish mechanisms to facihtate it. At this point, we
suggest that the counselors be educated about the steps 1n the planning process
that you would hike them to use. Again. depending on the size of the district,
the planning model may not need much elucidation 1if most counselors have been
imvolved 1n the development of the district plan, but if the disinet 15 large, at
least one round of mservice education about the planming process may be re-
quired Figure 6-7 displays the comprehensive planning model used by North-
side

In addition to benefiting from the experiences of the district as a whole, the
butlding staffs have the benefit ot the district’s theoretical base as written 1n the
rationale, assumptions, and defimtion The district program description also
pourtrays the model for the program structure and hsts student competencies to
be addressed in the program Thus. the challenge to the building-level staff :s
tu study how their current program compares and contrasts with the district’s
destred program, and to asses s the aceds of their students aid the locdal community
in terms of the broad parameters established for the district program

We also recommend that ing budding counseling statt lead the guidance pro-
gram development eftort, but that they involve others as well Representatives
from the taculty, the student budy, parents, the administration, and any other
group of “sigmficant others’ should be involved If you have a school-com-
menity advisory committee, use it In tact, wo recomm d that the advisory
comimnittce continue functioning ¢ven after you have achicved the changes you
are working for in order to g .¢ you continued advice and counsel We beheve
that ¢ program always benefits trom advice and counsel from its constituents or
collaboraturs, but remember that the guidance staff aud appropriate admimstrators
need to remain the decision makers of the implementation and management of
the guidance program

Begin Planning by Assessing Current Program Status

The ““current status”” study ot the building program consists of the same steps
needed 1n the district study  These were fully described in chapter 4 Most likely.
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Figure 6-7

Guidance Department
Northside independent Schoo! District
Buliding Planning Process

The purpose of the local ptanning effort is to provide a comprehensive and
balanced nrogram that 1s

® consistent with the district's minimum expectations;
® talored to meet local needs; anc
® such that principals and counselors can be held accountable for it.

The Building Comprehensive Guidance Program Plan 1s developed as a result
of an assessment of local student, school, and community eeds and an
assessment of resources available to the building. The plan portrays how the
resources will be applied to meet the prionity needs of the program’s clients’
goals and how the effectiveness of the program will be evaluated.

The 12-step process Is outlined below * The forms for reporting the plan are
provided by the district.

Phase |- Planning

Step 1 State the theoretical basis of the program The district has
expressed the philosophy of the program In the Framework. A
campus may choose to augment the statement to reflect the
campus philosophy.

Step 2 Specify the program development model. The district's "Guidance
Program Development Project” and the “Building Planning
Process” outlined herein reflect the model. The program Is to be
developed through the ongoing process of planning, designing,
implementation, and evaluation.

Step 3 Assess the needs for assistance in achieving the outcomes desired
for the students, teachers, staff, and parents as a result of
program efforts The desired student outcomes provide the basis
for the needs assessment. The desired student outcomes are
hsted in the district's program Framework.

Step 4 Assess the resources available for use in guidance program
implementation. Resources include the time, knowledge, and
skills of the counselors and other guidance program and
community personnel, as well as the activities and strategies
used n the program components, materials, equipment, facilities.
budget, and so on.

Step 5 Establish program goals The goals state in general term.; how the
program resources wili be applied in assisting students, teaching
staff, an 1 parents achieve the outcomes tdentified as most
needed and most desired.
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Figure 6-7, continuad

Phase II- Designing

Step 6: Specify student and ot.  client performance objectives. The
objectives state specifically who will behave differently and how
as a result of the program efforts. Client performance objectives
are specified for each program component and by grade level.

Step 7. Select program strategies. There are a variety of strategies that can
be used to assist clients in meeting the performance objectives.
In this step specif'c activiies are selected for implementation and
the yearly calendar for activity implementation 1s set. Required
and suggested act'vities for each component are descnbed In the
program component Guides

Phase IlI- Implementation

Step 8 Develop a plan of action for mplementing the program strategies
The tasks required to effect each strategy are detailed and
assigned

Step 9 Develop staff If new or renewed knowledge or skills are needed to
ensure effective implementation of the program strategies, they
are attended to prior tosat this ime. Staff development Is a
responsibility shared by the individual, the campus, and the
district. If an individual needs professional development, he or
she should pursue it If several individuals on a campus or a
numboer of iIndividuals In the district need similar knowledge or
skill development, the campus or the district, respectively, should
provide the staff development opportunities.

Step 1~ Implement the program strategies and monitor therr effectiveness
Formative evaluation techniques are suggested in the program
component Guides.

Phase IV " raluation

Step 11 Conduct formative and summative evaluation Based on the
evaluations of the strategies implemented, the campus guidance
department assesses Its cffectiveness in accomplishing the goals
established in Step 5 and its overall success in assisting cients
reach the needed and desired outcomes identified in Step 3.

Step 12 Communicate evaluation results to campus and distnct
administration and others as approprate. These results form the
basis for the next year's program plan as well.

“These stefas are an adaptation of a program developrent model published by the Amencan
Institute for Research, Palo Alto, CA (1878)
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the building data are available from the original assessment. so =t this time the
tash 15 not to collect the data, but to study them in light of the now-established
desired program design Building guidance staft members should be cogmzant
of their currently available resources and how they are used  You will recall that
we discussed three Kinds of resources human, financial. and poliucal, Human
resources included not only the number of guidance pre  am statt, bur also the
specialized talents of each, their case loads, assignments, and time available as
well as the appropriation of that time to the varrous tunctions and activities of
the program Financial resources included budget. materials, equipment, and
facthties Politieal resources included policy support as well as support by in-
dividuals within the system <. ' the community

stthis point. the guidance activities conducted in the current building program
need v be arranged according to the comprehensive guidance program com-
punents, and the competencies that they assist students to attwin need 10 be
spectticd A listing of cients the building program serves needs to be made. not
by names of speaitic individuals, but by categories and by numbers., for example,
1t1s mmportant to know how many or what percentage of students in the burlding
recerve Upreventive” on remedial™ assistance. how many or what percentage
of taculty recerse consultation services, how many parents have sought consul-
tauon or reterral services, and so on Every bit of concrete data that can be
gathered regarding the current program needs to be assembled. so that as the
building statt develops its plan tor change, 1t s grounded solidly in reality. A
premise here 1 that the design ot the current guidance program had emerged n
response to the most immiedidt: and most visible student. teacher, and parent
needs Thus the current progran: provides an “informal ™™ assessment of these
needs from these perspectives

Assess Perceived Student and Community Needs

Avens Pacenved Student Needs  Some prograa planners do this task before
any other step in the planning process Although this assessinent can be done
first. we do not believe the results will be as usetul as those of one done during
this phase of the program improvement process A major reason we recommend
warting until this phase 15 that 1t 15 not until now that you have enufied the
student competencies for your program And, in the type of assessment we are
proposing. student competenty statements become. 1n effect, the needs assess-
ment items In tact, this part of the designing process could just as well be called
an inventory of student competencies-—an iventory of where students are 1n
competency development and where they would like to be in their competency
acquisition

Toliustrate how the competencies you have chosait van be convested to needs
asscssment items, examples are provided in Figure 6-8 From the competencies

-\
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Figure 6-8
Competencies as Needs Assessment items
First grade
Competency: Studants will descnbe how exercise and
nutrition affect their mental heaith.
Needs assessment: I can tell how exercise and eating habits make
a difference in how | think, act, and .ael.
Eighth grade
Competency. Students will analyze effective family relations,
their importance, and how they are formed.
Needs assessment. I can iell why good family relations are

important and how they are formed.
Eleventh grade

Competency Students will evaluate the need for flexibility in
their rotes and In their choices.
Needs assessment I can explain the need for flexibility in my roles

and in my choices.

presented in chapter 3, we selected one competency {rom grade 1, one from
grade 8, and one from grade 11.

The actual assessment can be done using a card sort approach or a questionnaire
format. The card-sort approach provides direct interaction with students, but 1t
takes more time to administcr and score  The guestionnaire format 15 easier to
admmuster and score, but it does not provide the direct contact with students
some may desire To show you what a needs assessment questionnair. using
converted competencies looks Itke, we chose a section of one used for grades
10, 11, and 12. (See Figure 6-9). The section of the quesaonnaire we chose is
on life-career planning competencies.

It 1s common to describe needs assessment as a way of determining the
discrepancy between what exists and what 15 desired. If this practice 1s observed
ngidly, on.y contemporary needs will be recognized, and the needs of the past,
or those that already have been met, may be overlooked. When asked to respond
to a needs statement, individuals would be justified in asking whether it makes
a difference if the statement represents a need they feel 15 important but is being
satisfied, or if 1t 15 a statement that represents an unmet need For program
planning, 1t 15 1mportant to know the =::ds that are being met as well as the
needs that deserve additional attention.

An additinal means for considering met needs 15 to review the needs being
met mn the current program. It is likely that current program activities grew out
of a pnor nformal or formal needs assessment. If students’ evalu. Lons of these
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Figure 6-9
Life Career Planning

To fill 0. this questionnaire, students were asked to complete the following steps.

Step 1

Step 2

Read each sentence carefully Each one gescribes things students
are able to do in order to demonstrate learning in that particular
area.
Now make a decrston. Are you able to do what the sentence de-
scribes”™ Are you not able to do what the sentence describes?
Fil n the crrcle that shows what you think.

‘f you think you are able to do what the sentence descans -

filt In circle a @ ® ©
if you think you are not able to do what the sentence describes . .
fill n circle b @ 0|0

Choose the five sentences on each page that descnibe what you
would really be interested in learning to do Some of the statemer.ts
will really interest you and some will not In the second column
(circles are lettered c), fill in the circle for each of the five statements
that you feel you need to learn how to accomphsh.

For example, if you feel you would really be interested in learning
to analyze how characteristics and abilities develop, you would
mark as follows.

I CAN 1 describe and analyze how an individual’'s charactenstics

and abilities develop
OERONNG)

The statements below are about things you can do to show you are preparing
yourself for the future and are aol2 to make decisicns about what you want t¢ do
inyour: ‘e Review your instruction sheet carefully Then fill in the circie that shows
what ycu think about that statement

O

I CAN
1

2

evaluate the importance of having laws and

contracts to nrotect producers @ ®i0©

provide examples of decisions | have made based

on my attitudes and values @ ®'0©

analyze the decision-making process used by

others. @ ®| 06

distinguish between alternatives that involve varying

degrees of nisk. @ ®|0
. evaluate the importance of setting realistic goais and

working toward them @ ®|0

ERIC
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Figure 6-9, continued

6 uescribe my nghts and responsibilities as a
producer. @ ® |0
7 explain and analyze how values affect my decistons,
actions, and life styles ®@ ®|0©
8. identify decistons | have made and analy.2 how
they will affect my future decistons. ®@ ®|©
9. analyze the consequences of decisions others
make ® ® |06
10 expiain how my valuas, interests, an! capabilities
have changed and 2 changing. @ ® |0
11 speculate what my rnights and obhgations might be
as a preducer in the future ©)
12 summanze the importance of understanding iny
attitudes and values and how they affect my life @ ®
13 use the decision-making process when making a
decision @ ®
14 provide examples and evaluate my present abilty to
generate alternatives, gather information, and
assess the consequences in the decisions ! make @ ©) ©
15 assess my abiliy to achieve past goals and
integrate this knowledge for tr.e future @ ® l ©

activities 1ndicate that they arc valuable. then at ts g good assumption that they
are meeting a relatively important need.

The opportumity to respund to « relevant saimpling of needs 1s another impertant
point Simply stated. How can  need be identified 1f no onc preseats the
statement? Limited coverage. insigmificant choices, or redundancy may distort
a4 needs survey., We recommend that you develop your own needs assessment
survey from the list of competencies you have estabhshed However, because
some states (for e xample. Mistouri) have developed statewide needs assessment
surveys (Missount Department of Elementary and Secorndary Education, 1981).
check to se. if your state has one relev ant to your school district and communaty.

If your d rict 1s sinular to those with which we have worked. more needs
(competencies) will be dentsfied than the program resources can provide for,
thus, one purpose of a needs assessment 15 to determine prionties for needs
(competencies) Alsu, whereas there will be common needs (competencies) across
a school district, there also may oe differences as dictated by the needs of
particular buildings in a distr If you are uncasy about or mnexpenenced .n
developing such surveys. you may find 1t advantageous to use an adopt-adapt
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strategy. taat s selecting and modifying needs statements from existing in-
struments rather than constructing nev ones. Be <ure. however, 10 incluse a
needs statement for each competency for which your program 1s accepting re-
sponsibility

A final pomnt to keep :n nund 1 whose perceptions of students” needs should
be assessed The answer 18 those of anyone involved 1 the educational process,
ncluding those receiving caucation This includes students, educators. parents,
community inembers, employers, and graduates

Students This group should recenve top priorty in any needs assessment Who
knows more about students than students’ Students can tell you what they need
@ a group and a5 individuals They will also let you hnow whether or not the
current program 1s meeting their needs

Educators: Assessang this group will give you their perceptions of student needs as
well as perceptions of their own needs

Parents This group will help you Wentify what they feel their chilidren should learn
from school experiences Including them in the needs-assessment process offers
them an opportunity tor involvement planning the guidance program As a
result of their personal mnvolvement they may be more willing to offer their
support

Communn members Included 1n this group are indiv iduals who are not employers.
vt they support the school tinancially  Information from thys group may give 4
somewhat different perspective to the information gained from an assessment of
pdrents

Emplovers: Those who are responsible tor hiring graduates of your school system
or tor hinng students sull in school have deficite deas about the outcomes of
education they expect Incuding employers in the needs assessment process wall
give the school an opportunity to know what emiployers expect a+ well as offering
the employers a chance to know more about the guidance program

Graduates An assessment of this group can provide information about the effe -
tiveness of the guidance program tor those who are applying their shills in post-
high school pursints They can help identify areds that are of the most benefit as
well as areas that need strengthening

Because of ime and resource limitations, you may not be able to assess all
of these groups about student needs !f you must restrict the number of groups
to be assessed. students ard educators should recerve attention first by virtue »f
being the most immediately 1mvolved It may be that vou could assess students
and cducators the first year and members of the othe  groups during following
yeare lt1s mmportant however. that each of these groups be assessed at some
point 1n the periodic needs assessment process,

Assess Commumity Needs 1t 1s important to remember that although students
are the priniary chents of the guidance program, tiere are other chients whose
percetved nieeds must be sureyed as well Teachers. parents, adminis.cator,
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and other specialists are all lients 1n one way or another. Ideally. the suney
of their needs also should be related to the student competencies you are seching
to develop or enhance  An example would be to ash teachers to respond to items
1n terms of their needs for assisang students attain the desired competency. Using
the same examples as we did for the student needs assessment above. a sample
of teacher 1tems s presented 1n Figure 6-10.

It 1s 1mportant. also. to as ss staff needs “ ¢ system support activities. This
needs assessment can be focused 1n mo aays. You can assess your clients'
needs for system support for acuvines performed in the current program, or you
can assess their percenved needs for the proposed activiues of the desired program.
If the latter 1> your aim, this assessment cannot be done at the building level
untl after the desired program has been established. At this time, however, 1t
may be relevant to assess percenved needs for current acivities or those you are
thinking of doing—using the district’s suggested acuvities. If conducted in the
appropriate context—for exarnple. 1n conjunction with the assessment of student
needs—you will probably help build a powerful case for divesting the gudance
department of son ¢ of the typical quasi-admimstrative and clerical tasks. Staff
assessment will idenufy thew perceptions of the need for counselors to do such
‘asks as *“semor credit checks” or **bus duty supervision.™ You will also idenufy
tasks 10 be cisplaced or streamlined. such as recommend.ng swudents for above-

Figure 6-10
Teacher Needs Assessment
First Grade
Student Competency Students wilt descnbe how exercise and
nutrition affect their mental heaith.
Teacher Neec I need assistance in helping students learn to

tell how exercise and eating habits make a
difference in how they thirk. act, and feel.

Eighth Grade

Student Competancy Students wiil unalyze effective family relations,
their importance, and how they are formed.
Teacher Need 1 need assistance in helping students leam why

good family relations are important and how
they are formed.

Eleventh Grade

Student Competency Students will evalLate the need for flexibility in
their roles and in their choices.
Teacher Need I need assistance in helping students learn to

explain the need for flexibility in their roles and
in their choices.
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or below-average level course ofterings or coordinating the testing program.
Finally. you wili identity the topres that you need to adure .0 faculty and parent
workshops and consultation sessions

Articulate the Design of the Desired Buildin;; Program

Armed with the district”s model for a properly balanced and comprehensive
guidance program. with data r2garding your students’ and other clients’ needs,
and with concrete information about the desige of your current guidance program,
the building guidance staff. with the assistance of the building schuol-commumity
advisory commuttee. must now design their desired builéing guidance program
The desired design must be in wnting. for all the reasc... cxplained heretofore.
must be cleerly relevant to the community s nec v —both students™ and adults”—
and must be realistic in terms of the resources available to the building.

The building description of its desired program should include the same parts
as does the distrnict program descniption. There should oe a statement of the
rutionale for the building program, using local need, and demographic data that
support its unique design  The ussumprions should mirror the distniet’s philo-
sophical statem.nt, but in addition be localized to incorporate the philosophy of
the bulding and its surrounding community. The program defimition should
likewise nurror the district’s definition, but provide spec:fic detail for the desired
structure and balance of the program. The competencies students are to attain
as g result of participating 1n the school’s guidance program need to be listed.
A summany of the resources available to the building program needs to be
included. this incdudes the descniption of the guidance staff and their unique
talents and skills

Each of the components in the delivery system needs to be spelled out 1n
detail The section on the guidunce curricudim should include the student com-
petencies to be addressed in units and lessons taught at cach grade level and
should ieference the materials to be used. The building staff need to follow
Gelatt's steps for selecting activities described in chapter 7. The number of
guidance learning activities per grade Jevel should be specified How gurdance
lessons are infused unto other educational programs also needs to be described

Th activities and ~crces that compose the building’s mdn wdieal planming
component need to be specitied  The activities for each grade level as well as
the outcomes they address niced to be stated. The mat nigls used as well as other
resources available need to be referenced  The results 4 or students and the means
by which parents are involved also should he descnibed

The responsive servicos ante-up should detail the information gleaned frons
assessing students” needs tos special wosistance The number and topics of small
group counseling services as well as a description ot a counselor’s case load of
individuals should be provided The onsultation services end mechanisms used
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for reterraf sheuld be listed  Although this 1s perkaps the hardest component to
describe 1n advance. typicdl priont, tpics or _tudent needs can and should be
wenttfied. and the approximate number of students, parents, and teachers who
tpieally benefit from these umque services wan be provided These appraisals
help you antiapate the number of activities that will need 1o be offered. and the
amount f counselor time that will need 10 be provided v ensure adeguate
attention to these needs

The system suppert component needs to be speaitically wntien te clanfy what
the guidance department staff program dues t support other programs and to
flemize the support they need te ensure appiepriate delivery of their ow n program.
Suppurt to athier prograns should be listed by program— state the activity, and
briefly descnbe the counszlortsy” rolets) and respensibilities Support needed
from the building adnunistration and staff should iiclade sech items as pelicy
and procedural assistance. budget. equipment. and tacilities needs, support for
speuttic staff development opportunities, un 1 building pubhic relations activities.

An important consideration in wnting the description of the progra.n that 15
desired tor your building 1s the tormiat you will use to present the program  As
you have no doubt gleaned trom the discoussion above, the winte-up must be as
speeific as you can make it complete with the histing of matenials and other
resources you v il use .n program deliveny A committee of wounselors from the
various school levels of your district needs to be fornied o establish the format
10 be usad by all builldings Districts we have worked with have chosen different
torrmats It s important, however. that the format mahke sense 1o the counselors
and 1o othe s who will be reading and using the program design. It 15 also
essentidl that all buildings use the same formiat to be able to judge the guahity
of programs across the district and 1o 2nsure some consistency detoss the district
A tormat that was used to summarize program activities 15 presented in Figure
6 11 This formai served as o vehicle tor idenutying afl activities provided for
4 certain competency (shally, g specific set of student chients (grade leve!, de-
velopmentdl, preventive, remediahy, or tor & particular program component  The
counselors tound it a relatively casy and understandable vehwle for displaying
therr repertoire of activities

Once the program for a buidding has been wnitten. butlding counselors can
aork with their adnnnistration and faculty 0 show them what the guirdance
program tor their butlding s The appropriate roles tor the counselors can be
Jdaniticd Current activities can be judged as appropriate or ingppropnate for the
u o ol counselors” ime The counselor.student ratio van be evaluated, and 1if 1t
i~ not approprate, the principal can be enlisted in the struggle 1o improve «t
Where better procedures wre needed tor delivening system support activities, a
building team can be Charged to devdlop them  Having established what 1
desitable, building ~tatt can build guidance program budget reguests and renovate”

O
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Figure 6-11
Sample Format to Summarize Building-Level Program Activities

Buiiding Name-
COMPREH<NSIVE GUIDANCE PROGRAM
Identfication of Activties

STUDENT SKiLL GRADE LEVEL

Student Need Levei Deveiopmental Preventive Remedial
(Circle One)

System
(Circle One)
Responsive Service System Support
INTENDED OUTCOMES

PROGRAM ACTIVITIES & RESOURCES

|
Program Component Cuidance Cumcuium indvidual Planning

facilities. With a concretely drawn  sion i hand. the building staff. n ccllab-
oration with the distnct staff, can work together to specify and implement the
changes needed to attain the desired building programs.

With the development of the design for 2ach building’s desird program. the ‘
designing phase of the pr. gram redeveiopment efforts is fimshed You are ready
to make the transiton to program impiementation. Before we move on to sug-
ges*ions for making the transition to the new program. however, it 1s time to
conswler expanding the leadership base for the program development efforts. |

Step 4: Expand Your Leadership Base

If you are th~ distnct guidance program leader and are pproaching tmple-
mentation of a redesigned program. you will bene fit from expanding your lead-

182
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ership base atthis point: To> date, leadership has been provided by the counselors
on the steering or school-community advisory commuttee In addition, there are
other designated leaders of counselors —the build ng level head counselors, who
have nad some responsibility for the program 1mprosement efforts an.. who will
have much more responsibil:ty as you move into building program redesign.
Thus. at this junctre the ieadership base should be expanded in two ways.
Increase the number of program development leaders by dugmenting the number
of counselors mnvolved 1n program Jesclopment activities, and enhance the build-
ing leadership role of the head counselor In some cases. the program de:el-
opment leaders are hew ! coun 2lor-. but by estabhishing two different categornes
of leaders. some options are provided in selecting leaders for program devel-
opment Thus, the program development leaders are those who assist 1n imple-
menting the new program and new program acinities, they are the program
nosators: The head counselors are the managers of the program as implemented,
they are the program maimtainers

Regarding the selectin of leaders. the guidance program leader for the district
needs to be cognizant of the streagths and we. hnesses of tie d.wignated. formal
campus counseler leaders the head counselors. and needs to idenufy potentially
suzcessful program development peer leaders 1n order to build a strong leadersiip
team for program impler-=ntation  With both sets of leaders ““in hand.”" then.
the tasis each group will wo need to be specified Group members have to be
trained to do the tashs and must have opportunities to use their designated roles
The effets they make need to be recognized and remnforced

Head Counselors  In antiapation ot the positive leadership that will be
needed from them. the head counselors need  have their roles  anced and
supported  As nientioned above. the ficad counselors in each bu- «wig are prob-
ably already n place. so wdentitying them 18 not o challenge. whereas becoming
fam:har with their operational sty le may be  Also. it the guidance program leader
has the chance to participate in the selection of new head counselors. he or she
needs to work diligently and sKiilfuliy with the principals to ensure the selection
of someone who 1 aligned with the new program Jn our expenence, building
principals want someone whe will be loyal to them and to their school. but they
will leave the assessment of the 1ndividual candidates’ gudance and counsehing
expertise (o the guidance leader Principals also want sc meone who will provide
good leadership to the building progran, and who will work to mahe their butlding
program the ““best in the district

If you are the district guidance program leader and i you have not dlready
begun o0 assist the head counselors w play therr roles more fulls. you should
begin at this tme Many districts with which we have worked have not spelled
out the responsibiliies of the head counselor 1f your district does not have a
specific job drscription tor the head counselor. one needs o be developed If
you are staruing from scratch. you may want  consider the position guide
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developed in Northside school district and provided in Figure 6-12 We suggest,
however. that you begin the development of their job description with the head
counselors themselves By being ashed what they do that 15 unique to their role,
they not only develop an investment in the 1ob descrniption. but they begin thunking
of themselve+ as different from and ieaders of the campus staff. They need to
be identified us the on-campus - -vgram manag=rs and supervisors of the guidance
staff

Having specified head counselors’ responsibilities. you need to assist them to
develop the skills they need to carry them out. If they are not internalizing the
new progiam congcept. you need to help them do that. You can help them through
programmatic discussions 1n head counselor meetings ard by modeling for them
dunng building staff meetings. They. too. want to do the best job they can. and
<an benefit from a role model.

Given the lack of «pe..alized training for head counselors and the dirth of
literature on the subject. they probably need inservice educat 1 and tramming on
staff supenvision We will discuss this in more depth 1n chapter 8. but most head
counselors we have worked with have sought help in learming sach basic skills
as how to condudt effective meetings. how to provide constructsve criticism.
how to build a team. and how to help staff set appropnate goals.

1f the district s large enough. or if there are neighbonng distnicts schools with
which to cooperate. the head counselors enjoy providing a support system for
ca.h other. that 1. being a ““team’” of their own. Thr  provides them a support
group that senves to 2nhance their .rowth as building leaders They need to be
supperted ds they tny out new strategies and as they carry out the guidance

Figure 6-12
Head Counselor Position Guide
Title Head Counselur (Middle & High School)
Primary as a mernber of guidance department staff ifill
Functions the role of school counselor as descrnibed in the

position guides. as the leader of the guidance
department, effect the continuous improvement of
the guidance program and personnel

Major Job (1) implement the campus comprehensive guidance
Responsibiities and counseling program and specifically provide
services to meet the special needs of his/her
caseload (MS' 400, HS. 200);
(2) administer the campus guidance program,
(3) manage the guidance department staff,
(4) coninbut~ to the development of tre district’s
guidance prograim, policies, and procedures
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Key Dutes:

Orgarizational
Relationships

Performance
Standards:

Figure 6-12, continued

(1) implement the campus comprehensive
guidance and counseling program and specifically
previde services to meet the special needs of hist
her caseload: please refer to the appropriate level
position guide.

(2) administer the cempus guidance program: lead
the development and implementation of the campus
guidance program consistent with the district and
school goals and objectives; prepare request fcr
and utilize allocation of  “artment budget; conduct
campus guidance der ..nent meetings; represent
the guidance department to the administration and
to other department coordinators; suparvise the
maintenance of student records and cther guidance
department procedures.

(3) menage the guidance department staff
supervise the ¢~partment s\aff,  ..st the principal
and diractor of guidance in observations and
evaluations of staff; assist the principal in selection
of new counselors; assist the principal and director
of guidance in providing staff development
programs.

(4) contribute to the development of the district
guidance program, policies, and procedures:
represent the campus staff at the district head
counselor meetings; communicate and promote
implementation of disinct policies and procedures.

1S supervised by the principal and the director of
guidance; supervises and coordinates the work of
department staff, professional and paraprofessional;
coltaborates with administration; cooperates with
district and campus instructional staff leaders.

A head counselor's performance is considered
satisfactory when:
(1) the principal an¢ airector of guidance concur
and the head counselor’s level of competence Is
reflectec’ as such on the "Northside Independent
School District Head Counselor Evaluation
Form"; and
(2) evaluation of the . .nnual Guidance Program
Plan~High School indicates overall effectiveniess
of the program.

1R5
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program leaders’ assignments  As discussed previously, they should be held
accountable for the on-cameus discussions of the district program framework
and other topics related to the new program. As districtwide mandates are given
for implemerting new program activities, head counselors should be held ac-
countable for seemg that they are performed.

And, finally. the head counselors will need to have their authonity supported
in thew newly defined roles As they supervise and morator their staff members,
their leadership must be recognized, and the central « ffice guidance program
leader should model this recogmtion for the counselor.. Head counselors® ef-
fectiveness will mirror the amount of authonty that 1s de.egated to them. In this
arend, the pnincipal’s 1ole 1 hey also The principals want their department heads
to be effective, 1t makes the principals’ job casier. The more work that 15 done
threugh the head counselors and with the principals, the clearer the head coun-
selors’ responstbilities for campus program ope-ation will be.

Program Development Leaders  Depending on the size of the district and
the representation on th: steering committee, it 15 probuable that the number of
prugiun development leaders will necd to be expanded by involving more coun-
selors as improved prog“am implementation approaches Program developrent
leaders should be chosen from counselors who are visibly supportive of the new
program directions. have enough vision to be able to anticnate the benefits of
the improved program. anu ‘e cither informal or formal leaders of other coun-
selors

To identify these individuals, the steering committee counseluss should be
consulied They need to {1 comfortable with the new leaders as the steering
committee counselors wili have responsibility for bringing these new leaders
““on board™ and worh'~ _ with them Their recommendations do not have to be
binding. but their thougus and concerns need to be attended to Again, it depends
on the size of the district, but even in reasonably small distrivis counselors may
not hnow each other from one building to the next. The person with primary
respunsiotlity for the program development efforts is the one with the broader
perspective '

Having dentified the counsclors that are going to be brought onto the program
development leadership team. time must be tahen to ensure that they feel com-
tortable i their understanding of the comprehensive program concept. That they
were selected because of their mitial understanding and support of the new
conieept help © and imitiation does not take a great amount of .me but it does
need to be doae At the same time, the expanded group needs to be butlt into
4 cohesive team of vorkers This 1s accomplished by clanifying the roles and
tasks that they need w help accomplish The model that worked effectively n
Northside was to develop subgroups of experts for each conipunent, that s,
subcommuttees were tormed for each component—g cumculum commuttee, an
individual planning conamittee. a responsive services committee. and a system
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support commuttee. Each committee had representation from each of the school
levels—elementary, middle, and high school Thus the total group also could
be divided by level grouping, which was later useful for certain activities. Each
committee 's major responsibility was being the voice of its particular component
to their colleagues.

A task for the committees to accomplish that is worthy of consideration is to
coordinate tie collection of current practices that are good exariples of imple-
mentation of the various components. For example, the curriculum committee
collects sample guidance lessons and units that as::st students at various grade
levels to reach the prionty competencies, the individual nlanning system com-
mittee collects samples of z-tivities that help students develop personaliz. d
educational or career plans, the responsive services committee collects samples
of exemplary counseling, consulting, and referral practices. When compiled,
these collections become resource guides for all counselors to use ¢s they add
to their programs.

The program leadership team then have the data they need to become true
experts in the irplementation of the components at the relevant school levels.
After being wuned 1n the component definitions and after reviewing and selecting
the mult:ple exemplary practices, they are equipped to disseminate these ideas
to their colleagues. We also have found that they benefit from training in lead-
ership skills so that they can present themselves as peer leaders.

The more the team members are used as leaders, the more depth their role
takes on. If they ure collecting materials for resource guides, let them plan the
guide formats and their own processes for collecting the materials and for ac-
know ledging other counselors who are taking strides in the new direction. Provide
them the opportunities they need to communicate with their colleagues, that is,
call meetings as they need them, suppo.t their efforts with the rest of the coun-
selors, and so on They operate from the power that 1s delegated to them; this
delegation must be clear to the total group of counselors.

Resour.e guide development 1s not the only task that a program leadership
team car take on. As you approach implementation of the new program, many
innovative or pilot efforts will need to be tried Such efforts might be curriculum
wnting, expenmenting with new activities (including the use of teacher advisory
systems hke the one described in chapter 3), or developing a recommended
protocol for a campu. response to a student suicide. Program leaders might take
on the responsibility for de-igming the district s staff . elopment plan. Whatever
the rroject, the same princ ples apply. The team leaders’ task needs to be clearly
given, their expertise car.. "ully developed, and their authonty clearly recognized.

Finally, if motivated and professionally committed individuals have been se-
lected, and if they have been given a meaningful task to do, they will be work:ng
hard at something that their colleagues may still be dubious about. It is imperative
that their work and their worth be reinforced. Rewards for professionals, ac-
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cording to Hurst (1984, p 84). may come from any of stx motn ators. ** Achieve-
ment (what you beheve you did). Recognition (what others think you did), Work
itself (what you really do). Responsibility (what yout |, others do), Advance-
ment (what you think you can do). Growth (what you b:lieve you might do).”
Program leaders feel a sense of achievement in completing each task that is part
of their charge, for example. when the position statements or resource guides
are published They receive recogmtion by their very selection to be a *“program
leader.”” this 1s maintaned as they present new concepts and 1deas to their peers.
We have found that encouraging them to make presentations at local, state, and
national professional growth coi‘erences 1s not only good for the emerging
leaders. but 1t also helps others icarn from what they are doing. If the new
program leaders have been selected as we suggested from the ranks of those
who beheve 1n the new program concept, the work they do to better understand
the new program and to help implement 1t 1s rewarding to them. If part of their
charge is to help theur colleagues learn about and implement new program strat-
egies. the leaders are vitally responsible for the successful implementation of
the program and for the effective performance of the rest of the counseling staff.
Program leaders can be helped to feel hike leaders and to envision themselves
as the head counselors and guidance supsrvisors;admimstrators of the future.
Program innovators that we have worked with consistently talk about how much
they are lezming from their expeniences. they are eager .> grow and find new
opportunities. such as program 1rprovement, as :uel for their own professional
development.

Guidance Program Leader’s Roles and Responsibilities

Thus phase of the guidance program improvement project results 1n a shift 1n
overt leadership from the steering commuttee or the school-commumty advisory
committee to the guidance program leader. If you are the leader, the district
““master plan for program improvement'* becomes the responsibility of your
office. You also ar responsible for helping building staffs plan their improved
programs Agam, you have program management and administrative tasks and
staff leadership and supervision tasks to accomplish.

Like 1n the prior phases. as the guidance program leader you must continue
to be the nnme mover Although we describe the steps as though they are taken
one ata time. i reality many activities go on simultaneoussy, for example, while
you are devcloping the master plan, you are also helping buildings assess their
current program, and you will be training your new leaders and providing su-
pervisory mservice to head counselors Agam, 1 1s up to you to keep each pant
of the project moving along a constructive course. You must use every oppor-
tunity to reinforce positively the individual change efforts the counselors make.
You are probably the only individual inthe district who “*sees™" the whole picture,
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although by this tume the expanded program leadership team and the head coun-
selors are beginning to see a lot of it too— provided you keep them informed.

There are some tashs 1n this project phase that 1n all likelihood only you can
do You need to compile and present the discrepancy data, that 15, display the
data and note the conclusions You need to mamtain an open discussion climate
ay staff members brainstorm idedas tor discrepancy reduction. You need to wnte
the district master plan and select and train the co-leaders. You need to be
prepared to use the expanded or redirected resources that begin to flow to the
gwidance departnient us soon as the steering commuttee makes its recommen-
dations for changes If ratiws improve, you will be hiring more counselors, and
your sclection criteria must be tailored to 1dentify those who will fit into the
new program If your department receives ¢ mgher budget allocation, you need
to be prepared to spend it If you are allowed facility improvements, you need
1o have your blueprints ready If counselors™ contracts are extended, you need
to kave vour inservice traming or program development octivities ready to im-
plement This 15 the part of the project that is most fun, but it too represents
challenges for you.

By now muany of those you work with. including fellow admimstrators as well
as counselors., are beginning to “*get’* the program concept. This, too, 15 exciting,
but, you may find the counselors fostrated that they have not yet been freed of
all the undesirable system support activities and the administrators frustrated that
couunselors are not yet seetng all their students more often. Yo t 1eed to transform
these frustrations into the energies that will cause the needed changes.

We have learned that people want to sce the changes they desire. but are
reluctant to change thewr own behaviors that others want changed  You prebably
will—and possibly should — feel at this point that you are constantly swimming
upstream —explaining  rationdle, defending recommendations—but each con-
structive change begets another Ultimately, the momentum for change takes
over and you will be able to relax somewhat. At this time you are moving into
the implementanion phase of the program improvement project
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CHAPTER 7

MAKING THE TRANSITION TO A
COMPREHENSIVE GUIDANCE
PROGRAM

Having organized for change, adopted a comprehensive program model, as-
sessed the current »rogram, established the design for the desired program, and
planned the transition, as the gwidance program leader you are now ready to
make ..ie transition. You also are ready to develop mechanisms to maintain the
program once it is in operation. This is one of the most crucial phases of the
entre program improvement process. The questions to be answered include:
How 1s the transition to a comprehenstve program made? What activities remain
from the current program? What activities need to be displaced? What activities
need to be added? Five steps are described that help answer questions such as
these.

Step 1: Implement the master plan for change;

Step 2: Focus on special projects;

Step 3: Facilitate building-level changes;

Step 4: Monitor changed program implementation; and
Step 5: Plan and implement public relations activities.

Chapter 7 opens with a di cussion of the tasks involved in implementing the
**Master Plan for Change.”” Recommendations conceming the staffing patterns
and the financial and political resources required to operate a comprehensive
guidance program are presented. Then, the change strategy of focusing on special
projects is introduced. Attaching the guidance program improvement process to
federal, state, and local priorities can provide the energy. motivation, and support
to carry the overall improvement process to completion. Next, chapier 7 describes
how to facilitate the building-level changes required to fully implement the district
comprehensive guidance program at the building level. In addition, chapter 7
describes how to institute a districtwide system for monitoring program changes
and overall program implementation at the building level to ensure that the
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program does not revert back to its ongmal. traditional operation. Monitoring
systemis. ways to reinforce s:aff who are making progress, and mechanisms for
making progra:n adjustments are descnbed. In addition, chapter 7 presents 1deas
about planning and implementing. with district leadership, public relauons ac-
tiviies to make sure that students, teachers, parents. admimstrators, and the
public at large are aware of the remodeled and revitahzed comprehensive guid-
ance program  Funally. chapter 7 delineates the roles and cesponsibilies of
gurdance program leaders 1n the transition process.

Step 1: Implement the Master Plan for Change

In developing the “*master plan" (chaptes S), the guidance program leader
1dentified the major tasks that reeded to0 be done. developed an order for doing
them. and identified people wto would be involved in their accomphshment.
The tasks that need to be done, thei: degree of feasibility, and the specific
timeframe for each building or district may be different. for example, 1f the
school system 1s currently “'into’ curriculum wnting, then guide development
fits right 1nto already established district prionties If the system’s thrust 15 staff
develc~ment. then the recommendations for nservice training, Job descniption
development or supcivision, and evaluation improvement mignt be the most
fcasible to accomplish.

However, there are some recurrent recommendations that need attention for

. the program actually tv change Regardless of the particular timeframe, the
guidance program leader might want to consider some of th: following 1deas
for **~ improved use of human. financial. and political guidance program re-
sourc=s as the master plan for change is implemented. These ideas are presented
below in outline form and are explained in detail on the pages that follow.

Human Resources

1) Modify counselor staffing formulas (rs 10s)
2) Develop counseiors” job descriptions and deveiop job descniptions for
guidance department clenical staff

Fmancial Resources

3 Establish budgets for guidance departments at the district and building
levels

4 Fxplore use of other-than-local funding sources

5) Develop guidance program component Guudes

6) Review and make recommendations to ensure adequacy of guiganec ta-
cilities

ERIC 10
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Poliucal Resources

7) Update policies and procedures

8) impicment displacement streamhining of nunguidance and counseling ac-
tivities

) Recommend gidelines for support from building admin-stration

10y Work with resistant staff members

Human Resources

Modifv Counselor Staffing Formulus (Ratios)

Having outlined the program’s basic siructure and the desired levels of service
to students and other clients. it is possible to use this information to suggest the
ratios needed to conduct the program as desired. For example. using the Northside
ISD desired program figures. the forraulas displayed in Figure 7-1 could be
used to recommend appropriate ratios at the elementary . middle and high schoo
levels.

Elementary counselors have been added in rather dramatic numbers in the program
developmen: projects we have worked with. The elementary guidance programs
are developmentally based and thus are already closer to the desired program as
defined by these districts than are secondary programs. which are traditionally
entrenched in system supoort—quasi-administrative. clencal tasks (Peer. 1985) No
distnct with which we have worked has stated that counselors as surporters of the
system should have top priority in the pmgram; all of the districts heve assigned
high priority for al! school levels to the guidance curriculum.

All this 1s to say that ratio improvement is one of the more difficult tasks to
implement, it .. extremely costly. and there must be some evidence that the
counselors themselves are willing to provide services to all students. Once that
intent has been established and some effort has been applied in that direction,
justification for improved ratios is more credible. At the same time, being such
a large cost item. ratio improvement 1s tied to the district’s overe” budget
development procedures. The guidance program leader must be armed and ready
and be prepared to implement the improvements in stages. We advise you to
contin ze to 1mplement other more feasible changes and not wait until ratios are
improved to begin.

Develop Counselors” Job Descr snons and Develop Job Descriptions for
Guidance Department Clerical Staff

Identifying the vanous human resources 2 ailable to the guidance program
brings with 1t the need to define the roles and functions of the various personnel
to ensure appropriate use of their education and talents. The counselors™ job
description has already been descnibed in the position guide format discussec in

O
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. Figyure 7-1
Elementary Counselor Ratio Recommendation
Desired program design:
Curniculum: 40% x 70 = 28 slots
Indlping: 25% x 70 = 17 slots
Respserv: 25% x 70 = 18 slcts

Syssupp: 10% x 70 = 7slots
Program activity slots = 30 minutes each (average)
Student school day = 7 hours
7 hours yield 14 activities per day
14 activities x 5 days:week = 70 activity slots/week

To implement Guidance Curriculum as tesired:
28 slots
=12 for planning”

16 classes*”
%25 (average # students class)

400

400 students per counselor 1s the ratio needed to implement the guidance
curriculum.

To implement Responsive Services as desired:
18 slots
60% for preventive level. smail group cour seling
40% for remedial level. individual counselir g

18 13
x .6 X .4
11 groups 7 students

< 5 students @

55 students
55 siudents + 7 students = 62 students in responsive services case load
Responsive services a'tends to 15% of population on the average
62 is 15% of 413 students per counselor
Thuz 400:1 is the recommended ratio for elementary counselors n order to
implement the program as designed.

*2 siots per week (u 6 grace levels.
**Each class is to be guided one time per week

[
o)
PEN




MAKING THE TRANSITION TO A COMPREHENSIVE GUIDANCE PROGRAM 189

Middle Schoo! Counselor Ratio Recommendation

Desired Pregram Design:

Cumiculum: 30% x 35=105 = 1islots
Indiping: 30% x 35=105 = 10slots
Respserv: 25% x 35 = 875 = 9Oslots
Sys supp: 15% x 35= 525 = Sslots

Program activity slots = 1 hour each (average)
Student schoo! day 7 hours

7 hours yield 7 actvities per day

7 activities x 5 days‘week = 35 activity slotsrweek

To implement Guidance Cu:riculum as desired:
11 slots
- 2 for planning®

9 classes per week per counselor®”

18 classes = curriculum case load
x 27 (average # students/clnss)

486

486 students per counselor 's the ratio needed to implement the guidance
cumculum.

To implement Responsive Services as desi~ed:
€ slots
50% for preventive level. small group counseling
£0% for remedial leve!l, individual counseling

9 9
x.5 x.5
4.5 groups 4.5 students
Xx9students _ (8-10 = average
40.5 students size group)

40.5 students + 4.5 students = 45 students in responsive services case load
Responsive services attends to 15% of population on the average
45 is 15% of 309 students per counselor
Thus, 393.1 1s the rec ommended ratio for muddle school counselors in order to
implement the program as designed.

*Planning: teachers—1:6, counselors, 2:9
**Each class 1s to be guided every other week

14
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High Scheol Counselor Ratio Recommendation

Desired Program Design:

Curriculum: 25% x 35= 875 = 9slots
Ind'i ping 30% x 35 =105 = 10 siots
Respserv: 30% x 35 =105 = 11 slots
Syssupp: 15% x 35 = 525 = §slols

Program activity slots = 1 hour each (average)
Student schoolday = 7 hours

7 hours yield 7 activities per day

7 activities x 5 days/week = 35 activity s s/week

To implement Guidance Curniculum as desired:
9 slots
— 2 for planning”

7 classes per week per counselor**

14 classes = curriculum case load
x 27 (average # students/class)

378

378 students per counselo s the ratio needed to implement the guidance
curriculum,

To implement Responsive Services as desired:
11 slots
50% for preventive levsl, small group rounseling
50% for remedial level, individual counseling

11 11
X .5 x .5

5.5 groups 5.5 students
X 9 students (8-10 = average
49.5 students size group)

495 students + 5.5 students = 55 students in responsive services case load
Responsive services attends to 15% of population on the average
55 1s 15% of 366 students per counselor

Thus, 375:1 is the reccmmended ratio for high school counselors ir order to
implement the program as designed.

*Planning. teachers—1:6, counselors, 2:9.
""Each class 1s 1o be guided every other week.
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chapter 5. We recommend that position guides be developed for every fuil-time,

. permanent guidance department staff member. More concise job descriptions
can be developed for others, including volunteers. Specific job descriptions are
prerequisite to any staff expansion. Community speakers, clerical aides, and
peer counselors all need to have their jobs described. These job descriptions not
only help clarify the functions that ricw (and old) staff members are expected to
implement, but they also help administrators see the justification for augmenting
the guidance staff. Indeed, to justify a new staff position, a thorough job analysis
of existing related staf” positions is required.

Financial Resources

Estabiish Budgets for Guidance Departments at the District and Building
Levels

In the assessment of the current program. one of the tasks was to review the
financial resources available. In the review you may have found that the financial
resources were described in terms of a well-defined budget in which all of the
money spent on guidance, including salaries, was part of the budget. Or you may
have found that money for only such items as testin, materials and a few other
guidance resources was included. Or perhaps there was no budget at all. Within
the “udget policy guidehnes for the school/district, the task is to establish a budget.
To do that, consider such major categories as those disptayed in I'aure 7-2.

Prercquisite * > any resource expansion 1s to ascertain the costs of implementing
the recommendations. The guidance program leader will need to develop a cost
analysis for each of the items for inclusion in the district department... budget—
or 1n other budget categories if that is where the item fits. The total amount,
presented all at once, could be overwhelming, so our advice is to prepare these
cost analyses on an item-by-item basis. Thus, as each recommendation is brought
forward for consideration, the guidance program leader can present the dollar
figures associated with it. For example, if implementing the improved ratios
recommended above entails adding counselors to the staff, it is the guidance
program leader s responsibility to know how much those additional staff positions
will cost. Having specific cost information available allows the guidance program
leader to anticipate others® concerns about the increased expendituses and to be
prepared to defend the allocation of additional dollars.

Explore Use of Other-Than-Local Funding Sources

A mayority of the funds for the program probably comes from local and state
sources. There are, however, funds from other sources. Federal legislation is
one source. Federal funds available to augment the comprehensive guidance
program include those that support vocaticnal educatior , special education, com-
pensatory education, and special topics of national rriority such as drug abuse
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Figure 7-2
Budget Categories

1. Personne!
a. Counselors
b. Secretanal/clerical
¢. Guidance administrators
d. Fringe benefits
2. Materials
a. Student materials
1) Texts and workbooks
2) Audiovisual materialr.
3) Tesling matenals
4) Reference materials
5) Career/guidance center materials
6) Tesling materials
b. Professional resource materials
1) Professional library books
2) Joumal subscriptions
3) Training matenals
3. Supplies
1) Office supplies
2) Computer-assisted guidance equipment supplies
<) Instructional supplies
4. Capital outlay
1) Equipment and maintenance
2) Furniture
5. Professional deveiopment
1) Meetings and conferences
2) Consultants
. Travel
. Communication
. Research and evaluation

Lo~

prevention education. Federal employment and training legislation also may have
gwmdance funds available for schools.

Most federal funds are distributed by the state deparrment of education. If the
guidance program leader is not already familiar with these sources, a visit with
the state’s guidance consultants would be a rewarding experience. They will be
able 1o tell you about federal and state monies that may be available for guidance
programs. Keep in mind that most of these sources will not fund an entire
program. They do, however, provide dollars for such aspects of a program as
counseling disadvantaged or drug-using students, augmenting a career center,
or implementing a vocational assessment program Also, keep in mind that most
of the time access to these funds is through a proposal or the development of a
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wnitten plan. With the comprehensive program already designed, such a proposal
or phan is readily Jeveloped because the prQgram context and student needs
alreadv have been established. The proposal writer has to extract only the portions
of the otal program that are of interest to the funding source to present the plan.

Develop Guidance Program Component Guides

A mayor task in making the transition to a ¢« nprehensive guidance program
is to choose the gwidance activities and materials that will assist students to
develop the competencies that have been decided upon. Describing the specific
activities that make up the program and having adequate program matenals is
prerequisite to successful imple:nentation of the program. Counselors must have
tools to assist them in their changed roles. Whether such guides are written for
use in a building’s program or for an entire ui.‘rict mzkes a differerice in the
approach to this task. but the end products will be similar. The guides describe
the activ1ties used 1n the implementation of the comprehensive guidance program
components. In developing the guides. new activities may be created, or activities
may be collected that have been used successfully in a building. Suggestions
for developing guides for the four comprehensive program components are pro-
vided below.

Guidance Currwculum Guide. A curriculum guide provides the description
of curriculum units and specific lessons We suggest that the guidance program
leader use the cumculum writing expertise that is available—instructional su-
pervisors 1f the distr: t has them, the admimstrator in charge of cumculum
developmi. 1t or nstruction, or regional consultants in curriculum writing. The
leader must also keep 1n mind that there w.!l 1 robably not be a one-on-one match
between a specific activity or resource and a specific cempetency. Often a single
guidance activ ity may result 1n the achievemeru of a number of siudent com-
petencies.

To 1llustrate how an activity may be wntten and to show its relationship to
the goals and competencies of the gmdance curnculum suggested in previous
chapters, an example 15 displayed 1n Figure 7-3 The example is from the Self-
knowledge und Interpersonal Skills domain of the life career development model
and relates to goal A for the fifth grade. You may wish to consider this format
for your own activity descriptions. Note that the activity is described on one
page and follows a straightforward outhne that defines the basic activity. Coun-
selors are encouraged to develop the lesson plan according to their teaching style.

Indvvidual Planning Guade.  An individual planning guide describes in detail
activities and procedures to help students apply information and develop their
personalized plans. These wnte-ups exemplify the refocusing of some current
activities from **system support”” activities to student outcome-focused activities
that help them make their educational plans. For example, the objective for
preregistration of secondary level students can be changed from *‘students will
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Figure 7-3
Sample Activity and Format
Domain |
Goal A
Grade 5

Performance Indicator 2

COAT OF ARMS
Domain I: Self-Knowledge and interpersonal Skills
Goal A: Students will develop and incorporate an understanding of

the unique personal characteristics ang abilities of
themselves and others.

Competency: Students will specify those personal characteristics and
abilities that they value.

Performance
inaicator 2 Students will identify a variety of things that they value.
Activity Objective:
The student will identify six things he or she values.
Materials: Coat of arms, pencil
Time: One session of approximately 30 minutes
Directions: Have each student fill in an outline of a shield with the

following for a personal coat of arms:

Box 1: Draw a symbol to represent your areatest success.

Box 2: Draw a symbol to represent your family’s  satest
success.

Box 3: Draw a symbol to show a place you dream about.

Box 4: Draw symbols to show two things at which you are
good.

Box 5: Draw a picture to show what you would do if you
have one year to live and wculd be a success at
anything you do.

Box 6: On one-half of the box write two words you would
like used to describe you; on the other half write two
words you would not like used to describe you.

circie course numbers on course selection cards’™ to ~*udent learning objectives,
such as *10th graders will select an 11th-grade course of study that is an ap-
propriate next step toward their educational/career goals.”” The activities that
might be envisioned as a unit include interpretation of career interest and aptitude
assessments, information exploration in the guidance center, review of the hign
school graduation and college entrance requirements, revision of the students’
““High School Four-Year Plans,”” ard, finally, preregistration for the 11th grade
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year—the circhng of the numbers on the cards. Or, the objective for an ele-
mentary school Career Day can be changed from *‘the school staff will provide
X number of career speakers” to **3rd-, 4th-, and Sth-grade students will list
the educational requirements for five careers that relate to their identified career
interests.” The guidance program activities provided to assist students attain the
objective might include a career interest inventory, a guidance lesson on the
relationship between levels of education and levels of occupations available in
various job clusters, and Career Day speakers who describe their educational
histories as they relate to their occupations.

Responsive Services Guide. A responsive services guide can provide a de-
scription of the topics and modes—such as counseling, consultation, or referral—
the counselor uses 1n response to students’, parents’, or teacaers’ problems.
Counseling session plans and the vverview of a planned series of counseling
activities can help other staff memb: s as well as less experienced counselors
benefit from the ideas used in activities. Changing Student Attitudes and Behavior
Through Group Counseling (Myrick & Dixon, 1985) or Brief Family Interven-
tions in the 5 ool Setting (Golden, 1983) are examples of such descriptions.

Including a list of the community referral sources counselors use in the building
or across the district alsc enhances the implementation of this function. Devel-
oping this list not only provides the names of outside source people who have
cooperated effectively with school counselors in the past, but 1t can also provide
a vehicle for gathering consistent information about these sources’ areas of
expertise.

Describing Exemplary Activities

To begin the task of guide writing we suggest using the results of the current
program assessment already completed. Take those current activities and ma-
terials you feel are in keeping with the improved program that has been de-
signed—those that have t1e potential of helping students to develop the chosen
competencics—and place them in the appropnate component and grade-level
grouping.

If, as guidance program lcader, you are working in a single school or in a
small district setting, thi. may be easily accomplished, however, if the setting
is larger, youmay need to rmplement a process similar to that done in Northside
Independent School District. This anproach was developed after a group of 12
counselors from the district—4 from each school level—spent a week, the
district’s typical allotment for curriculum writing, to develop the units and lessons
to teach decision making to grades 4-12. The work was more closely aligned
with textbook writing than with typical curnculum guide development efforts.
In addition, that district had identified 15 guidance curriculum strends; the coun-
selors —and the director—concluded that they could not wa'c 14 more years to
have the curriculum guid. completed, to say nothing of the guides for the other
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components. It also was not reahstic to expect the district to hire the counselors
as a cummculum writirg team for a year or whatever it took to accomplish the
tasks.

The counselors decided to collect **exemplary practices'” that were currently
performed in district buildings, write them up in consistent formats, and cate-
gorize them by program component. They found this to be an excellent vehicle
for crossfertilization of 1deas. By working with counselors from different school
levels, tre pocling of ideas helped everyone learn about each other's programs
and was a major step toward an articulated, K-12 program. It had the additional
benefit of helping all participating counselors see how what they were currently
doing fit into the new program concept.

The scope of this activity would vary with the size of the district guidance
program. No matter how large or how small the program is, however, the
guidance program leader should attend to the details of the guide writing. In
Northside, the compilation of ideas into guides took 3 years to accomplish. Once
guides are published they have a perinanency that provides part of the foundation
upon which the new program can rest. It 1s importaat that this foundation be
solid.

In Northside, a work commuttee was used to develop the formats to be used
in the guides, such as lesson plans, activity plans, and counseling session outlines.
In turn, the work commuttee trained the rest of the counselors in how to coniplete
the forms. 'When counselors submitted their **promusing practices’ in the pre-
scribed format, they were ready for typing for inclusion 1n the gmde. The work
committee screened the 1nputs and selected the best practices. The difference
between these guides and those developed in the small district is that these
become 1llustrative examples that a building program can use as a pattern, as
contrasted with those that represent actual descriptions of a particular building's
gudance activities.

Develrping New Activities

After a list of activities that are currently being performed successfully 1n the
building or district program has been compiled, there stll may be gaps where
there are no exemplary activitics for some student competencies, so0 that new
activities need to be developed. Gelatt (1975 5p. 19-22) outlined four steps 1n
selecting guidance activities and resources. Furst, as he suggested all imaginable
act'vities and resources are surveyed. Next, all the possible ac.ivities and re-
sources are listed. Then a list of desirable zactivities and resources s drawn up,
and finally, choices are made of the preferred activities and resources. To assist
individuals with the first step, Gelatt identified two major groupings of activities
and resources. mnstructional and guidance procedures, and direct-indirect 1nter-
ventions. He provided the examples displayed in Figure 7-4 in each of the
groupings.
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Figure 7-4
Examples of Activities and Resources

INSTRUCTIONAL AND GUIDANCE PROCEDURES

A. Reading printed materials
1. Narrative materials
2. Programmad materiais
3. Cartoon booklets
4. Kits
B. Observing
1. Live demonstration
a. Peer student models
. Cross-age modsis
Live dramatizations
Films
Filmstrips
Slides
Videotapes
Any one or all of the foregoing observational media followed by guided
practica, supervised either by the models or by counseling personnel
C. Listenrg
1. Radio
2. Sound recoidings
a. Records
b. Audiotapes
D. Interacting individually or in groups with
1. Counseling personnel
2. Community resource persons
E. Practicing behavior under simulated conditions
1 Simulation games
2. Simulated work
3. Role playing
4. Behavioral rehearsal
F. Gathering personal assessmeit information
1. Responding to instruments measuring personal characteristics
2. Collecting information from people
3. Self-assessment activities
G. Participating in computer-supported programs
H. Using on-line computer technolcgy

NoasrON

. DIRECT-INDIRECT INTERVENTION

A. Direct interventions—leaming activities employed directly with students
1. Developmental activities
a. Orientation-in: Orienting students for a new schoot level, a new
educational system (for example, individualized education), an
innovative guidance program, or a new specific school setting
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Figure 7-4, continued

b. Personal assessment: Helping students understard a~d develop
their own abilities, interests, physical attributes, personal and social
behavicrs and values, and preferences related to availeble career
opportunities

¢. Personal-choice opportunities: Assisting students to consider
choices in each of the areas of behavior

d. Personal problem-solving skills. Enabling students to make wise
decisions arid plans and to use the information gained in personal
assessment and personal choice opportunities

e. Formulating and pursuing personal goals: Assisting gach student
to formulate and to pursue his/her goa:s and plans for achieving
these goals

2. Prescriptive activities

a. Within-sc'00l learning experiences: Working with one or mcre
students having learning, social, or personal problems

b. Orientation-out prescribed learning experiences: Providing
prescribed learning expenences for students at critical times—for
e»ample, beginning a new job, dropping out without specific plans,

B. Indirect interventions—services provided on behalf of students

1 Interventions implemented through providing asststance to assess and
possibly to modify
a. Aspects of the educaiunal setting and systemn
b. School personnel
¢. Home and neighborhood factors
Jd. Community resources (for example, health, social, and welfare

agencies; business and industries)

2. Interventions implemented through guidance-related
a. Research
b. Evaluation

In step 2 of Gelatt's outhne—hsting all possible activities and resources—
the task 15 to narrow down the list of all imaginable activities and resources to
those that scem possible, to those that could be carried out. The key point in
step 2 "1s not to eliminate activities and resources you could do but may snot
want todo’* (Gelatt 1975, p 23). Next, in step 3, the task is to list all desirable
activities and resources. Here 1s where local constraints and personal valves
come into play Possible activities and resources can be reviewed in light of
such things as

Magnitude How much of the total schoo! population or program will be affected?
Complexity. How many other changes will it incur?
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Convenience Canr it be develuped and uperated locally. or will it require outside
consultants?

Flexibility. How rigidly must the method be followed 1n order to be successful?

Distinctiveness. Is it new and different?

Interaction with other programs. Does it stand alone or require other programs 1o
be involved fer success?

Readiness: Can it br applied immediately”?

Cost: What are initial costs and future funding necds?

Content: Is the content an innovation or a redo of an old method? (p. 26)

Steps I and 2 that Gelatt suggested can be accomphshed by a work committee
of counselors We would advise using the steering committee counselors or the
other counselor leaders that have been identified and whom you would like to
involve further. All the counselors should review the products of these steps.
Steps 3 and 4—listing the desirable and choosing the preferred activities and
resources— should involve all counselors in the district because each counselor
has personal values to be considered.

The guidance program leader and the guidance staff are now ready to choose
the materials that will best help the students attain the outcomes identified pre-
viously At the elementary level a plethora of commercial materials is available
to support the guidance curriculum, and even to some extent the individual
planning and responsive services components, but even then the use of the
materials need- o be carefully related to the student competencies and the
activities used to help students achieve and apply them. At the secondary level
net as many commercial materials are available, so activities and related materials
may need to be developed locally to impiement the guidance cumculum. indi-
vidual planning, and responsive services components.

Review and Make Recommendations to Ensure Adequacy of Guidance

Facilities

Ensuring adequate guidance facil:iies and equipment may be difficult consid-
erng the costs that may be involved. However, now that you have identified
the desired program design and have chosen guidance activities for the program
components, you also are aware of the facilities required. For example, if class-
room guidance is to be an essential part of the developmental program, a gmdance
classroom may be deemed essenual, if counselors are expected to conduct small
group counscling. an adequately sized room is needed, if a guidance center is
to b the nub of the program, a large classroom is needed, and so on. Space in
growing districts m2y be at a premium, but 1n schools and districts where en-
rollment is declinmg, the facilities acquisition challenge may not be as great.

Whatever the situation, however, an important task is to review the physical
facilities available to the current program and to identify your needs for aug-
mentation or modificaton The reason that physical faciliies are so important
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1 that they often provide students with their first and sometimes lasting impres-
swon of the gmdance program. Staff and parents alsc gain impressions about the
gwdance program and the work of the counselors through the program’s physical
facihities. If a gwdance office has many filing cabinets prominently displayed
containing student records. and. in addition, has the master schedule on the wall,
it does not take long to knuw what the counselors do. If, on the other hand, the
counselor’s office or ~lassroom 1s decorated with posters exemplifying the need
for sou J deusion making, good interpersonal skills and so on, the program
pricriti s may be . -rceived differently.

Attenwon toti  pe and the use of physical space and equipment of a com-
prehensne g..2ance program ofien is neglected i the change process. Unfor-
tunateiy . what atter ton 1~ 2rien remains fixed to the raditional ways of organizing
guidance. To make the guidance cumcuivrm, individual planning system, and
responsive services function cffectively and to provide appropriate support to
other programs. a new way of organizing guidance facilities 1s needed.

Traditionally guidance facil:ties have consisted of an office or suite of offices
designed primazily (0 provide one-to-cne counscling assistance. Such an ar-
rangement frequently has included ¢ reception or waiting area that serves as a
brow s:ng room where students have limited access to some displays or files of
education.l and occupatiunal informatior.. Also. this space typically has bee=
placed in the admiasstrative wing of the school so that the counseling staff ¢z
be close to the records and the adm:nistration

The need for individual offices 15 obvious because of the ontinuing need to
carmny on individual counseling sessions. There 15 also a need, nowever, to open
ap zwmidance facilities. to make them more accessible to all students, teachers.
parents. and to .ommunity representatives. One approach to make guidance
facilities more usable and accessible is to reorgamze traditional space into a
guidance center

A comprehensive guidance center can bring together available guidance n-
formation and exploration resources and make them easily accessible to students.
The center can be used for such activities as group sessions. self-exploration,
and personalized research and planning. At the high school level, students can
£d4in assistance in such areas as occupational planning. job entry and placement.
financial aid information. and pustsecondary educational opportunities. At the
muddle school ji nior high school level, students can gain assistance 1n such azcas
as career pianzing. high school educational opportunities. community ir.vo.ve-
ment. and recreational opportunities At the e’ementary school level, students
and their parents can gain informaticn about the school. the community, and
parenting skills. and read buoks about personal growth and devclopment. An
area for counsehing with toys can be provided.

Although the center 15 available for use to school staff and community mem-
bers. 1t should be student-centered, and many of the center activities should be
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student-planned as well as student-directed. At the same time, the center is a
valuable resource for teachers in their program planning and implementation.
Employers, too, will find the center useful when seeking part time or full-time
workers Viewed in this way, the impact of the center on school and community
can be substantial.

If community members and parents are involved in the planning and imple-
mentation of the center and its activities, their interest could provide an impetus
for the inv-Ivement of other community members. When parents and other
community members become involved in programs housed in the center, they
gain firsthand experience with the educational process. Through these experi-
e1ces new support for education may grow.

The guidance center should be furnished 1n as comfortable a way as possible
for all users. Provision should be made for group as well as individual activities.
Coordinating the operation of the guidance center should be the responsibility
of the guidance staff All sciic.! staff should be involved, however. We rec-
ommend that at least one paid paraprofessional be employed to ensure that clerical
tasks are carried out in a consistent and ougoing manner. Volunteers also may
be used.

Although such centers are seen more and more at the secondary level, the
concept is useful at the elementary and postsecondary levels as well. Salmon
and Sehg (1976) discussed the center concept 1n the elem.2tary school and
provided a number of examples of activities that could be included in such a
center The postsecondary focus could be much the sarne as that of the secondary
program Reardon and Burck (1977) descnbed proced sres and methods to es-
tablish such centers in postsecondary nstitutions, as did Beaumont, Cooper, and
Stockard (1978).

Equipment needs are identified by a similar process to that used for facilities.
In the current program assessment, you surveyed the equipment available. Having
now identified the major material resources, you can now specify related equip-
ment needs For example, you may learn that bulletin boards, filmstrip or movie
projectors. or VIR players would be useful. Again, this information allows you
to analyze the .osts mvolved and to develop your budget request. The request
is substantiated by the clearly stated relationship between equipment, facilities,
and the program design

Political Resources

Update Policies and Procedures

Another task to be completed to impiement the new program is an update of
the policies and procedures that govern gwidance as they appear m ihe wistrict
policy and procecural handbooks (those yon identified 1n assessing the « .srrent
program  Some of these changes may be merely editorial or cosmetic, »ume,
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however. will be major changes in procedures and will nct be easy to effect

The former changes are those that merely translate board policy to admrmistrators.
the latter are those that wiil need to be negotiated. particularly those that describe
how the guidance departmient interacts with and supports the programs of other
departments.

In analyzing how the current program compares and contrasts with the desircd
program. you have documented somethire you already knew. A number of
activities for which you are responsible are not guidance activities at all or are,
at best. only tapgentally related to guidance. They have become a part of the
guidance progiam over the years. perhaps by someone’s design but more likely
by default As you also know . no matter how these activities became part of the
prograr, once they are established. they are difficult to remove. And, what is
worse. these responsibilities consume the valuable time and resources needed to
conduct the actual guidance program.

Dusplace Streamhne Nongudance and Counseling Acnvities

In wicuafyving discrepaacies between the current and desired programs (chapter
6) you identified gaps in your current program design as well as spillovers. where
your LUrTent program resource appropriation went beyond what was desired—
such as where counsclors were spending too much time on certain activities. As
you will recall. for those acunvities 1 which 1t 1s desirable that counselors spend
less time. the recommendation to streumiline the counselors’ investment was
made . Activities trom the current program that do not fit into the desired program
become targets for displucement The displacement strategy entails replacing
andesired or inappropriate activities or duties with desired guidance program
activities. that is. augmenting ot udding desirable activities. Many activities to
be displaced or streamlined are those performed 'n support of other programs.

Counselors already should have listed the uctiviies they perform that need
displauing. streamlining and agreed as to those activities that are appropriate.
Negotiatng to displace activities will require sohidarity among counselors, a
clear picture of needed guidance activities. and solid data to provide a rationale
for the displacement Bestdes the data gathered n the staff time analyses, other
data gathered in the assessment of the current progr.m can support the recom-
mendations for displacement One example given in chapter 4 was the study of
" quasi-administrative or clerical tasks’™ done in Nortinside. You also need to
consider at this point whether streamlining or displacing an ac’.vity is the result
of district policy or practice. or if it is a butlding-specific problem. If the practice
i» districtw ide. distriet dectsions need to be made to change the situation If,
however. 1t 1s a buillding problem. it should be solved at the building level with
district support.

In deseribing the current program, you 'dentified ways the geidance dej..tment
provices support tu the vverall educationai progran. If you have followed our
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suggestions, you have idenzified these by specific program. It 1s not unusual for
guidance departments to provide support fur regular educational programs by
referring -* Jents to special programs. implementing orientation and articulation
actnties. participating 1n curniculu.., planning. assisting 1n the development of
accreditation reports. preregistering students for next years' courses, consulting
1n the development of the master schedule. and making student schedule changes.
It also is not unusual for guidance departinents to provide support for other
programs such as testing, discipline management. gifted education. special =d-
ucaton. and vocational education In the Northside study you will recall that
the activities performed in support of these various programs was consuming.
aepending on the leve.. 30% to 40% of the school counselors’ time districtwide.
In addition to the total ime absorbed by these activities. there were many tasks
of a clencal. quasi-administrative. or other nongwdance nature that counselors
were performing For example. counselors were scheduling the admussion. re-
view, and dismissal committee meetings, writing principals’ annual reports. and
counting the credits that high schocl students were accumulating toward grad-
uation Those tasks and many others were targeted for displacement.

Tne question of who handles displaced activities if the gwdance staff does
not is an issue that 1s not often discussed but should be. Identifying who should
spend time on these activities or how else the activity might be accomphshed
becomes the responesbility of the counselors seehing to divest themselves of the
tasks If the counselors suggest a reasonable plan. their chances of effecting the
displacement are increased substantially. Such questions as—Who is the pnmary
beneficiary of the actiity? Who has the knowledge or skills to conduct the
activity ? How car. the task be delegated to as many people as possible so as to
be least wasteful of any individual’s ime”—need to be asked and answered.
The answers to such questions suggest the displacement recommendations.

At the district level. agreements can be made between the guidance program
leader and those of other departments that would facilitate the shift in respon-
sibility for these activities to the related department staff. . you have other
department admuinistrators on the steering comnuttee, you will benefit from their
understanding of the primary mission of the comprehensive guidance program
and the new expectations for counselors It 1s not easy to figure out who else
will add these usually burdensome tasks to their calendars because other staff
will not volunteer for them cagerly. if. however. the adnunistrators know that
counselors are not just saying. 't’s not my job,”” but rather are saying, "*But
my job is to guide and counsel students,”” these transitions can be managed.
Again. these changes will not be made overnight nor magicilly, they fit imo the
“*hard-to-do™" category and require clanty of direction and persistance from the
guidance program leader.

Examples of typical nonguidance support tasks high school guidance depart-
ments do are credit checks, scheduling. and cumulative record keeping. Credit
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recording and checking reflects the basic mission of the school. teaching and
learning The pnmary beneficiaries of this service, then, are students and teach-
ers. In a teacher-student advisory system, the credit checks are an all-staff
responsibility, not a time-consuming activity for one relatively small group of
staff members. Also, by giving some of the responsibility to the students, coun-
selors enable them to monitor their own progress toward graduation and thus to
be more in tune with their own status. Scheduling or student registration is the
means of distributing students ir.to teachers® classes. Again, it is a total school
function By using a universit; -type scheduling system, the vast majority of
scheduling can be accomphshed in one day if the entire staff and the various
departments work together Scheduling does not have to be done one student at
a time by gwdance staff over a penod of 3 to 4 months—and then, in our
experience, done again 1n September through massive numbers of schedule
changes Othersuggestions might be that gifted education teachers accept primary
responsibihity for the assessment of potentia. gifted program participants, or that
vocational educationte._he sber ponsible for collecting the information needed
forthe Vocational Education Data &, stem (VEDS) report. New procedural guide-
hines for implementing these changes should be wnitten and published by the
district personnel 1nvolved.

We are sure that you have already identified the activities that need to be
displaced. but to 1llustrate how the displacement strategy works. consider an
example from the Northside project In the Northside staff ime analysis, it was
lecarned that the middle school counselors spent 7.1% of therr tme on admin-
istrative tasks related to special education and 2.1% of therr tme in group
gudance. In further study of the detail of ime speat on special education, it
»as found that much time was spent in the annual review meetings where
Individuahzed Educational Plans (IEPs) were developed for stidents already
enrolled in special education. The counselors felt that their ime was not well
used in these activities as the special education staff were more knowledgeable
than they about the individual needs of the students. It was negotia.ed with the
district special education administration that the special education staff would
consult with the counselors prior to and after the annual reviews and that the
counselors, thus, would not need to spend unnecessary hours 1n the IEP devel-
opment meetings The time saved was made available for the muddle school
counselors t- conduct classroom guidance—the guidance curriculum. ~t each
building. th> counseloss involved worked out the communication procedures
with the special education staff and developed their classroom guidance schedules.

Some displacements will entai! the hiring of aJditional staff. Often the case
can be made for hiring less expensive staff to free uic ~ounselors for activities
that their guidance and counseling education has prepaied them to do. For
example, often counselors are asked to maintain the cumulative student records,
to become the school registrar Those of you who have this responsibility know
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that it is time-consurming. The answer to this problem is to work toward hiring
a registrar or at least sufficient clerical personnel to do the job.

Augment Activities

As we mentioned at the beginning of this discussicn, at the same time as the
counselors are seeking to rid themselves of tasks that are inappropriate consid-
ering their education and training, it is helpful if, at the Jdistrict level, some
mandates for new or improved guidance and counseling activities are issued.
This helps individual counselors to make it clear that they are not just giving up
som~ tasks. but that they are being held accountable for other, more appropriate
guidance tasks. These new mandates must be related to the program improve-
ments that are sought, but they might also be related to the activities being
displaced. For example, 1f counselor involvement in test administration is being
streamlined. it might be politically smart to include a systemwide mandate that
counsetors improve their efforts to assist others to use test results appropriately.
If counselors are displacing the task of developing lists of students who might
be retained, they could be niiundated to provide specialized counseling for students
who are failing two or more courses If counselors are being taken out of the
role of disciplining studerts, they could substitute workshops for parents on
effective parenting skills.

Recommend Guidelines for Support From Building Administration

Guidelines may need to be wntten for bunding administrators to suggest
appropriate levels of support for their guidunce programs. These might entail
staternents about adequate facilities for counselors, as well as adequate budget
appropnations for guidance departmeat supplies. Statements also might be made
about work schedules for counselors, for example, what their expected work
hours are. including recognition of lunch hours and preparation periods. Some
tasks 1dentified for displacement may be handled 1n this manner, especially those
that have become common practice at the building level but are not rooted in
district policy. Examples include stating that elementary counselors should ben-
efit from the secretarial services available at the school and not be required to
do their own typing, 1ecommending that rew middle school students begin the
registration process in the admimistrat 've office and be referred to the guidance
department after such items s verification of address and immunizations are
taken care of, and recognizing that the standardized testing program provides
useful infornation to faculty and administration as well as counselors and thus
test administration is a shared responsibility of all building staff members.

Work Wuh Resistant Staff Members

By now 1t will be clear that there are counselors und other guidance staif who
understand the new program and are cager for its implementation. “.nd, by now,
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it will be clear that there are counselors and other staff members who resist the
changes that are called for. The resistors probably fall into several categories:
those who have not yet quite grasped the program concept, those who disagree
with the educationai-developmental basis of the program, preferring the psy-
chological-crisis oriented services approach, those who are skeptical as to the
validity of the changes, those who do not believe the changes will ever occur;
those whoare worred about their own competence for meeting the new mandates;
and those who do not want change, period.

We recommend that the guidance program leader continue open dialogue with
the counselors and other guidance staff about their concerns. As the change
process continues to unf-'d, however, more and more of their concerns, anxaeties,
and fears will be add, 1. Changes do not happen overnight, and the concept
does become clearer with ume. The superintendent is 1n support of the program;
mseryice training 15 provided. We also recommend that the guidance program
leader 1dentify and find ways to acknowledge those who do support the changes
and the efforts that lead in the nght directions. We will discuss this point more
extensively later in this chapter

Step 2: Focus on Special Projects

The educational reform efforts of the mid-1980s have brought change to many
asp »cts uf the educational system. Once you have established the design that 1s
wanted for the guidance program, the guidance prograra ieader 15 encouraged
to focus on special projects that help incorporate recommended reforms 1nto the
guidance program. The energy provided by the educational reform or other
professionwide movements can facilitate some of the changes that need to be
accomplished New directions from the federal, state. local commumty, district,
and building level could be mirrored by special emphases within the guidance
department Such changes keep counselors abreast of changes 1n the total edu-
cational system and help maintain their position on the ediucational team, that
15, other staff who have tu change sce that counselors he e to change also. Such
changes also have the side benefit of helping counselors avoid having change
forced upon them that may be inappropriate to the directions of the new program.
For example. many of the current reforms have increased the paperwork ac-
countability burden of the school staff. such as noting stucents’ mastery of
required instructional outcomes  If the counselurs have to attend to changes of
their uwn, they can better avoid being assigned to complete some of the paper-
worh tasks that belong to teacher, or administrators, if the counselors are visibly
augmenting the gutdance curriculim component, for example, fellow staff mem-
bers will see more readily that the counselors do not have time to do such
notations for them.
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Federal and State Prioritics

The review of the history of guidance and counseling provided in chapter 1
demonstrated the impact of federal priorities on the development of our profes-
sion As well, contemporary guidance program changes can and should relate
to the current federal emphasis on *‘at risk’’ populations. Surely, children and
youth who are **atrisk’’ becanse of drug and other substance abuse, ¢cducationai
disadvantagement or academic failure, premature sexual activity, or adolescent
depression are priority clients for school counselois implementing the responsive
services component of the comprehensive guidance program. That these clients
have federal priority provides rationale for their needing counseling services and
for the guidance department to receive some of the funds appropriated for special
programs to meet their needs.

Current state level educational reforms have focused on improved instructional
methodology, improved curriculum, improved student achievement, and 1m-
proved student discipline. These emphases have caused the development of new
teacher appraisal ‘evaluation systems, new requirements for lesson planning, ef-
forts to better facilitate the achievement of "*academic excellence,’’ and increased
emphasis in vocational education on preparation for a highly technological work
world There has been a renewed interest in minimum competency tests and
standardized achievement measures. Mandates for improved student disciphne
include systems that provide consistent and logical consequences for student
mistehavior and require more parental involvement for students who “act out.”’

Each of these efforts can be used to enhance and support needed changes in
t' ¢ gmdance program. The actual specifics of reforms vary from state to state
«1d according to local pnorties and needs; nonetheless, some common themes
pomnt to directions for counselors. New systems for assisting teachers to use
current teaching methodology include clinical supervision stratcgies of obser-
vation and fiedback, refined appraisal evaluation models, and professional growth
plans The same strategies can be used for counselors and are discussed more
extensively in chapters 8 and 9. Asking counselors to wnte their plans for
counseling sessions and guidance lessons 1s a companion piece to asking teachers
to develop better lesson plans. Districts across the country are using school
improvement planning techniques and developing long-range plans. Couasclors
and guidance departments too should be asked to clanfy their plans for the year
by submitting calendars or using a goal-based improvement approach. This fits
nicely into the comprehensive program concept.

Curriculum development in other disciplines provides counsclors with the
opportunity to wnte the gmdance curnculum and to provide for infusion of
guidance curricula in the more traditional curricula. For example, in addition to
the guidance dimension within the mental health curriculum strand m the tra-
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ditionai health and science curricula, the social skills outcomes that are part of
the guidance curriculum can be easily infused into the social studies curricula;
communication skills can be infused into the language arts; and problem solving
can be infused into science and math.

The renewed emphasis on testing calls for counselors to renew their units on
test-taking skills for students and to help teachers use test resuits responsibly.
This provides counselors the opportunity to shift their role from being test ad-
ministrators to being consultants in appropriate test utilization. Similarly, im-
proved discipline management programs rest heavily on guidance contcat
Counselors can seiz2 this are* of high priority to administrators and work col-
laboratively with them in helping students learn new ways to behas ¢ responsibly
and to make decisions through activities in the gmdance curriculum. Both of
these emphases give counselors clear priorities for providing siudents with special
services, students who fail to meet mimmum academic standards and students
who consistently misbehave often can benefit from effective small group or
individual counseling.

District Priorities

With ur without impetus from federal or state sources, school districts typically
have pronties of high interest to their school boards or to their superintendents.
School board member. are often nterested 1n academic excellence reflected in
the number of scholarship winners, or in “*back to the basics’* of the schools’
nussion that can include the *'basic’” of responsible behavior. District admin-
1strators are chalienged by declining or expanding enrollment. both have impli-
cations for teacher morale. Counselors can be wisible in their role of heiping
others—as well as themselves—cope healthily with change. **Wellness’* pre-
grams are emerging and bring with them a potential interest in mental health.
These activities are "‘system support’” of the best kind: that which uses the
expertise of the gurdance and counseling field.

Community Priorities

Influential commumty groups, such as the PTA, the charaher of commerce,
and service clubs (e.g., Lions and Kiwanis clubs) have priority projects ihat can
bring positive visibility to improving the guidance program. The PTA is interested
1n youth problem topics such as suicide prevention. Lions Clubs are actively
working to combat drug abuse and to help children care for their personal safety.
In some areas locally elected pubhc officials are concerned about child abuse
Economic development groups are interested in career develgpment programs
Guidance program reformers are advised to listen to the priorities ot these groups,
where their interests dovetail with guidance goals suggests priority areas for
guidance efforts as well.
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Building Priorities

Major events in school buildings can highlight the need for specific changes
in the guidance program. Accreditation self-studies and visits provide opportun-
ities to make re_omu:endations for improving the guidance program. Visible
student problems—teen ». .des, drug ‘*busts’*—demand counselors’ attention.
Principals have goals for their schools. Counselors should collaborate with their
administrators by showing them how the comprehensive guidance program sup-
ports the development of strategies to help attain the school goals. Principals’
goals quite often include such items as holding high expectations for students,
working to enhance the self-esteem of students, and improving the interpersonal
relationships among the staff. Counselors can and should share parts of these
2oals. Needless to say, the more counselors’ and principals’ goals have in com-
mon, the more support counselors will have.

Finally, individual counselors or counseling staffs have special talents, inter-
ests, and areas of expertise. Some high school counselors are expert in helping
teenagers deal with gnef and loss, some elementary counselors are creative 1n
using popular toys as materials in developmental guidance programs. By capi-
talizing on these, the guidance program leader can not only give appropriate
recognition to those counselors, but also provide for the development of special
projects that. when successful. can be shared with other buildings.

Step 3: Facilitate Building-Level Changes

If the schoo! district has a guidance program leader, that individual can assist
the building counselors make needed changes by establishing systems that help
them focus on those changes. Two such mechanisms are describad next: first,
having building staffs commit to goals for program improvement and develop
action plans for achieving those goals, and, second, having building staffs de-
velop transition and implementation plans similar to those developed at the distnct
level If counsclor leadership is at the buiiding level, school counselors and their
principeis can use the strategics described next.

Use a Goal-Based Program Improvement System

An cffective means for helping b_ilding staff make the transition to a com-
prehensive guidance program is the use of a goal-based program improvement
system Goals help individuals focus their energies on changes they and others
perceive as important, and make change manageable. In the circumstance we
are describing—remodeling and revitalizing your program while you are living
in it—the thought of striving to implement all the changes at once can be
overwhelming. Focusing on a handful of goals is conceivable to most people,
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being allowed to develop their own strategies for attaining those goals allows
counselors a sense of autonomy and comfort in making the needed changes.

In Northside, the goal areas are established at the district level. The district
nitiates the goal-setting and action planming processes, but each building is
provided latitude in choosing specific implementation strategies that fit its needs
or specialties. Establishing the goals for high priority skill development, clients,
or activities and the process of goal-setting, action planning. monitoring, and
evaluating progress toward the goals provides a consistency of focus across the
district. These efforts serve to effect the continuity of newly implemented pro-
grams, allow for the continuation of dialogue between counselors from different
buildings about change efforts, and give direction for inservice training and staff
development activities.

Goal Setting

In reviewing the current guidance program and the desired guidance program,
you discovered some discrepancies, as we discussed in chapter 6. These dis-
crepancies are the iogical targets of and point to the goals for program improve-
ments The number of goals people are asked to consider depends on the number
of discrepancies found, the size of the discrepancics, and the priorities the distrirt
or building has set A handful of goals are probably enough for a counselor to
strive for in one year Goals should be delineated for program improvements
and for performance improvements. A sample of a memo used in Northside
Independent School District to assist counselors to attend to meaningful goals
1s presented 1n Figure 7-5 (It should remind you of Figure 6-2, the difference
1s that in this instance the goals are presented to individual staff members as
challenges to cach to do sumething to nelp repair the discrepancies between the
current program design and that of the desired program.)

These goals are broad and leas. each counselor or building staff with choices.
What they do “*to improve the quality of time spent in responsive services'* and
how they do it is left to them. Couselors may strive to decrease individual
counseling time by 1nitiating small group counseling, or systematically consulting
with teachers. for example An example of more specific goal targets 1s presented
n Figure 7-6.

These goals establish more specific activities for counselors to implement at the
building level, but leaves the nmplementation plan to them. They are asked to
conduct group counsching for targeted populations, but the actual design of the
counseling series 15 left to them In both cases the counselors specify the student
outcomes and also objectives for their new activities, they plan their own strategies
and methods of evaluation based on local needs and their own resources.

Counselors are asked to set their own goals to be reviewed by their immediate
supervisor Where there 1s more than one counselor in a building, the guidance
department as a whole should have goals also, for example, the department will
develop an annual plan for expanded implementation of the gmdance curriculum.

. 22..i 6
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Figure 7-5
Goals Memo

To: Counselors
From: Director of Guidance
Re: Program and Performance Goals

Below are listed general goals that have been identified for program and
performance improvements. Please pick two from each category to focus on for
this school year, and specify the improvement you envision on the action
planning form that is attached.

Program Goals
® to increase time spent in curriculum:developmental guidance
® to decrease timo spent in responsive services/to improve quality of time
spent in responsive services .
® to decrease time spent in system support
® to decrease time/improve quality of iime spent with school staff
® {o increase time spent with parents

Performance Goals
® to improve group guidancs skills
® to improve counseling skills
@ to improve conaulting skills
@ to improve program planning/evaluation skills
® to improve referral skills

The individuals' goals within the department should bs related to each other’s,
and all counselors on a staff should be cognizant of their colleagues’ poals. This
helps to develop a support system that is useful in helping the counselors meet
success in striving for their goals.

We also recommend that building principals sign off on the goals to indicate
not only their awareness of the counselors’ endeavors, but also their approval.
The head counselor or, in buildings where there is no such designated department
leader, counselors should meet and discuss the goals with the principal. This
ensures that the guidance goals are consistent with the general building goals
and provides a vehicle for enlisting the principal’s support in goal attainment.
The goals should ultimately be submitted to the district of*ice ror review by the
administrator responsible for guidance.

Action Pianning

Once specific gr.is have been established, each counselor and each department
should develop action plans for meeting these goals. This process was outlined in
chapter 6. As mentioned previously, actior planning encourages forwan. and realistic
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Figure 7-6
Counselors’ Goals Memo

o Elementary 3cnool Counselors
From: Patricia Henderson, Director of Guidance
Re: Counselors’ Goals, 1986-87

The goal-setting process implemented for the past - 2 ai years worked well to
help focus the guidance program improvement efforts. The districtwide goals for
198687 are listed below. Pleace discuss these goals with your principals and
add others that are in response to the needs of your campus community.

1. To continue to contnbute to students' education by effectively teaching
guidance curnicula outlined In the Comprehensive Guidance Program
Framework.

2. To respond fo campus-identified high prionty student-clients through effective
group counseling. “High priority student-clients™ may include students who are
ur.. 9rachieving or who are behaving irresponsibly.

3. To respond to campus-identified hi_h priority parent-clients through
systematically implemented parent consultation or parent education.

4. To decrease student-contact-ime spent in clerical/quasi-administrative tasks
by identifying personal “time-eaters” and minimizing the time spent on these.

5. To provide a better balanced guidance program by systematically planning
the year's acitivities to adhere as much as feasible to the district-outlined and
campus-specified comprehensive program design (Planning assistance will ve
provided by the Director of Guidance.)

6 To increase the effectiveness of counseling and guidance activities by clear
articutation of the counselor's theorstical base.

As in previous years, we will be discussing the strategies you identify as
appropnate for stnviny to attain your goals. A copy of the revised Plarning
Form 1s attact.ed. Please s.“mit a copy of your "Guidance Program
Improvement Planning” forms to me by September 15.

Approved:

J E Rawhinson, Associate Superintendent
cc Elementary School Principals

thinking. It sets 10 niotion a senes of deusions and plans that actually help implement
the strategies. A sample planning jorm is provided in Figure 7-7.

Once counselors’ goals have been identified and counselors have committed
themselves te implementation strategies, the guidance program leader has a
means of momtonng counselors’ progress toward these goals This process is
discussed in more depth a littie later on in this chapter.

-
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Develop Building-Level Implementation Plans

To make the transition to the comprehensive guidance program at the building
level, several sets of plans must be drawn up: plans for change, action plans,
and program plans. The building *‘plan for change’’ is similar to the district’s
**master plan for program improvement."” It includes a list of tasks that must
be accomplished in order to fully implement the desired program. **Action plans’’
outline the actions to be taken in order to accomplish target goals or to implement
specific change strategies. The **program plan’* is a description of the actual
activities that need to be accomplished to deliver the comprehensive prograra
components.

Develop Building Master Plan for Change

A building **master plan for change’* needs to be developed. Building guidance
staffs have identified areas for change based on the student and community needs
assessment. and based on the comparison of their current guidance program with
the expectations expressed in the district program description. The former sug-
gests the content and client priorities. the latter the program shape and ccunselor
function priorities. At this time the building guidance staff make decisions about
and clarify in writing the parts of their current program that need augmenting.
streamliming. or displacement. and the Kinds of activities that need to be added
to their current program.

Develop the Building Action Plan

Next the building guidance staff hists 1ts priorities for change and writes the
building plan of action for accomplishing the desired changes. The plan of action
includes taking actions and perfornung tashs. identifying the person responsible
to see that the task 1s accomplished. establishing the timeframe for 1ts accom-
phishment, and clarifying the evidence that 1t has been done. For example. if.
in order to access students in a junior high school. guidance curmmculum time
must be negotiated with the academic teachers. several tasks need to be accom-
plished before the cuunselor Lan infuse the guidance leaming activities into the
vanious curricula. (a) The « 'unselor must have lesson objectives planned. (b; the
principal’s support must be enlisted. (<) a meeting with the academic department
chairs needs to be established. and o on To accomplish each of these tasks
successfully. plans must be made

A point needs to be made here. The changes must begin with reallocation of
the resources currently available and in anticipation of new resources that will
probably be allocated Counselors must resist the mentality of wa.ting until
everything at the system level has been done. This 15 where the give-and-take
nature of the process is most evident. Only <o much change can occur at the
building level within the current resource allocation. but those changes need to
be made For example. 1f a4 principal wants counselors teaching or developing
guidance lessons for use in a homeroom-type situation and nerceives counselors

;
*




Figure 7-7

Guidance '* cgram improvement Planning Form

GUIDANCE PROGRAM IMPROVEMENT PLANNING

USE A SEPARATE FORM FOR EACH GOAL

School:
Name:
Principal/Head Counselor Signature:
Date:

PLANNING EVALUATION
(To Be Completed by September 1) (To Be Completed by Contract End—June)
Goal:
Level of
Program Tasks to (1-5) Student/Others’
Objective/Strategy Accomplish Timeframe Accomplishment Outcomes
Q s
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Overall Assessment of Leve!
Of Accomplishment: 1 2 3

(Not Achieved)

Counselor’s Signature:

4 5
(Fully Achieved)

Principal/Head Counselor:

Date:
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as sitting in therr offices spending undue amounts of time with individual students,
the counselors should devise ways to attend to the principal’s goal. It is con-
cewvable that 1f they managed their time with the consideration that the principal
has an 1mportant priority for them, the lessons could be developed. The principal,
then, would be more apt to believe that the counselors use their time efficiently
when they ask for other considerations.

Often the success of system-level resource expansion depends on the evidence
of maximum resource use at the school level. Spending all the money appro-
priated for buying program materials is an obvious example. On the other hand,
once buildings have established their local plans, the district can identify and
target problems and solutions identified in s.eral buildings. If several building
guidance program plans seek to augment the ;uidance curriculum through use
of "*homeroom’’ periods, a districtwide group mght be formed to work together
to develop approprate guidance learning activities.

Develop the Building Program Pian

At this time, the building staff should descnbe their specific program plan for
the upcoming year. In establishing the desired program for the building (chapter
6), activities were described for each crmponent. This plan will not only list
those activities and the related outcomes, but will also project the timeframe in
which they will be done It will include the activities being maintained and those
intended to be added to the program, reflecting the goals that have been estab-
lished.

Now that a4 desired balance has been established for the organiziation of the
building guidance program, decistons have been made concerning the student
competencies that have prionty for achicvement, and approp..ate guidance ac-
tivities and resources have been chosen for the prograni, the next step is to
establish imetables and activity schedules This is anetner one of those important
steps 1n the ~rogram improvement process because it provides sull another op-
portumty for the guidance staff to mahe their program visible—visible in the
sense that others can see the totality of the program and the resources and time
required to carry 1t out This step 1 also important becavse of the discipline
required to develop timetables and activity schedules It forces you to think
through carefully how the program will unfold before it 15 implemented

A format for portraying the yearly program plan is displayed in Figure 7-8
The calendar provides at a glance an overview of the program plan

This calendar format is simple and graphically displays the balance of the

program, but 1t ot provide all the information desirable. Activities should
be described ¢ 're n enough detail so that a reader could know what the
program is au ang and how The actual program plan should reflect a
realistic application of the program resources —time, talent, materials, facilities,
and so on

El{fc - 222
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Figure 7-8
Program Activities/Component/Month

NISD Guidance Department CALENDAR for 198 -198_____
Campus:

INDIVIDUAL | RESPONSIVE SYSTEM
CURRICULUM PLANNING SERVICES SUPPORT
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Design New Activities.

Having developed the yearly program plan, the building staff is strongly urged
at this time to make {inal their plans for any new activities that are to be performed
to implement more fully any of the program components. Once the school year
has begun it is difficult to take the necessary time to plan thoroughly a new
activity to ensure its being done with quality. It is imperative that new activities
be done well so that the success of the activities is reasonably assured. Most
likely, in order to add new activities, you will have displaced some traditional
activities; thus, others will be observing the merit of the new activities very closely.

We have previo.sly discussed Gelatt’s modei for designing a new activity.
I'he guidance program leader needs to be realistic about how far the budget
resources will go and plan their expenditure in accordance with the program
priorities. Th> new materials need to be ordered in ample time to receive them.
Finally, the logistics of how to conduct the new activities need to be planned:
not just the content plan, but the facilities that will be used, how the students
will be iccessed, the timeframe for the activity, and securing the necessary
audiovisual equipment.

Step 4: Monitor Changed Program "mplementation

By now you are well into the implementation o " a comprehensive gumdance
program As difficult as planmir.z and designing the program was, it 1s even
more difficult to maintain the momentum for change and to ma.ntan the im-
provements so that the program does not revert back to 1ts onginal traditional
form Systems for monitoning progress toward the established goals and for
monitoning overdll improved program implementation must be developed and
used Staff must continue to be encouraged to try the new activities and reinforced
in their efforts. Finally . program adjustments must t- made as a result of mon-
itoring the changes.

Monitor Improvement Plans

If you have used the action planming process and the format we have rec-
ommended, the guidance program leader has a vehicle for monitoring progress
toward the goals that have been set In planming the process to attain their goals,
counselors have listed the activities they need to do and have established a
timeframe for doing them. Deperding n the size of the district, the guidance
program leader can monitor counselors’ efforts according to their timeframes—
a “‘tickler file’’ system will help—or reports of counselors’ progress can be
chicited on an anrounced schedule. monthly, quarterly, or unce per semester. If
there are head counselors, 1t 15 appropriate for the head counselors to monitor
the progress of the counselors, and for the guidance program leader to momtor
the progress of the head counselors and, only indirectly, the building staffs.
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Monitoring does not need to be heavy-handed; most staffs will have worked
hard to succeed at their new efforts and will be proud of their accomplishments.
Indeed, monitoring provides the guidance program leader with the opportunity
to support and reinforce their work. Also, if staff ne " esources that the guidance
program leader can provide, the leader will be aware of their needs. If for some
reason insurmountable obstacles get in staff’s way or a well-planned activity
does not yield the anticipated results, the guidance program leader will be aware
of their hurt and will be able to encourage them to continue to swrive for im-
provement. Changing involves risk taking. A sample of the timeframe used in
Northside for the goal-setting, monitoring, and goal-attainment assessment pro-
cess is provided in Figure 7-9.

Monitor Overall Program Implemeatation

The district has established guidelines or rules for what the desired program
is and for ways to accomplish it. Methods for monitoring the content and shape
of the buildings’ changing programs—and, indeed, that of the d’trict as a
whole—must be used. These provide the guidance program leader with infor-
mation about who 1s and i< .0t working toward the desired improvements, and
about what 1s and 15 not possible in the given circumstances—that is, what else
outside the guidance department needs to change in order for the guidance
program to be as comprehensive, balanced, and student-directed as the newly
established policy states.

To momtor the changing content of the program, the guidance program leader
can use some of the methuds described 1n chapter 9, such as aggregating student
outcome data or using unobtrusive measures such us cataloging the new program
matenals that counselors vrder for their programs. To monitor the changing
sha,.> of the program, the guidance program leader can continue to ask the
counselors to account for their use of ime through calendars or logs We rec-
ommend that the gmidance program leader use the same time accounting measures
as over time they will provide graphic evidence of the shift in the program. This
evidence proves to be a reward in 1tself for the counselors Remember, success
breeds success!

Provide Encouragement and Reinforcement

Part of the difficulty of maintaining a program stems from problems associated
with trying to change staff work behavior patterns. It is relatively easy to do
something new once, particularly if 1t1s highly visible. Also, some staff members
may sabotage the improvement piocess by go .ig along with a new activity once,
but when it 15 over, withdrawing their support. As a result, is 15 important to
build into the program ways of dassessing the need for reinforcement and ways
to provide su~h re‘naforcement

Q .
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Figure 7-9
Timeframe for Supervisory Activities
TO: Middle School Head Counselors
Middle School Principals
FROM: Patricia Henderson, Director of Guidance
SUBJECT: Guidance Depariment Supervisory Timeframe

DATE: August 22, 1986

It is recommended that Head Counselors keep records of their supervisory
activities.

August-September
Individual Goal Setting Conferences
1. Principal with Head Counselor (by 9/15)
2. Head Counselor with Counselors (By 9/15)
3. Director of Guidance with Head Counselor (9/15~-9/30)

October-November
Observation of counselors

December—January
Conferences regarding:
1. feedback from observations
2. progress towards goals

February
Development of counselor performance evaluations in consultation with
Principal and Director of Guidance
Conduct evaluation conferences (by 3/1)

March
Counselors develop Professional Growth Plans

April-May
Observations of counselors

June
Conferences regarding:
1. feedback from observations
2. assessment of goal attainment
3. Professional Growth Plans
4. tentative goals for following year

APPROVED-

J E Rawlhnson. Associate Superintendent for Instruction
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Because the need for reinforcement occurs over time, it is important that at
least part of the staff development program be designed to provide such rein-
forcement. Skill building and discussion sessions that take place on regular basis
are vital. Skill building opportunities can be provided by encouraging counselors
in the system to share their successful new activities with others in a minicon-
vention type format, if the system is large enough to do this, or at local, state,
or national professional growth conferences.

Discussion sessior.s around specific events in the guidance program can be
held 1n regular staff meetings. Staff meetings provide counselors opportunities
to talk with their colleagues about guidance and counseling issues. Glickman
and Jones 1986, p. 90) cited professional dialogues as one of the critical factors
in creating a successful school. They stated that: **Essentially a dialogue occurs
when supervisors provide the elements of time, focus, and structure for indi-
viduals to meet andtalk.’’ Thus counselors’ staff meetings are an essential vehicle
to continue to encourage needed changes in addition to ensuring a basic com-
munication of information.

On a more informal basis, birthday parties, potluck dinners, and other socials
are helpful ways to provide reinforcement and form inter building teams. When
such events are planned, consider the down times that occur in any academic
year. In some areas of the country, the last part of January and the first part of
February need special events to brighten the season Midyear conferences can
be held on a regional basis and are usually well attended.

Make Program Adjustments

As the program unfolds, there will be times when 1t 15 necessary to make
program adjustments. Ke=p 1 mind that such adjustments are fine-tuning ad-
justments. They ore not major adjustments made as part of the initial program
improvement. Thuse come after more thorough evaluation, as discussed in chap-
ter Y. Any changes made in the program now should be made only after careful
thought. Some changes will be obvious. as in activities that simply do rnt work
Others will not be ubvious on the surface, but will become clear after systematic
evaluation. As a rule, count to 10 betore making any substantial changes Some
activities need time to take hold and as a result may not show up too well at
first. for example, ¢ shift from individual counseling to group counseling may
not be appreciated at first by students who are used to individual attention, but
45 more students receive group counseling, its positive effects will influence the
cvaluation.

Monitoring and adjusting the program are the results of formative evaluation,
a concept discussed in chapter 9. For now, the kinds of changes you can expect
to be mahing most uften s you fine-tunc the program may include modification
of timetables, modification of activity schedule.,, substitution or modification of
activities, substitution of resources, and changes n student competencies at
various grade levels.
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Step 5: Plan and Implement Public Relations Activities

Now that you have a grasp of the new program and are comfortable in de-
scribing it, you are ready to plan and implement public relations activities.
Because the best gencrator of good public relations is a good program, counselors
need to feel that they are conducting the best program feasibie. They need to
feel secure in the priorities that have been set and feel that they can explain them
to the many "publics’ served such as students, teachers, administrators, parents,
the business community, and community members at large.

Planning pubh< relations begins with study of the data inat were gathered in
the assessment of the current program as to how others perceive the guidance
program Because one purpose of public relations is for peuple to knew more
about the program, the goal at this time is to help people move from what they
thought the program was to what the new program structure is. To accomplish
this task, we recommend that a work group be formed to assist in planning and
implementing the public relations program. The work group should include not
only counselors but also representatives—preferably leaders— t . ie publics with
whom you plan to relate. It could be an ad hoc group and it inay include
representatives from the steering or school-community advisory committees,
Ultimately, the group that will continue public r:lations activities +nce they are
undertaren, is the school-community acvisory « ommittee.

Plan Your Public Relations Program

Public relations program planning 1s not d'.ferent from the glanning used in
the rest of the guidance program improvement process. You necd to know where
you are, perform a ““current assessment’ —in this case, the perception survey.
You need to know where you want to go—the **desired’’ end—in this case,
the cstablished goals for the public relations program. And, you need to know
how you are going to get there, es:ablish your plan of action that includes the
public relations objectives and strategies to be accomplished ana the timeframe
involved.

To be systematic, public rel.’ions activities are installed as an ongoing part
of the program’s overall improvement and management procedures. Public re-
lations activities that are not related n this integrated fashion to the total program
may be superficial and, as a result, may not have sufficient impact. Thus, careful
attention tv the planming ts important.

To develop your plan for public relot:cns, consider these steps.

1 Establish goals for your public relations efforts, for example, for program
consumers to be informed about, understand, and be supportive of the
comprehensive guidance program.

Identify the target populations for your public relations efforts, for ex-
ample, students, teachers, parents, administrators, referral agency per-
sonnel, community representatives/leaders.
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3. Find out what these publics think about what you are doing and what
they think you should be doing; for example, the specific data gathered
in the current program perception survey should tell you this.

4. Establish specific objectives for each subgroup; for example, to inform
all parents about the program; to gain support from some parents for the
program.

5. Identify the resources available to assist in your efforts; for example,
**Meet Your Counselor’” pamphlets, T TA newsletters and programs, day-
time radio talk shows, and school official communiqués.

6. Consider the relative impact each resource may have on the target pop-
ulation; for example, inviting PTA leaders to serve on the guidance ad-
visory committee provides them an opportunity to fulfill their leadership/
representaive role and, if advice is taken, their support for the program
has been enlisted.

/. Translate these resources into strategies to be used. Where possible we
recommend using the already existing resources that have demonstrated
effectiveness for reaching the target population, for example, the Ad-
ministrator’s Association newsletter to communicate with administiators.
Where none exist, creating unique resources such as guidance department
newsletters or **Counselor Corner”’ columns 1n the local newspaper is to
be considered.

8. Outhne the steps wat will be taken in the development of these strategies
and relate them to the overall plan.

9. Assign a person to be responsible for the activities.

10. Establish your timeframe.

Well-planned public relations achivities are an integral part of the guidance
program 1mprovement process. Remember, an effective public relations program
1s sincere in purpose and execution. in keeping with the total guidance program’s
purpose and characteristics, positive 1n approach and appeal, continuous in ap-
phication. comprehensive 1n scope, clear, with simple messages, and beneficial
to both sender and receiver

There are two purroses of publtc relations activities. to let consumers know
how good the program 15, and to change any negative perceptions they may have
to more positive ones. To do this, it 1s important to hsten for and understand
the negative perceptions that some consumers may have. For example, some
teachers do not know about our program and are often dissatisfied that they do
not get ‘‘mnstant service’* when they think they need it. They are not aware of
our taking work home at night 'ike they do to grade papers and plan lessons.
They do not think that we are tied to a set schedule that someone else has
determined Many are not farmltar with our role as student advocates, they see
us 1n problem situattons as advcrsaries. Also admenistrators may think that coun-
selors do not work very hard Co-administrators work evemings supervising
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activitics, anu they do not think that counselors do that. Some counselors are
percesved as not being loyal to the school because they do not attend extracur-
ricular ar tivities. Some parents do not feel that they get the response they want,
or perceive counselors as having made recommendations about their children
that have damaged their educational careers. Many are not aware of our spe-
cialized training. Some in the population at large still—unfortunately—have
ncgative bias against people with mental health problems and are skeptical about
the value of psychological services. In addition, some students do not recognize
or acknowledge the help they receive from counselors. They perceive us as
paper-pushers who were not helpful when they perceived they were having a
problem. In general, because our programs have not been well defined, people
have had unrealistic expectations about counselors and the services counselors
can and should provide.

Implement Your Public Relations Program

In implementing your public relations program there are two essential factors
to consider: timing and quality. Public relations activities should be planned to
capitalize on times when you have your audiences® attention. The quality of any
activity ought to be high: you need to put your best foot forward.

We suggest that you consider conducting your public relations activities with
your various target populations at those times when you are changing or working
on improved activities that affect particular consumer groups. When you are
ashing teachers for classroom time to conduct the guidance curniculum activities,
sume may be reluctant to cooperate Thas can be balanced by conducting effective
lessons when the opportumity 15 provided. Teachers may be quite upset when
they look for a counseir to assist them with a problem and learr that the counselor
s scheduled into ¢l srooms for guidance for a certain amount of time. This can
be the ideal ume to explain to them the benefits gained from developmental
guidance  Administrators also may be resistant when counselors try to divest
themselves of the quasi-administrative clencal tasks that take up so much time
and talent They get weary of counselors saying, **That’s not my job.”" If,
however. they become convinced that the ime saved 15 directly focused on
helping students through the guidance cumculum, individual planning, or re-
sponsive services, this negative feeling may be dissipated. Parents who are used
to the notion that counselors work one-to-one with students may be put off by
group guidance activities If group guidance is unexplaned, 1t may further par-
ents” feelings of not getting adequate service from this specialist for their own
child - At such umes. careful explanation of how many more students and parents
are receving service offset this concern

Guidance Program Leader’s Roles and Responsibilities

The role of the gwidance program leader shifts during this phase to that of
staff leader and program manager for ongoing successful program implemen-
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tation. While the transition to the new program is being made, the roles that the
leader will play in continuing leadership and supervision of the improved program
are begun.

The guidance program leader keeps the momentum for change focused and
alive during the transition, and in implementation maintains the focus on con-
tinuing improvement and fine-tuning of the improved program. The person re-
sponsible for program development leads the district-level changes and is the
chief implementer of the district master plan for change. The leader brings in
appropriate consultants to assist with the implementation of special projects. The
central office guidance staff member is in a position to know what is going on
at the district, state, and federal levels and has the responsibility to communicate
and interpret that information to the rest of the guidance staff. The guidance
program leader manages the ongoing public relations efforts.

The guidance program leader develops building planning and improvement
monitoring systems to be usea when the program has settled into ongoing plan-
ning-cvaluating-adjusting. The ultimate accountability for program success and
for performance improvement 1s up to the designated guidance program leader.
The guidance program leader works not only to ensure that guidance department
staff continuc to strive for program improvements but also encourages and rein-
forces their eftorts. 1t :s conventional wisdom among personnel specialists that
employees do what 15 “*inspected’* not what 1s *‘expected’”; an “*inspector’” is
needed.

Some of this authority 15 delegated to the other designated leaders such as
butlding head counsclors or counselor cluster leaders. Those leaders need assis-
tance 1n carrying out therr roles effectively. As discussed more fully in chapter
8. this w1l probably entail direct modeling of appropriate conduct as a supervisor,
and it will entail encouraging these leaders as they try leadership strategies To
ensure full implementation, we encourage the continued use of other staff leaders—
informal or otherwise —to ensure healthy communication between the district-
level guidance program lcader and the entire guidance staff Informal leaders
arc often the best vehicles for honest feedback.

Central office gumdance program leaders need to establish their roles with the
principals and other admimstrators. Because administrative responsibilities are
prubably shared with thiem, they must be educated as to the guidance department
goals and priorities and their support must be enlisted for the changes and the
ongoing efforts as well Their concerns and goals need to be attended to and
supported with the counszlors A goal we have not discussed fully is that of
striving for upen and clear communication between the building counselors and
their admimistrators, this 1+ sou. .mes problematic and deserves conscious at-
tention. For guidance program change efforts to be successful, collaboration
must vecur between the counselors and the administrators. The interactive nature
of cducational program decision making presents challenges to both building-
and district-level admunistrator, suceessful program implementation depends on
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taking correlated steps toward program improvement. The more these actions
are orchestrated, the more effective the guidance program will be in achieving
its goals for helping students learn what the program can offer.

Dunng implementation of the newly conceptualized guidance program, it is
time to focus on efforts to ensure that the guidance department staff members—
professional and parap-ofessional, leaders and followers—have the competencies
they need to conduct the well-balanced and comprehensive guidance program
that is envisioned. Chapter 8 will discuss in more detail how the staff leader <an
work to ensure that each staff member is striving to reach full professional
potential, that each staff member is operz*ing competently.
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CHAPTER 8

ENSURING SCHOOL COUNSELOR
COMPETENCY

In the past, the school counseling profession has emphasized the process (skills
and techniques) of gwidance such as counseling and consuluing. Emphasis on
the content of guidance—decision making, probiem solving, communicating—
has, until recently. been of secondary importance. In addition, the comprehen-
sive, developmental approach 15 relatively new to guidance program concep-
tuahzaton and delivery. Also. new competenies are required of school counselors
or. at mmmum, new emphasis 1s being placed on competencies that traditionally
have been underutilized. Thus, during the program improvement process and
beyond, attention needs to be given to ensuring the compezency of school ccun-
selors in developing and implementing comprehensive gwdance programs. Chap-
ter 8 describes how to do this by focusing on five steps that need to be taken to
ensure school counselor competency.

Step 1: Getting ready;

Step 2: Getting the right people 1 the right roles.
Sten 3: Providing appropnate supervision:

Step 4: Evaluating stuif effectively; and

Step 5: Encouraging professional growth.

The first step focuses on becoming know ledgable about the resources required
to establish programs that will ensure school counselor competency. This in-
volves reviewing the position guides and the human, financial, and political
rescurces available. The second step involves getting the right people into the
night roles. **Right people™ means people who are ceuipetent—who have suf-
ficient knowledge, skills, attitudes, and beliefs—to handle tl..ir assigned jobs.
**Right roles’’ means roles that the program requires to ensure effective delivery
of the desired program. Collaborating between counselor supervisors and coun-
selor educators, recruiting qualified applicants, selecting appropriate candidates
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tur available pusitions. placing them in appropriate settings. and orienting them
to new roles are the tashs required to accomplish the second step

The goal uf the other three major steps is helping staff members reach optimum
levels of performance in their assigned positions. According to Barret and Schrmdt
(1986). schovl counselors benefit from admimstrative. chnical. and develop-
mental superviston This section of the chapter ncludes a discussion of the
vhanging role uf the building-level gurdance department head —frequently called
the ~"head counselor ** Although speuific ideas for counselor performance eval-
udtion are discussed in chapter 9, a brief discussion 1s included in this chapter
hoeause we feel 1t is best if performance evaluation s envisioned as part of an
overall system designed to encourage professional growth and development.
Finally. the section un professional growth includes discussions about developing
idividual professional growth plans. assessing the needs for counselor com-
petency development, forming a district master plan for staff development. and
deahing wirh individuals who — ot imeet minimum professional competency
standards. It you are just beginning g guidance program. you would accomplish
these tasks in the order deseribed 1 the programis already operational, however,
these tasks are ongoing

Step 1: Getting Ready

Before a systenmiatic eftort tu ensure the competency of school counselors can
begin. performance expectations for counselors™ positions must be stated, and
the person Charged with the responsibility of improving counselors’ perforirance
nust B aware of the resources available to assist with staff development.

Base Counselors’ Roles on Position Guides

As we stated earlier (chapter 5). counselors” roles should be defined by position
guides Position guides state the expectations of staff members in implementing
the program The examiple we used from Northside Independent School Dastrict
delineates the following cxpectations. School counselors should reuch the guid-
ance urriculum, guwde students in their individual planning efforts, counsel
students with problems or concerns. consult with parents and staff. refer studen.s
ot their parents to other specialists, and coordinate the work of others (e.g..
taculty duirg tasks previously done by school counselors. and community vol-
unteers participating in comprehensive guidance program activities) Thus, coun-
selors in g system that uses this position guide are expected to have the competencies
needed to teach. guide. counsel, consult. refer, and coordinate effectively. Fur-
ther delineation of these competecies —the related skills. knowledge, attitudes.
and beliefs — s not the subject of this book  What ts important for our purposes
here. however. is that you be aware that ensuring cosnselor competency can
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occur only 1f you and your district have identified the counselor competenc-es
required to successfully deliver a comprehensive guidance program.

Constder Available Resources

As you prepare to accomplish steps 2. 3. 4, and 5 1n ensuring school counselor
competency, you need to consider the resources available. Buildings, districts.
and communities have the human. financial, and political resources required to
ensure counselor competency The question 1s. How can these resources be used
effectively?

Human Resources

Effective performance in a position 1s a shared responsibility of the position
holder and the school district. Counselor applicants have aresponsibility to define
themselves adequately so that prospective employers can evaluate whether they
are “‘right”” for the jobs available. Employers have the responsiblity for clearly
and speufically defining the positions available Counselors have a professional
responsibility to be competent in what the district has the right to expect—that
15. the educantional areas defined as mimmum s:ardards for certification by the
state and the ethical standards defined by the profession

Every school and district employs =duunistrators who are responsible for the
‘performance of the guidance depar.ment staff ~he utles of such administrators
vary. as do levels of authority and responsibility. Administrators may have such
titles as principal. superintendent. head counselor, guidance and counseling di-
rector. courdinator, or supervisor. The roles that each fulfills on behalf of en-
suning school counselor competency need to be specifically defined The number
of these administrators who may be involved and the degree of their competency
in guiddance and counseling will vary by the size of the school district as well
as by 1ts commitment to the comprehensive guidance program concept. Chance
may alsu enter the picture in terms of the career paths of the administrators
imvolved—for eraniple. a principal who was formerly an effective school coun-
selor may provide « different quality of admimistrative direction and supervision
than one who h.s had no counseling experience, and the quahity of such direction
and supervision may vary depending on the principal’s expenences as a school
counselor.

Certain communities and geographcal regions have resources that counselors
may be able to use For example. there are over four hundred counselor training
institutiuns 1n the United States. Many school districts are sufficiently close to
these 1nstitutions to have access to counselor educators. Other schzol counselors.
professiondl counseling assoviation leaders, mental health counselors, counseling
psycholugists, psychiatrists, training consultants business, industry human re-
sources specialists, and other specialists also may be available. In order to make
vptimum use of these specdlists for professiondl development. however, their
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expertise needs to be surveyed and cataloged. We suggest that you compile a
list,of such individuals. identify their areas of expertise, the topics on which
they present workshops. their professional licenses and certificates, and their
fees.

Financial Resources

The financial resources available to the guidance program should make pro-
vision for the professional development of the counselin, <t2#%. Districts provide
monies and opportunities for service traimng and attendance at professional
conferences and coziventions Regional offices and state departments of education
alvo provide education and training opportunities for school counselors. Larger
school systems and nterinediate school districts often provide professional jour-
nal subscriptions. books. and training tapes through professional librares.

Political Resources

In this era of educational reform, there 1s increased support to enhar ce profes-
sional educators” competency and accountability. Many states’ reform efforts
include renewed emphasis on professional growth in the form of mandatory
servicc education. professtonal renewal requirements for recertification, and
carecr ladder. Even 1if counselors are not mentioned directly 1n these efforts,
the movement to 1mprove overall staff competency can be used specifically to
assistcounselors For example., Texas mand.ted a **Model for Effective Teaching
and Supervision,”” which provided the training of the trainers. the training ma-
terials. and the hourly requirements for teachers and administrators to be trained
in the model Counselors and counseling supervisors were not included in the
mandate. however, counseling administrators were. It then became the counseling
adminustrators” responsibility to see that connselors were also provided oppor-
tunities to learn about effective teaching. counseling. and supervision.

Step 2: Getting the Right People in the Right Roles

With the position guides written and the available resources 1dentified, a
systematic approach to staff development may begin. The first task for ensuring
competency of school counselors 1s to have the right people 1n the right roles.
Finding the right people requires the guidance program leader to collaborate
with the colleges and universities in which most of the counselors are tramned,
to recruit the most highly skilled graduates to apply for available positions, and
to ‘elect the most talented. skilled applicants to fill those positions. Helping school
counselors fulfill the right roles requires the guidance program leader to place
them properly and to oricnr them to their new assignments.
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Collaboration

Most ccllege and university counselor education departments sech to develop
collaborative relationships with the school districts 1n their areas that are most
aptto hire their graduates. Such relationships are built by the professors' seeking
advice about various aspects of their training program. Many counselor education
departments have formed formal advisory commuttees consisting of counselors
and guidance program leaders from their neighboring districts. In addition. coun-
selor educators seek advice through professional discussions and invo.,ement 1n
local or state professional associations for counselors. Often practitioners are
invited to make presentations to counselor education classes. whereby both the
students in preservice traiing and the professors themselves gain insight into
the actual work of school counselors.

Field experiences provide a primary opportunity for meaningful collaboration
between counselor educa.ors and local school districts  Accreditation standards
developed by the Association for Counselor Educators and Supervisors (1986
encourage counselor educators to include field experiences for counselors in-
traming  Making these experiences effective 15 a shared responsibility of the
college ‘uriversity staff and the building district staff. To ensure successful com-
plenon of coursework that includes fieldwork. professors need to be explicit
about the experiences that counselors-in-traiming should have. Requiring them
to counsel individuals and write up case studies. to conduct group counseling
sessions with students with problems. and to teach developmental guidance
lessons guarantees that counselors-in-traning will have these experiences. At
the same time. school counselors responsible for superyising counselors-in-train-
ing need to be exphcit about the expeniences they know to be valuable relative
to the design of their school guidance program. Figure 8-1 provides an example
of guidelines for practicum students used by Northside Independent School Dis-
trict to help counselors-in-traiming consider what expeniences they would beuefit
from in order to learn to be effective schonl counselors within that district.
Guidelines such as these and the related expeniences that students have help the
counselors-in-traming to conceptualize the program and to understand the rela-
tionship betw een the skills and techmques they are learning and the program in
which they will use these skills For most counselors-in-traiing it becomes their
first opportunity to explore this relationship

Recruitment

Interacting with counselors-in-traiming 15 one way to recruit applicants. The
purpose of recruitment 15 to develop a quality pool of applicants. The better the
applicant pool. the more potential there is for those selected to become outstand-
ing counselors The basis for recruitment is to have a quality program and to let
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Figure 8-1
Guidelines for Practicum Students
Guidance Department
Northside Independent School District

To ensure that you have expenence in each of the components that constitute
the Distnct's Comprehensive Guidance Program, please consider the following
as possible activities to be included in your practicum experience:

Guidance Curriculum Component
e Developmental group guiding (guiding-teaching of guidance content using
guidance techniques)

Individual Planning Component
o Helping groups of students apply
(1) skills tearned through curriculum component
(2) tests results information
(3) career information and/or experiences
e Helping students develop educational plans

Responsive Services Component
e Counseling individuals
Small group counseling
Consultaton with teacher and or parents regarding children with problems
Referring

System Support Component
¢ Coordinating testing
e Teacher in-service
e Special purpose testing
e Assist with pre-processig PAC referrals

Please read the
TACD Position Statement, 1982. "The School Counselor. Personal
Characteristics, Work Environment, Roles and Competencies”

NISD's Guidance Program Description Matenals

people know about it Clearly explaiming the guidance program to district faculty
provides teachers who are certified as counselors or those who are planning to
seek advanced training an opportunity to consider the ments of being part of the
school ounseling staff. Providing teachers with quality feedback about students
they refer and consulting effectively with them as they face problems with
students or students’ parents are other recruitment vehicles. If your school or
district hires experienced counselors, presenting quality programs at professional
conferences and workshops also 1s a useful recruitment activity. Finally, the
more active the school counselors 10 a district are in local, state, and national
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professivnal organizations, the more visible the program will be, 1t the quahity
of the school counselors™ leadership and sense ¢f responsibility 18 1mpressive,
others will want to be part of the district’s comprehensive guidance program,

Selection

After attracting quality applicants. the next challenge 15 selecuing the best as
candsdates for school counseling posiions  As we have said before, school
counselor positions must be defined explicitly in order t match the apphicants’
qualifications with the expectations of the positions. The competencies required
for the counselor positions already have been defined at the district level, but
cach bullding may have specific demands that must be made explicat as well.
These demands may include needing individuals with certain personality char-
dacterstics as well as certain preferences for various guidance program functions.
The poal 15 to assemble a balance of characteristics and competencies across a
buillding or district staff For example, balanced staffs may have conceptuahizers
and logisties specialists, leaders and followers, those who enjoy group work and
those who enjoy consultation, and so on It may also nclude an ethnic/racial
balance parallel to that of the student body and o balunce of men and women

The process tor statf selection includes interviewing applicants, considering
the recommendations of people familiar with their work, and reviewing their
exvperienees and achievements. Interviews of prospective counselors should be
conducted not only by the personnel department staff but also by the supervisor
or adimmnistrator who will oversee the work of the staff member. In the case of
the school counselor. this means the building principal as well as the distnct
guidance program leader Some systems also have etfectively involved the current
counscing staff in the interview process  Although effective interviewing by a
large group 1s difficult to orchestrate, some distnicts have all the counselors
participate in a group discussion with applicants. Others have had individual
counselors conduct different parts of the interview — for example. one counselor
tahing the applicant on 4 tour of the school, another explaining the guidance
center. and sv on The size of the current staff and the number of candidates to
be interviewed directly influence the mterview format to be used.

The nterview should provide the opportunity for the candidates to relate
themselves to the positions that are open. An atmosphere conducive to self-
expression should be established  Interview questions should fead the applicants
1o report as much about themselves in relationship to the posttion as possible in
d reasonable length of tme There should be o diect relationship between the
questions ashed in an interview and the job requirements. Much has been written
about the value —or lack of value —of the interview as a selection tool, but 1t
15 une way of allowing candidates the opportumity to provide self-reports of their
experiences and abilities to fill the positon competently. It also allows the
cmployer the opportunity to gam insight about the candidate™s personality
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In soliciting recommendations from other professionals who have worked with
4 candidate, the admimstrator or supervisor should ask specific guestions about
the quality of the applicant’s expenences in relationship to the role of the school
counselor in the district, such as How effective a teacher has the applhicant been?
What has been the quality ot the applicant’s relatianships with parents? Persons
who give recommendations should be encouraged to provide concrete examples
to support their opinions.

Finally. a review of the applicants’ strengths and weaknesses as noted in their
past performance evaluations provides msight as to their probable success or
farlure as school counselors We believe that it 1s iaperative for a counselor to
have been an effective teacher 1n order to begin to be an effective counselor.
Counselors should come from the ranks of the best teachers 1f they are to deliver
4 quality developmental guidance program that includes classroom guidance.
Because the ability to be part of a team also 1s essential to delvering . com-
prehensive guidance program., .ndicators of individuals’ past relationships in *his
regard are important The guidance program and staff are on center stage in a
school. thus potential counseiors must have demonstrated that they are first and
foremost good employees Evidence 0. such traits as these 1s usually found in
past performance ratings,

Proper Placement

A well-developed selection process provides the information needed about
candidates selected to fill available school counselor positions. It 15 imperative
that staff members be placed 1n positic  that will make maximum use of their
strengths and in which their weaknesses will be mimmmzed by the strengths of
others As we indicated above, strengths and weaknesses in terms of competen-
cies and personal charactenstics need to be considered 1n placing individuals 1n
specific assignmeats The “*chemustry ™ of a staff, although diffice** to define,
is a5 1mportant to consider s are the competencies available and those required.
For example. 1f a staff already has several highly assertive individuals, the
addition of a follow er would probably do more for staff balance than the addition
of a person seehing a leadership position. With a clear definition in mind of the
program that 15 desired “or your building. you are better able to make judgments
about who will best fit the job availat .c.

Within a school system it 15 often possible to redistnbute staff members to
make optimum use of their talents  The same clanty regarding the competencies
and personality characteristics needed in a particular work setting 1s required 1f
you have the opportumty to transfer individual staff membere from one work
setting to another  Trau.fer opportunities can occur naturally in distnicts where
growth provides new positions. or when counselors retire or move on.
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Orientation

To help new counselors fulfill their roles properly, orientation to the require-
ments of the job iself and the context of the work setting is necessary. By
orientation we mean providing them with as much information about the cons-
prehensive guidance program as possible. New counselors receive information
about the counselor role in their training programs, and about the work setting
in the job application and selection process. Once p'aced, however, they need
more specific information about their role and the appiopriate use of their com-
petencies in the program. If the new counselor previously was a teacher, it is
important to remember that counselors' roles and teachers’ roles are diferent;
the transition from one to the other 1s not automatic. New counselors need to
know how the guidance program, perhaps only globally defined to them up to
now, actually operates in the building tc which they are assigned. The specific
acivities that define the four comprehensive program components will need to
be conveyed. New counselors also will need to be informed about the structure
of the building 1n which they will work, the principal’s pnorities, and the or-
ganizational relationships.

A member of the existing staff should be designated to help newcomers leam
the facts they need and to ease their evolution into the new role. Helping new
counselors use their unique competencies 1s a role for the building guidance
department head. This may include helping new counselors to broaden their
perspective from a classroom perspecive to the school perspective, to act as a
consultant to other staff members and as an advocate for students, to put the
concept of the guidance program in operation, and to learn the informal power
structure of a school.

Orientation should begin with formal meetings conducted by supervisors and
administrators. Other topics are best handled through ongoing dialogue with the
new counselor and a counselor colleague, who may or may not be the building
supervisor In some programs a ‘‘buddy system' has been used effectively. In
any case, there s a lot of informauon for new counselors to learn, and the more
systematic their induction 1nto their new positions 1s, the smoother the transition
will be.

Step 3: Providing Appropriate Supervision

Once the nght people are 1n place and are prepared to fulfill the right role.,
helping them perform these roles 15 the challenge. A regular system to encourage
performance improvement needs to be established. There are three components
that compose a counselor performance improvement system. supervision, eval-
uation, and professional development The goal of a performance improvement
system 1s to use procedures that will guide counselors to be accountable for
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helping students reach specified guidance program outcomes. and to carry out
their work as defined in the counsclor position guides 1n a competent manner.

The supervision process provides some of the data needed to evaluate an
individual’s performance. Supervision helps employees clanfy what they are
held accountable for. Both the supervision and the evaluation pricesses provide
vehicles for 1dentifying an individual’s needs for competency improvement that
can be attended to in the professional development componrnt.

Although the pnmary responsibility for an individual’s performance improve-
ment beiungs tu the individual. others 1n the system can be of help. Principals,
head counselors, and guidance program leaders all have expertise in different
aspects of the counselor’s role Conceptualizing supervision. evaluation, and
professional growth opportunitics as parts of one system to enhance schooi
counselors’ professiondl development also provides the oppuriumty to clanfy
the roles and responsibilities of the various overseers for school counselors’
performance.

Supervision provides counselors specific feedback regard.ng their performance
in guidance program activities, assistance in attaining their established goals for
program improvement, «nd information regarding their atter.tiop te administrative
requirements. It 1s one means for recogmizing outstanding performance and con-
tributions and for identifying performance deficiencies In addition. because 1t
has been recogmzed that professionals seek feedback on the quality of their
performance, supervision also provides a chicle for doing that. As Glickman
and Jones (1986, p. 90} stated. **The critical point 15 that supervision creates an
.nstructional dialogue among and with teachers that results in planimng and acting
upon 1mprovements 1n learning for students.”” Substitute **counsclors'” for
““teachers’ and the point 1s equally true. Thus, the essential goal of supervision
15 to encourage u healthy, professional dialogue between counselors and their
supervisors and among counselors as a professional group

To the question posed by Barret and Schmidr (1986):

Should ounselor supervision be categonzed as a threefold process odnunistrative
tperformed by principals with a focus on employee attendance. prictuality, staff
relations, outreach to parents). Jinscal (performed by properly trained «nd certified
counsehing supervisors with a focus on direct service delivery), and developmental
{performed by program coordinators with a focus ¢n program devilopment. in
service training, and other system-wide concerns)? (p. 53)

we say YES!!! This categorization helps clanfy the different aspects of coun-
selors” roles that are supervised by suggesting the appropriaw supervisory ap-
proach for assisting counselors in those various roles. ard by sorting out the
roles of the varnious administrators who supervise counselors.
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Administrative Supervision

Administrative supervision focuses on counselors” work habits and ethics.
Other tashy that tght come under administrative sup~ “vision are those related
to systern. support activities —particularly those i which the gmdance program
provides s''pport to other educational programs. These may include such activities
as participating in the planning of the standardized testing program, appropriately
completing forms for referring students to special education, and completing
required reports.

School buildings and districts use many different forms that support this su-
pervisory component. such as daily sign-1n sheets, calendars, telephone call logs,
and reports of parcnt conferences. As Barret and Schimidt (1986) mentioned. the
primary administrative supervisor for the school counselor 1s the building prin-
cipal  Adnumistrative supervision should be ongoing. As with other forms of
supervision, feedback to the counselor should include positive and negative
comments and should occur on a regular basis.

Clinical Supervision

Chntcal supervision focuses on counselors”™ direct service delivery and on
counselors” unigue professional shills such as guidance. counseling. consultation,
and referral Observing counsclors use their skills, as well as specific feedback
regarding what was observed, is the essence of chinical supervision. A five-step
process model 15 suggested.

Preobservation conierence
Observation

Analysis of data
Postobservation conference
Postconference analysis

N fe W D e

Aubrey (1in Boyd. 1978. p 306) defined skills as “behaviors that are opera-
tional, repeatable, and predictable within a dehinuted range of effects.”” The
counselors” professional skills (we use the word competencies) can be delineated
so ds to lend themselves to this form of obser Ltion. Many counselor education
programs and school districts have listed the competencies that they expect of
schoul counselors they educate and emp. »y. Competency lists provide the basis
forobservations To illustrate, the **descniptors' used for this purpose by North-
side Independent School District are provided in Appendix F.

Supervisors certified as school counseiors —such as head counselors, central
office guidancc administrators ur supervisors, or counselors assigned supervisory
responsibility of their peers-—should perform chnical supervision if it 1s to be
' effective Forms that assist the supervisor to focus on specific, important be-
|
|
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haviors are helptul in (linical supervision They provide a vehicle for commu-
nication between the observer and the person being observed. Sample forms
from Northside are provided in Appendix G.

No matter how munutely competencies are described or how refined the ob-
servation forms are. training 1s required to provide supervisors with the back-
ground they nced to provide meaningful feedback to practitioners. Feedback
should be given within 48 hours after an observation occurs so that both parties
have a fairly accurate recollection of the events.

It 15 hard for us to recommend to you an 1deal number of contacts that the
linical supervisor and counselor should have. If counselors are not unduly
threatened by such observations and the related feedback conferences, then the
more the mermier because professionals do value feedback to help them improve
their cumpetencies. Clinical supersision 1s akin to tutorial assistance;, it is one-
t0-une. direct. and competency focused. Counselors can benefit from clinical
supervision in each of the functions required 1n their work—instruction, coun-
seling, consultation. and referral Observation and reedback about counseling
competencies will not necessanly provide counselors with ideas about how to
improve their consultation competencies, for example We do recommend that
observations occur at least twice a year

Developmental Supervision

Developmental supervision, as stated above. focuses on program and staff
development issues. 1t entails the three-phased approac. of (1) collaborative goal
setting for prugram and perfurmance improsements, (2) monitoring counselors’
progress tuward those goals. and (3) assessing counselors” level of goal attain-
ment.

Developmental superyision provides the vebrcle for challenging counselors to
repatr discrepancie$ between the current and the desired program For example,
it mure group wounseling s desired of the program, counselors can be asked to
set godls of increasing the number of groups served. It also provides the vehicle
for targeting specific competency development goals for counselors. If, for ex-
ample, as 4 result of cLinical supervision or the summative performance evaluation
counselor competency deficiencies are noted, counselors can set goals to repair
those deficiencies. Suchi goals might be to expand their repertoire of response
techniques 1n ccunseling sesstons. In school systems where the primary super-
visur of the counselors 1s the principal, one version of developmerdtal supervision
calls for the use of contracts developed between the counselor and the principal.
In this system. the principal identifies a goal that the principal wants to reach,
such as lower absence rates, and the counselor suggests strategies to attend to
that goal, such as group counseling for students with three or more unexcused
absences during the first semester.
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Goal setting and assessing the level of goal attainment are steps that require
one-to-one conversations between the superyisor and the counselor Monitoring,
nowever, should be donc !, counselor supervisors on an ongoing basis and can
be effective with separate groups of counsilors at @ ime Monitoring provides
counselors the opportumity to communicate about thair successes and failures
and to suggest differcnt strategies to one another Staff meetings provide the
opportunity to do this

Examples of forms that support the goal setting and assessment steps of
developmental supervision in Northside Independent School District are program
improvement action plans (see Figure 7-7 n chapter 7) and professional growth
plans (see Figure 8-2).

Anotier approach that has been successtul 1n Northside 15 using annual. monthly .
or weekly calendars to guide counselors in planning their implementation of the
comprehensive guidance program  Example calendar formats e provided in
Figure 7-8 (chapter 7) and 1n Figure 8-3.

Derelopmental supervision is best provided by supervisors assigned the re-
sponsibility tor program developuirnt Head counselors have this responsibility
at the budding level and cent al office guidance program leaders at the district
level.

Changing Role of the Building-Level Guidance Department Head

Strengthening the means by which we help counselors improve their job
performadnce, as well as more clearly defining expectations for the guidance
program. calls for the recasting ot the role of the builaing-level guidance de-
partment head. Various titles are used to label this position such as head coun-
selor, gmdance depa iment chair, guidance coordinator. and director of gurdance,
we will use “*head counselor'” as it seems to be the title most used. Traditionally,
head counselors have served as a4 lhanon between the guidance staff and the
admimistration. and between the guidance department and the nstructional de-
partments. ia some instances they have been expected to do the quast-admin-
strative tasks assigned to the guidance department such as building the testing
schedule or the 1 schedule.

Ina school t.  , changing 1ty gmdance program to the comprehensive one
we are proposing, and 1s striving to use all ity available resources to enhance
the effectiveness of the counselors. the head counselor’s job description must
change. First, 1t 15 1mparative that some member of the staff be designated as
the head of the bullding guidance program. Next, a position guide appropriately
tailored to address the additional responsibilities of that person must be written.
The head counselor position guide used in Northside Independent School District
1s provided 1n Figure 6-12 (chapter 6). This guide states the expectations that
head counselors will provide leadership to the program development efforts on
their campuses, and that they will supervise the counseling staff. in addition to
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Figure 8-2
Counselor Professinnal Growth Plan Form

COUNSELOR PROFESSIONAL GROWTH PLAN School: .
Name:

Principal/Head Counselor Signature:

Date:

USE A SEPARATE FORM FOR EACH COMPETENCY AREA

PLANNING
(To Be Corapleted by June 1, 1987)

EVALUATION

(To Be Completed by June 1, 1988)

Targeted Competency Area:

Objective(s):
Evidence
Descripticn or of Actual Verification of Level of (1~5)
Tasks/Activities Timeframe Achwvement Completion Date Achievement Accomplishment
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Overall Assessment of

Achievement.

1 2 3 4 5
(Not Achieved) (Fully Achieved)

Counselor's Signature:
Prnncipal’Head Counselor

Date-

24°(
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Figure 8-3

Weekly Calendar -

NISD Guidance Department for198_____-198___ é
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the more traditional responsibilities of serving their own case load and repre-
senting the department to others The guide also clarifies that head counselors’
authority to do this is delegated to them by the principal and the district guidance
program leader—those designated as therr supervisors in the building and in the
central office

Finally. the principal and the central office guidunce program leader must
work with and tor the head counselors to help them carry out their responsibilities.
The newest challenge tor head counselors s the responsibility of supervising the
building-level counseling statt The regular staff members need to be informed
as to the authority of the head counselor The head counselors need to be provided
the shill development they need to conduct therr chimeal. developmental, and
adniristrative supersisory roles appropniately - Counselor educators can help
local buildings and districts as they retrain head counselors. the supervisory skills
that counselor educators use with students in ficld experiences are essentially
the same shills that head counselors need 1in working with their staff,

Lahing this one step tarther. head counselors i turn need to be supervised.
Administratise supervision ot the head counselors 15 done by the building prin-
cipal Chineal and developmental supervision should be done by the central
ottice guidance program leader Chinteal supervision could entail observing the
head counselor conducting o statt meeting and providing feedback in techmques
for etfective meetings Developmental superyision would entail setting goals that
are specttic to head counselors™ program leadership responstbilities (e g . mnsti-
tuting group guidance activities for 12th graders in which they learn their status
relative to high school graduation, and initisting ¢ post-high school plan) uand to
statt supersision responsibilities (¢ g . implementing a spectfic teum-building
strategy )

We believe that the etfective use ot these varous modes of supervision 1s a
primary vehicle for ensuring school counselor competency Each mode entans
targeting specitic pertormance behaviors of counselors and provides mechanisms
for assessment and feedback of the accomphishment of their desired objectives
Through these niechanisms both supersisor and counselor are forced to be con-
crete about strengths and deticiencies  Inour expenence, when professional
counselors have been assisted o see specttically what they can do to nnprove,
they are cager to improve

Step 4: Evaluating Staff Effectively

Counselor evaludtion s most etfective when 1tis conducted as part of the total
pertormance miprovenient system - An approach to couns ot cvahiation 1s dis-
cussed extensively in chapter Y. bat we include this briet discussion of 1t here
to allow you to see how 1t s rdated to the other parts of mov erall performance
miprovement system
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As with the other parts of an overall performance improvement system—
supervision and professional development - evaluation of counselor performance
rests on the expectations held for the position of school counselor as clanfied
in the position guide Remember that the position guide was v.ritten based on
the desired comprehensive guidance program. There must, then, be congruence
between the program, the posttion gude. and the procedures used for school
counselor evaluation.

The purposes of the three parts of the overall performance improvement system
are related but each has a separate goul The goal of supervision 15 to use the
resources—that 1s, the supervisors—of the system to .s1st school counselors
to reach their professional potential within the district. The goal of ... profes-
sional development component 1s to encourage school counselors to continue to
grow in therr professional competency, using both school district and personal
resources. The goal of the evaluation system 15 to rate the competency level of
the school counselors from the school district’s perspective, to judge how com-
petently they are performing the job to which they are assigned.

In theory, supervision and professional development are conducted in a non-
judgmental manner, but in reality they also provide some of the datu that support
the judgments made 1n evaluation If. for example, counselors are observed by
their cliniedl supervisor as consistently giving nusinformation to students or as
consistently projecting their own values into students™ decisions, the clinieal
supervisor 1s responsible tor providing that information to the cvaluator The
relationship can work the other way as well 1 the evaluator perceives counselors
not being authortatise enough with students, the chineal supervisor can explaim
to the evaluator the protessional rattonale for being nonjudgmental

Sunervision and protessional growth also provide strategies for assisting coun-
selors to repair deficiencies dentified through evaluation If the evaluator per-
cenes that o counselor s not ctfective with groups of children. the chimcal
supeny isor wan observe the counselor in action with groups and provide technicdl
assistance In developniental supervision. the counselor and supervisor nught
agree that a professional development gaal tor the counselor would be to improve
the use of mstructional methodology Through strategies provided in the profes-
stondl devclopment component. the counselor mught attend workshops on ef-
tective teaching techmygues Thus, evaluation 18 g very important part of the
overall performance improvement systenn Tre scherma tor Northside Independent
Schoul Dastrict™s pertormance mmprovemient system 1s displayed in Figure 8 4
Inat the centruhty of evaluation 1s clear

Step 5: Encouraging Professional Growth

Although protossional growth s primanily the responsibility of the individual
school counselor. there are many resources ™t a school district can and should
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Figure 8-4
Counselor Performance Improvement System
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provide The needs and wants of the district need to be balunced with the needs
and wants of the individuals on the staff. From the district’s perspective, the
purpose of providing professional growth opportunities 15 to provide cost-effec-
tive 1nservice education and trainine that meets the needs of the largest number
of counselors in relationship to priority needs of the district and building guidance
programs From the school counselors’ perspective. the purpose of participating
in professional growth opportunities 1s to improve their professional and personal
competencies 1n areas that they perceive as important. As stated earlier, the goal
of professional growth 1s to encourage staff members to continue to grow
their professional competency, using both distnict and personal resources.

The challenge 1s to provide mechanisms that help both the district and the
district counselors target specific competencies—krowledge, skills, and atti-
tudes—that nced enhancement. We recommend developing a process for en-
couraging professional growth that begins by having counselors 1dentify their
own competencies and compare them with the competencies required to imple-
ment the desired district comprehensive guidance program From these two data
sources a master plan for counselor staff development for the district 1s developed
that 1dentifies the competencies to be addressed for the various subpopulations
of school counselors and describes how these will be addressed.

Individual Professional Growth Plan Development

As aresult of chmical. developmental, and administrative supervision, and as
a result of evaluation. counselors will have identified specific competencies that
need to be targeted for improvement. Counselors” professional growth plans are
developed 1n the context of their long-range professional and personal goals as
well as in the context of the cumprehensive gudance program. In developing
their plans. counselors should be explicit ubout their long-range pians and be
encouraged to identify the intermediate and immediate goals that will help them
reach their larger goals

Buth sets of data—the specitic jub performance targets and the professional-
personal godls—provide infurmation to counselors as they develop professional
growth plans Counselors shuuld be encouraged to develop such plans for a 2-,
5-. or even 10-year periods  As a district, however, you will have more than
cnough data to work with it you know the counselors’ immediate needs and
wants for competency acquisition or improvement

In a formally defined performance improvement system, school counsclors
wnte protessiondl growth plans in collaboration with their superyisors and submit
them to the guidanee adminsstrator A form used for this purpose was displayed
in Figure 8 2 With a form such as thrs. counselors and supervisors (principals
or head counselors) agree on o *targe’ed competency area.’” such as the imple-
mentation of effective group counseling They also discuss appropnate objec-
tivets) that, 1f met, would icrease counselors’ effectiveness, such as the ability
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to (a) ariculate a theoretical base for counselor behaviors. (b) use a variety of
response techmyues, and (3) facilitate students” development of behavioral plans.
Counsclors. then, 1dentify tasks. activities that they plar. to perform to meet the
objectives The plan includes a imeframe and a statement to the supervisor about
potential evidence of achievement. (The second half of the form relates to the
evaluation of the counselors” accomphishment of the plan—when the tasks were
completed. what documentation of accomplishment is available, and at what
level they were accomphished These are reviewed at the end of the year by the
counselors and the supervisors as part of the evaluation system described in
chapter 9.)

Having recened the counselors’ plans, counselor supervisors and administra-
tors know w hat their staft members want. They are then 1 a position to encourage
counselors to seck educational opportumties.

Assessment of the Needs for Counselor Competency Development

Knowing what the counselors want 15 only one part of the needs assessment
n a plan for staff development 1t ulso 15 necessary to assess counselors’ needs
for performance improvement in terms of the shills needed to implement the
comprehensive program dosired by the building oi district 1t 15 important to
assess counselors” competencies to find out those they have as well as those they
need to work on.

To assess counselor competencies the same methodology can be used that was
used to assess the percenved needs of students. only the items are changed. The
items to be used can be generated fron the competencies that have been idenufied
s necessary to organize and implement the compreheisive guidance program.
The *deseriptors™ you have dentified to support the observation-evaluation
components of the performance improvement system provide these specifics.
Using a questionndire. card sort. or other assessment technigue. the data are
gathered and tabulated Many such assessments ash counselors not only how
much they need to acquire the competein, . but ulso how important they feel 1t
1s Figure 8 5 provides an adapted part of vne such form used in the Community
Collaborative Career Guidance Project conducted by the National Center for
Research in Vocational Educaton,

From the system’s perspective. the guidance supersisor—the guidance pro-
gram leader also has @ viewpoint as to the importance of each competency
that should be considered as the plans tor statt development are made. 1f, in
comparmg and contrasting the current and the desired programs, discrepancies
have been identitied that seem to be related to competencies not used 1n the
current program but wanted in the desired program, the district guidance program
leader would know the importance of staft development in those competencies.
whereas the counselors night not yet be aware oi it For example if the desired
program cails for more group counseling than is currently done. competency
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improvement n those shills would receive a high prionty trom the distnict’s
perspective.

Within the counseling staff not only will different groups of counselors want
to acquire different professiondl competenaies, but different groups of counselors
will need to acquire different competencies. New counselors have different needs
than do experienced counselors Some experienced counselors are more com-
petentthan others and may need udvanced truining, whereas others need remedial
traming. The program improvement process itself will dictate some staff devel-
opment nceds. The prionty needs for traiming head counselors will probably be
different from those for staff counselors If you have a cadre of peer leaders.,
they may have different protessional growth needs.

St~ff Development Related to the Program Improvement Process

As they proceed through the program improvement process, school counselors
learn 4 vanety of new concepts They learn about the comprehensive guidance
program. about their roles in 1it. and about some of the processes that 1t takes to
implementit: The presentation of the information gathered in assessing the design
of the current guidance program provides insights 1nto the program and its facets,
as does the recasting of the program that 1s presented in the expression of the
district’s basic structure Whether you have chosen to select current examples
of etfective practices or vertured into mnovative activities that fit the desired
program. counselors learn about operational detals of o comprehensive guidance
program

If. as g first step 1 assessing the design ot thei building programs counselors
hept logs of their activities. they learned about their own piece of the program
and watched as their data were aggrcgated with those of others. This helped
them further internalize the program concept and provided them with msights
into their own work habits Such intormation, when compared with the expec-
tations for their roles as stated i the position guides, provides counselors with
deas as to how they aan add to their professiondl competencies At the same
time. study of the position guides of other statt in the guidance department helps
dall statt members understand the chain of command™ as well as the respon-
sibilities of the head counsclor and those ot the various paraprofessionals.

Counsclors need to learn processes related to planning such as goal setting,
ranking tor priority, and action planning Counsclors also need to learn about
program planning and persondl planming Be hong involved in the program
improvement process they learn about program planming  They have been in-
volved 10 such program planming activities as conduciing needs assessmients,
assessing the current program. and establishing the desired program structure
By sctting goals and devcloping action plans tor attaining those goals, counselors
learn persondl planning One of the mgjor benetits of establishing a compre-
hensive guidance program with clear-cut prionities 1s that the guidance program
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Figure 8-5
Excerpt From Training Needs Assessment Form

Compstency Areas and Specific Statements Competency Importance

Competency Area 3

SELECTING PROGRAM'S CAREER
DEVELOPMENT THEORY:

Choosing a career development (and decision-
making) theory on which the career guidance
program will be based.

Describe the advantages of using a theory of career
development and career choice as the basis of your career a b c d a b c d
guidance program.

Explain the key features such as philosophy, assumptiors,
propositions, and hypotheses of several theones of caresr a b c d 2 b c d
Q  development and choics. P -
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AT TR

Select, using previously defined critena, an underlying
theory for your career guidance program by choosing from
or adapting available alternatives to meet the needs of
clients and your organization.

State the selected theory in clear terms, defining how its
components provide the basis for each major area of your
career guidance program.

Communicate the theory, its importance, and rationale to
team rmembers and others who work within the program
setling.

Apply the theory throughout ali phases of the development
and implementation of your program so that ongoing
decisions are n*ade on a clear and loyical basis.

Evaluate the effec.'veness of the theory, and revise it as
necessary to provide a sound basis for your prograf:.

a

b

c

d

b

Note: Fro.~ Tramner's Manual by L.L. Philips, 1979, Columbus, OH: Nationa! Center for Research in Vocational Education
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becomes managedble to the counselors  Instead of g series of days that just
happen, the counselors” work year becomes a planned year Not cvery minute
of every day can be planned  that wiil never happen as long as the important
responsibility of responding to students and others in crisis 1 present. The major
events of the program can be planned. however, enabling counselors to feel a
sense of daecomplishment Having control of the major parts of the program and
their jobs empowers counselors and contributes to their professional pride, and
consequently helps revitalize therr comnntiment to their professien.

Counselors, espeaially those who are not used to thinking of the program as
having any resources, need to learn the processes fon effective use of resources
such as budgeting, caretul selection of matenals, and time management During
the program improvement proce .~ counselors need to learn to use assertton and
political skills, they need to see themselves as being empowered

Once the desired comprehensive program design has been established tor the
butlding and district, and the discrepancics between " what should be™ and *"what
s are dlear, generatine as many 1deas as possible for repainng these discrep-
anctes not only provides g plethora of 1deas, but dlso gets the counselors” creative
Juices flowing  Bramnstorming sets in motion “"How can 1 change™” thought
processes

1 10 the progrant improvenment process spectal projects are used to enhance
the program change process, some vounselors myy need competency develop-
ment related to those special eftorts Not only will they need to learn to take
rishs comiortably, but they also will need to learn the competencies associated
with the speaific projects they are participating in It you are expertmenting with
curriealum wrting, for example, inservice traming i carriculum developnsent
Is tmportant, as Is trasnung in the specific content ared to be developed. It some
butldings are trying out large group guidance activities, then competency in
worhing with large groups 1s required It you purchase materials for possible
districtwide use, counselors need waning i the afective ase of these materials

Once the analysis ot the disparities between the carrent and the destred pro-
prdnis have been completed, and the basic directions for program change have
been established, the traming needs ot counselors in the district can be ant.u-
pated Because much has been fearned dbout the teaching-learnimg process n
reeent years, counselors need updating in that process it they are to deliver the
guidance  arnculum etfectively and maintain their credibihity s consaltants to
teachors They also an benetit frum statt deselopment activities that tocus on
instructional methodology such as task analysis, lesson design, and effective
teaching practice In additton. the new program design requires that counselors
update ther conipetencies in structured and growth group work, 1 eftective
methods ot parent and teacher consultation, n brief famuly ntervention tech-
mques, 1 addressing the needs of at risk s udents (such as dropouts and potential
dropauts, substance abusers and children of substance abusers, unmotivated
tearners and those who continually tail to suceeed cademically, depressed ad-
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vlescents and thuse who threaten or attempt suicrde), and 0 incorporating career
development activities n the program such as decision making, planning, and
problem solving Another recurrent need-—dnd one that acmunistrators support
wholeheartedly - 15 that of acquinng ume managemen: shills Finally . counscelors
need to fine-tune their public communication skills

As the gudance program shifts to require better use of counselors” educational
talents, their sense of professionalism should be enhanced To further this feehing,
workshops or sudy sesstons on etlncal standards and 1ssucs could be held
Counselors should be encouraged to belong to professional associauons and to
become imvolved in association work  When avaslable, attainment of licensure
or registry should be encouraged. with suck accomplishments being publicly
acknowledged.

Guidance program leaders, head counselors, or other peer leaders can benefit
from learming about leadership characteristics and leadership styles - A personal
benefit they zain from participating as leaders in the program 15 increased self-
hnowleage They abso can benefit from learming about situational leadership,
team building. the usc of power, the needed balance of both task and relationship
orientation, and the roles they play 1n groups and leader-follower siuations  If
you are the guidance program leader, or 1f your role ¢s program admin, trator
does not require special adnunistrative or supers sory certification, you too will
benefit because most of this material s not included 10 guidance preservice
education

Ihe head counselors will bene it from specighized traming that helps them to
implement therr newly clanfied roles better Where you begin thewr inservice
tramning depends on the individuals mvolved and the roles identified tor them
We recommend beginming with action planning because that 1s basic to their
work with coenselors and to then responsibilities tor feading the building guid-
ance program r.dosign and imiplementation Head counsclors and peer leaders
also My have needs for competencies m motis ating statf members, conducung
obseryations and providing constructive cnticsm, fisk taking, delegating, as-
sertion, and managing stress In addiion, they may need help i de' eloping the
Shills and attitudes needed tor etfectively encouraging others ey may need
to fearn the leadership roles associated with mutual goal setting as well as those
assuctdted with etfective mositoring of pian implementation 1 v our distnict
organizetiondl structure ivolves o team approach with the principais sharing the
superyisony tespons hility tor the counselors, principals need to be informed
ensure therr under . .ag ot the newly designed comprehensive gurdance pro-
gramn Thus, the district statt developnient plan ought o include principals

District Master Plan for Staff Development

Knowing what the statts” wants and needs are for competency desefopment
is a hirststep  The neat step is o develop a plan o meet these needs etticienty
1.md ettectively  The plan mcludes identitying the strategies and resourees avail-
ERIC P9
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able for staff development. developing a timefrar:ze for the staff development
activitics that the building or district will provide . and considering how 15 evaluate
the effectiveness of e strategies used. Figure 8 6 displays a format that could
be used for writing the staff development plan.

Choose Strategies for Staff Development

A variety cf delivery methods are available for staff development including
lectures, reading materials, audiovisual materials, demonstraions, programmed
learning, discussions, simulations, and direct experience. Each method has costs
and benefits Making decisions about which methods to use depends on the
outcome intended for the staff Lectures typically help listeners io become aware
of 1deas or practices, whereas direct experiences such as internships or shadowing
help participants internalizc the content.

The lecture mode is traditional for inservice education. The lectures can be
motivational or instructive Consultants can be brought into the district, or staff
can be encouraged to attend profes.wnal growth conferences held at the local,
regional. state. and national levels Skited counselors should be encouraged to
present at such conferences because orgamizing and presenting helps them refine
their practices and ideas

Reading materials include professional texts and journals. Indivsduals seeking
growth in specific areas can use bibliographies. If the poai 1s for a number of
people to consider certan topics, readings can be assigned and groups can be
formed to discuss the content of the readings The discusston can be focused by
means of a “'discussion agenda® such as that displayed in Figure 8-7 and u.ed
in Northuide Professional journal reading 1s a cost-etfective, readily accessible,
and professionally sound staff desclopnient vehicle that statt development plan-
ners typically underutilize Where such reading 15 encouraged. tollow -up dis-
cussions to assist the readers to process the ideas they have read are not often
held. but should be

Other vehicles for protessional discussions include staft meetings and retrests
Case consultations. particularly those led by an expert consultant, provide mean-
mgful learning opportunities as well leedback conferences held as a part of
chnical supervision also can provide learning experiences for counselors New
counselors can learn much by observing master counselors as they demonstrate
their skills 1n actual work settings

Earlier 1o the chapter we Iisted some of \he resources that are potentially
available to help in statt development At this point it 1 important to be specific
as to the expertise of the people available Then, the expertise available can be
rmatched with the priority needs of the staff Some consultants are available
within the school system. others will cost money  Thus, the guidance departmient

—
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Figure 8-6
Format for Staff Development Plan

Staff
Category

Staff
QOutcome

Strategy

Timeframe

Resources

Expertise

Facl/Equip

Cost

Evaluation
Method
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Figure 8-7
Group Counseling Project Discussion Agenda

Hinh School Counselor Staff Meetings

Group Counseling Project Discuss:on Agenda

Uses values imits of groups
What counseling 1s 1s not
. Individual’s theoretical models
Professional processes and techmques used in group counseling
Climate’ needed for group to succeed
Forming your groups

Group process
Norms
Orgamzation
Structure

Leader's role(s) responsibilities

budget must be considered Onee the prionity needs of staft have been 1dentified
and the means by which th2y can puisue professional growth have been decided.
it s now possible to project how much money 18 required to make optimum use
of the resources Ideally, every staft member has the opportunity to grow profes-
stonally nthe course of @ year Thus. the resources available should be d.stributed
with this principle in nund - At the samic time means for having individuals share
tideas and information th:y have gamed 15 o way to spread the wealth. For
example. ¢ only onc  ounselor trom g district can attend a state or national
protessional conterence. that counselor could give a report at the staff meeting.

Onc final important consideration i implementing the staft development plan
iv planning the use of the tacihties and equipment available Be sure to consider
where the various activities will be held. what the seating capacity is. and whether
the aamosphere 1s conducive to discussions I plany include the use of equipment.
mihe sure that the necessary .quipment is present and that it i~ in working order,
Thix may seem obvious, but all too often the excitement of the topic causes
tapses 1n memory about miceting logistics

Establish the Tuneframe ,or Staff Development
Caretul consideration should be given to when statt development activities

will takhe place Somie writers suggest., with geod reason. that late fternnon or

N
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evening sesstons dre to be avorded it possible: Sessions during school hours
recommended, but are costly because they use staft student-contact ime Sat-
urday and holiday sessions may work out well, particulatly 1t you are 1n a state
where hicensure requirenients include accamulating continuing education hours

W e recommend that staft development activities be niterspersed over the length
of the program improvement process  Such activities often are enjoyable and
serve ds d means o mnerease morale Statt development activities need to be
planned well 1n advance so that all involved can participate Also, staff devel-
opnient should not stop once the major program development efforts have ceased
Protessional growth should continue as g means for maintaining continuous
individual protessional development and program improvement

Evaluate Staff Development Acinvaities

As we stated, cach statt development activity should be evaluated so that its
ctfectiveness can be judged There are a number of ways to evaluate the impact
of aetivities, including the use ot questionnaires, achievement-type tests. ob-
senvations, and demonstratuions Whatever approach is used, 1t should be appro-
prigte to the outcomes ~ought tor the staft development activity - For example,
observaton ot pew behaviors 15 g more appropriate evaluation device for ex-
periential staft devels pment activities than 1t nught be for lectures

In addiwon, the eftectiveness ot the overdll statt development program needs
to be evaluated Reassessment of the stafts” competencies through use of the
ongidl needs asse~sme ot aument provides inforniation as to the statfs” growth
Continued monitoring ot the statts” expressed needs through their professional
growth plans abso provides evaluative data regarding the etfectiveness of the
protessional growth activities provided

But, What If . . .

As in all protessions there are some individuals i the counseling profession
who have either made the wrong career chowee or who do not develop their
protesstonal promise suffic: Ly, 1n short, there are those who are working as
schuol counselors or s school counselor superyisors who are not competent
meet the position requirements With performance standards outlined as con-
cretely as we have recommended and with 4 system in place to help staff improve
their protessional competence, 1t 1s possible to terminate those whose perfor-
mance 15 detnimental o students” growth and development Due process rules
are in place in most states to protect individuals from arbitrary termrinations or
redssignments, yet most systems have procedures outlined for helping those who
dare not e the night career to move It is important not only tor the students we
serve but for the profession as a whole to help incompetent counsclors find other
Jobs
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Termination involves legal procedures with important roles for administrators,
personnel departments, and school system lawyers. Reassignment to different
buildings sometimes helps employees regain their professional commitment. In
many instances, clanfying expectations that come from the program improvement
process causes individuals to see that they are in the wrong position. Such self-
determination 1s—obviously - preferable, but 1t also entails work for the ad-
ministrators

In any of the above Lircumstances. the supervisor’s role 1s to base evaluative
ludgments on the concrete. behavioral Lniteria estabhished in the wnting of the
comprehensive gurdance program and the position guides If the less-than-com-
petent staft members have been informed about the criteria. and have been offered
the statf development opportunities to acquire the competer- 1es they need. it 1y
protessionally appropriate for them to be encouraged to leave the profession

Guidance Program Leader’s Roles and Responsibilities

Fnsuring the competency of the school counselors 1y a pnmary responsibulity
ot the guidance program leader The best designed program 1s meaningless in
the hands ot insutficiently competent staff We have satd that an effective guid-
ance program |eader plays a range ot roles to ensure agamnst this The leader
collaborates with the preservice traiming institution staff as counselor educators
develop their programs Recruitment of qualified applicants provides a pool of
talent avatlable for titling jobs that bec:'me available A well as helping select
the best person tor *+¢ job, the program leader has a responsibility to stnve to
match new counselors” talent with the positions that will use their capabilities
to the maximum ads antage of the studerts and the program

Once school counselors are selected. the leader orients them 1n the compre-
hensive guidance program design and goals and ensures their onientation to the
buildings they will serve The roles of the guidance program leader and the
campus administrators must be carefully outlined. and an efficient and ef ective
performance improvement system should be designed. As we have said. the
resources of supervision. evaluation, and professional development should be
tocused to assist the school counselors to attain their optimum level of profes-
stonal competency In the few cases of incompetence. the gurdance administrator
must be able to articulate the professional and program standards clearly so that
such individuals can seck better use of their particular skills Clanty of role
expectations s cntical to ensure the competency of school counselors.

A successful guidance program leader must maintain the vision needed to help
the program succeed ai 11. mission. must uphold the basic principles of the
profession at large. must keep in touch with the staff and those whom the program
serves must be able to manage change, must select gaod people as subordinates
and trust them to carry out iheir roles appropriately, and help them when they
do not The program leader must develop appropriate and adequate performance
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indicators so that problems may be addressed in a umely fashion and opportunities
for improvement are allowed to emerge. Finally, with the program and perfor-
mance standards in place, a district 15 ready to evaluate 1ts guidance program
and the school counscling staff This 1s covered in detail n chapter 9.
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CHAPTER 9

EVALUATING YOUR
COMPREHENSIVE GUIDANCE
PROGRAM

Now that the planning and designing phases of the program unprovement
process have been completed and the implementation phase 15 under way, we
are ready to examine the last phase of the process—evaluation. Because this 1s
the last chapter of the book. evaluation is. of course. the last step in the program
improvement process Right? Wrong' This statement 1s wrong 1n the sense that
the entire program mprovement process 1s evaluation-based. Evaluation 1s on-
gomg, providing continuous feedback during all steps of the process. Evaluation
Is not something done only at the end of a program in order to see how 1t came
out The purpose of evaluation s to provide data to make decisions about the
structure and impact of the program and the professional personnel 1nvolved.

No program 15 perfect when it 15 first implemented  Nor do students' needs remain
the same over nme A self-monitoring evaluation system can provide information
neeessary 1o {a) preve program effectiveness thereby meeting external demands for
accountability, and (b) improve program cffectiveness thereby maintaining a guid-
ance program that 1s dynamically responsive to the changing needs of students and
soctety (Bleuer-Collet, 1983, p 1)

The first part of chapter 9 focuses on program evaluation. The use of program
standards is described, and attention 1s directed toward being aiert for unanti-
cipated side effects of the program. Then chapter 9 presents discussion of student
outcome evaluation issues and procedures. This ncludes discussing possible
evaluation designs, selecting or developing instruments to use, scheduling data
collection, and staffing for data collection and processing. Following this chapter
9 offers suggestions for collecting program and student outcome data. Next.
ideas about analyzing program and student outcome evaluadon data are dis-
cussed Then chapter 9 presents recommendations about reporting program and
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student outcome evdluation results as well as using these results for staff de-
velopment and program and admunstrative decisions Follow ing that. chapter 9
describes the details of 4 student competency reporting system. Chapter 9 closes
with a detailed di cussion of protessional personnel evaluation. The focus is on
self-evaluation and performance evaluation as well as the assessment of goal
attamment. Suggestions for eftecting the evaluation process and an example form
15 provided.

Program Evaluation

Program evaluation s exactly what 1t says it 1s It s an evaluation of the
structure and implementation of the program It involves the collection of wala
used to make judgments about the structure of the program and how that structure
v being implemented

An Example of the Use of Standards

The use of the concept of standards 15 one way to accomplish program eval-
uation For our purposes, standards are defined as measures of gutdance program
components against which judgments can be made about the adequacy of the
implementation of these program components To illustrate. Northside Indepen-
dent School District uses the four gutdance program components described in
chapter 3 a5« basis for its program standards  The degree of compliance 15
medsured using ¢ 5-point scale where 1 = not imp'emented. 2 = weakly im-
plementeu, 3 = average implementation. 4 = strongly implemented, and 5 =
tully implemented  The N category 15 used when the standard does not apply
The cxample of standards presented in Figure 9 1 1s taken from the document.
Guidance Program Evaluation Self Study, Northaide Independent School District
(1987a)

Possible Unanticipated Side Effects

As prograni evaluation unfolds, be alert to possible unanticipated side effects
Sometimes activities will create effects unforscen when initially they were put
into operation  The program evaluation <ystem should be sensitive enough to
pick up these ctfects so that they can be handled immediately or can be explained
when they appear in later program or student outcome evaluation results

Unanticipated outcomes may be either positive or negative  For instance,
student vuteonies may be achueved through the curriculum but at an unusually
high expense of students’ time The same may be true for the time of some
teachers, On the other hand, some  the ost valued outcomes of a program
mday not have been stated in the original design of the program  Attendance tiay
have improved or the dropout rate may have declined.
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Figure 9-1

Example of Program Standards
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Guidance Curriculum

All students are assisted in a systematic way to
develop knowledge, understanding, and skills
identified as necessary to enhance thair
personal, social, career, and educational
development.

. Developmentally appropriate student outcomes

are specified for each grade level.

. Outcome selection 1s based on an assessment

of student needs for guidance instruction.

. The guidance curnculum is taught to class-

sized groups of students.

. Teachers are augmenting guidance nstruction

by infusing guidance curricula into their regular
curricutum.

. Guidance lessons are taught, upon teacher

request, in conjunction with the teachers’ goals
for a particular unit/subject.

. The facilities and equipment used to conduct

guidance curriculum activities are adequate.

. Sufficient matenals are available to support the

guidance curnculum.

Student iearnings from particular le.sons/units
are assessed systematice.y.

. Effectiveness of the guidance curnculum

provided for each grade level Is evaluated
annually.

Individual Planning

All students are provided information and are
assisted 1n applying the skills necessary to
make plans and to take the next appropnate
steps toward therr established goals.

The priority for the component, as indicated by
the time spent by the counselor(s) and the
activities provided, is to assist students to
complete successfully their elementary/middle/
high school education.

. Individual planning activities are preceded by

pertinent guidance instruction.

. There Is a systematic approach: to helping

na

na

na

na

na

na

na

na

na

na

na

na

na
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Figure 9-1, continued

students use their educational opportunities in

school well through an effective onentation

program. na 1 2 3 4 5
5 There ’s a systematic approach to helping

students plan/prepare for personally satisfying

and socially useful lives by helping them make

appropriate educational plans. na 1 2

6 There is a systematic approach to helping
students make wise choices during
preregistration, including helping them be
aware of their possibl~» choices. na 1 2 3 4 5

7 There is a systematic approach to helping

students understand and -espect themselves

through effective interpreiation cf standardized

and individual test results. na 1 2 3 4 5
8 There Is a systematic approach to helping

students plan-prepare for personally satisfying

socially useful hves through career/vocational

planning. na 1 2 3 4 5
9. Individual planning activities are implemented

through effective use of

w
»
1921

a. Large groups na 1 2 3 4 5
b Medium (class)-sized groups na 1 2 3 4 5
¢. Small groups na 1 2 3 4 5
d. Individual conferences na 1 2 3 4 5

10 Accurate and attractive printed information 1s

distnbuted to support the individual planning

efforts oi students and thewr parents. na 1 2 3 4 5
11 The facilittes and equipment available for

conducting individual planning activities are

adequaie. na 1 2 3 4 5
12. The materiais available to support

implementation of the individual planning

activities are effectr e. na 1 2 3 4 5
13 Student learnings resulting from individual
planning activities are assessed regularly. na 1 2 3 4 5

14 The effectiveness of the indwvidual planning
system activities for each grade level 1s
evaluated annually, na 1 2 3 4 5

Responsive Services

1. Students in need are assisted In solving
immediate problems that interfere with their
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healthy personal, social career, and/or

educational development. na 1 2 3 4 5
2. A balance of service is maintained for students
with preventive and remedial level needs. na 1 2 3 4 5

3. There 1s a systematic provision of responsive
services as follows:

a. Group counseling na 1 2 3 4 5

b. Individual counssling na 1 2 3 4 6§

c. Staff consultation na 1 2 3 4 5

d. Parent consultation na 1 2 3 4 5

e. Referral to other specialists na 1 2 3 4 5
4. Services are provided cn the basis of assessed

student needs. na 1 2 3 4 5
5. The guidance department maintains an

adequate list of referral resources. na 1 2 3 4 5
6. Counselors are readily accessible to students

with problems. na 1 2 3 4 5
7. The facilities and equipment available for

conducting responsive services are adequate. na 1 2 3 4 5
8. The materials available to support

implementation of the res, onsive service

activities are effective. na 1 2 3 4 5
9. Student growth resulting from responsive

services activities is assessed regularly. na 1 2 3 4 5

10. The effectiveness of the responsive services
activiies is evaluated annually. na 1 2 3 4 5
System Support

1 Administrative procedures encourage

appropriate use of the counsslor(s)’ special

skills. na 1 2 3 4 5
2. Counselor involvement in nonguidance and

counseling activities I1s streamlined. na 1 2 3 4 5

3. On-campus communication mechanisms are

established which facilitate collaboration

between the guidance department and

administration. na 1 2 3 4 5
4. On-campus communication mechanisms are

established which facilitate collaboration

between the guidance department and the

instructional departments. na 1 2 3 4 5
5. Counselor(s) is/are encouraged to utihze

professional growth opportunities. na 1 2 3 4 5
6. Guidance department paraprofessional staff

provide needed support to counssling staff. na 1 2 3 4 5

O
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Figure 9-1, continued

7. Time is provided it guidance program/activity

planning and evaluation. na 1 2 3 4
8. A reasonable pudget is approprated to the

guidance department by the campus

administration. na 1 2 3 4 5

9. Facilities and equipment are available and
adequate for effective implementaticy: St the
program. na 1 2 3 4 5

10. Counselor(s) is/are provided sufficient access

to students so that time I1s available to

implement effective guidance and counseling

activities. na 1 2 3 4 5
11. Opportunities are provided and taken for

counselor(s) to explain the guidance and

counseling program to the staff. na 1 2 3 4 5§
12. Opportunities are provided and taken for

counselor(s) to explain the guidance and

counseling program to the community. na 1 2 3 4 5

[$44

Student Qutcome Evaluation

Student outcomes, or competencies, as we have chosen to call them, 15 one
of v products of a comprehensive guidance program. Student outcome evai
uation ""is the measurement of these outcomes both at strategic points durning
the implementation of the program and at completion of the program (Upton,
Lowrey, Mitchell, Varenhorst, & Benvenuit 1978, p 57). Just as program
evaluation begins at the start of the program improvement prucess, so too does
student outcome evalLation Also, just as vou developed a plan for program
evaluation, so too do you develop a plan 1or conducting student outcome eval-
uation

As you are beginning the process of laying out a student outcome e aluation
plan, you should make a number cf decisions You have to decide how you will
design the ~valuation You also will need to consider instrumentation, when you
will collect data, who will collect data, and how these data will be analyzed.

Evaluation Design

Evaluaiion Based Upon Predeternuned Cruerwn Stundard Comparisons

The process of specifying posttest performance expectations for students 1s
one way to evaluate competency-based programs. This means that you need to
establish minimally acceptable perforimance standards for a competency b, n-
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dicating the percentage of students i the target population who must attain a
particular vutcome in order for the program to be considered successful For
example. 1f 1t 15 eapected that 95% of the students at a specific grade level will
Fe able to select ¢ course of study consistent with their measured interest and
abthty . the mimimum acceptable performance level has been established at 95%.

The speafication of the minimally acceptable level should occur at the same
time that the competency 1y stated imttally - There are no hard-und fast rules for
deriving performance standards  Rather, they are usually derived from profes-
stonal judgment based on the expenence of staff members  Performance will
vary dgeross competendes ratha than be umitorm Factors to consider 1n setting
the minimal performance level of an outcome include the judg=d importance of
the compedency. the place of the competene i the develupmental sequence,
and the probabtlity of attining the competen. y

The next step in the evaluation of competency attainment consists of cherking
students” pusttest performance to determine whether the stated acceptable per-
centage of students did, i face, attain cach competency. Summary data for
mahing this determingtion consist of a tally of the number of students attaining
the criterion level and the computation of the percentage of the target group
achieving the competency  When the sample 1s small, you can compizte this
process manudlly with o chech mark ina “’yes™ or "no”” column for each student
o indicate attainment or ponattananient of the competency With larger samples,
or where more detailed inforniation 1s dese _d, you may wish to use g distnibution
with means and standard devigtions, percentiles can be ased as summary data

Evaluation Based Upon Pretest or Posttest Comparoons

“aother method frequently used with a program is pretest-posttest compdrison
Betore-and after student data are collected prior "o exposure to a guidance activity
and upon completion of the activity, these are then compared  The observed
difterences in the two mcasures are then interpreted in terms of (a) the statistical
significance of the change (b the percentage of students attaining o« predeter-
nuned change standard, or o) the comparison of change among program and
control groups

Evaluation Bused Upon Parncipan: Versos Nonparuapant (Control
Comparisons

The criterion reterences and nretest posttest comparisons just discussed pro-
vide information that 18 particuiarly relevant for program desclopment The
crucial question, regarding the cause ot the observed performance or change,
bowever, cannot be amswered by these types of comparisons The cause-effect
guestions aic critical in progran: continuaten or ¢hmiiation decisions and ne-
cessitate compansons of the performance or gains - participating subjects with
thuse of nonpartiapating subjects These types of cumparisons not only provide
you with evidence of conipetency attainment of participating students but also
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support concdusions that guid ince detivities were the primary causative factors
in the observed outcomes cwhere significant group differences were observed).

Lyvalvation Based U pon Responsive Observations

Student vutconie evalugtion provides informaticn w determine whether spec-
itied student competencies have been attained  Evaluation data that provide
information about what was not predicted or ahat was unanticipated are also
mportant s you wll recdll Pata on unexpected side effects document unin-
tended eft: <ty of process operatior s and dynamies This type of evaluauon not
only luoks at unanticipated resalts but also tocuses on student and staff responses
to their experiences in the program - Attitude survey s, structured reaction sheets,
and case-study techmgues can be used to collect this ty pe of dati.

* nuther reason tor using & responsive e of evaluation is to provide for case
studies that portray ctfects and .mpact 0 g natural and direct manner. Case
studies can provide  tedd tor what has happened that cannot be trunsmitted by
cvanuning hard outcome data Reports of unusual impact on individual students
as reported i case gilustrations also can be used effectively 1in commuinicating
muore generalized group tindings to the public Take care. nowever  that this
type ot evaluation s aot terpreted us the collecung of testimontes

Selecting or Developing Instruments

W e recommiend the tollowing guidehnes in selecting or developing instruments
tor the collection of student outcome evaluation data

I The expedted vutcome tor each student competency should be measured
as directly as possible

2 The instruments tor collecting evaluation data should be app. opriaie for
the intended respondent o terms of vontent, understandability . opportunity
to respond. and mechanical simpliaaty

3 Duiections tor the adnanistration, sconng, and reporting tor all instruments
should be Clear. concise, and complete in order o ensure unifornuty and
aceuracy 1in data collection

4 The tme regured for sdminstering, scoring, and reporung ey gluation

instruments should be Rept at g mumimum in urder to obtain religble in-

tormation

Evaluation instrunients should meet the teses of vahidit, tor the competen-

cles that are measured. rehiability in producing consistent resufts, o, 1 ted-

sibiinty for the opereaonal situation

N

Scheduling Data Collection
Trne data wollection schedule tor student vutcome evaluation shodld be set up
prior o the mittal date of the evaluaton period and should specify (4) the ob- ‘
jective for which datda are to be vollected. (b) the inscrumentis) to be used, ¢ ) the
Q ‘
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groupts) or individuals from whom data will be collected. tdi the time when
data will b= collected (preiest. posttest. end of year. and so forth) 1n relation to
the process schedule. and (e) the person(s) to be responsible for data collection.
The evaluauon design. including the types f comparisons to be made, will
_ dictate most of the decisions relevant to the data collection schedule.

Evaluation data collected for grot s to make pretest-posttest comparisons or
expenmental control-group compansons need to c« nform closely tc  time sched-
ule related to th. process period. Pretest. or baseline data need to be collected
prior to the mmitiation of the activities. and posttest data need to be collected at
a specified time after the completion of the activity being evaluated. Some designs
also may require the collection of data at specified periods dunng the activity
pertod or as follow-up some time after the complet:on of the activity. All such
data need to be collec{.d on a predetermined schedule so that all persons invols<d
in the evaluation can make plans and carry out the data collection 1n accordance
with the design

Staffing for Data Collection and Processing

Adequate staffing to handle the evaluation. including data collection and data
processing. 1s essential. Orgamize your work groups to (a) plan and coordinate
data collection and processing. (b) conduct inservice training of teachers or others
who will be re<guatble for the actual data collection, (¢) admmister the infor-
mation-« Jllecting nstruments. (d) handle the clerical details of preparing and
distributing .nstruments. collecting and organizing completed instruments, scor-
ing and coding data for processing punching data cards. preparing tables. and
preparing evaluation reports. and (e) write and .nterpret evaluation reports.

The absence of adequate staffing for an evaluation 1s frequen.ly the underlying
cause for the breakdown of the whole evaluation process. Symptoms of nade-
quate staffing may appear 1n the f. .. of (aj unmet schedules. (b) resistance
from teachers. (c) errors in data processing. and (d) incomplete reports that are
not cominunicated adequate! 0 program and administrative persornel.

The staffing needed for the evaluation cannot be standardized because of the
differences in the nature and the size of evaluation projects from schuol to school
Staffing to conduct a full-scale orogram evalua..on for all grades in a large school
system will abviously requ-re more leadership and more person-hours than will
the evaluation of one specific activity 1n one grade In any case. large or small,
comprehensive or specific, the success of evaluation deprnd: on the assignment
of spec.fic ime to »taff for the planming. implementaaon. and interpretation of
the evaluation.

Collecting Program and Student Outcome Data

All data must be collected in s:.urdance with a data coliection scaedule and
with proper administiation of evaluation instruments This process requires care-

Q
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ful planmirg and full cooperation of all persons responsible for collecting or
prov*’ .g tae needed information The following suggestions may be helpfu! .,
implementing efficient and accurate data collection.

to
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The purposes and details of the evaluation plan should be ¢ mmunicated
to all staff members who will be involved in the evaluation process. The
threat of evaluation and the added burden of another task can be eased by
a full explanation and discussion of all details for implementation before
assignments are given to teachers, counselors, and others. Workshops can
be used to discuss the data collection schedule and the instruments to be
used A good technique to acquaint teachers and counselors with the ev:'-
uation instruments is to let them ccmplete all the instruments they will
admimster Emphasis should be given to instructions for the administration
of all instruments and the necessity for uniform administration for al}
respondents Also. where observers are to be used, it is important that they
have had thorough training in making and recording their observations.
All instruments and evaluation instructions should be prepared and assem-
bled well 1n advance of the date for implementing the data collection.
Careful planning of the logistics of collecting and processing evaluation
data will help avoid delays and ensute compliance with the data coliection
schedule.

All respondents (students. teachers. parents) should be informed of the
purposes for collecting intormation. and confidentiahity should be ensured
where appropriate  Steps should be taken to motnvate students to the task
of completing tests or other instruments, as would be done in any other
school testing situation. The as.umption 1s made that the responses to
evaluation instruments represent the respondents” best effort and an honest
response  Any steps, within defined limits. that can be taken to ensure the
vahdity of this assumption will increase the rehabidity and vahdity of the
data collected.

The data collected should b. identified properly with respect to target
groups. date. and person responsible for their coliection. This simple pre-
caution will b 'p prevent lost and muslabeled data and .ili enable follow-
up 1n case questions anse regarding the data.

Evaluation tests and other instruments should be scored and coded for
processing as soon as possible after the data are collected. The prea. inged
coding plan should be followed and then rechecked to ensure accuracy.
*any mstruments can be scored and caids punched by mact.ne where the
appropnate answer sheets have been used and the equipment 15 availabie.
Planning for the use of machine-scored answer sheets and the related
machine-punching of data will result 1n greater speed and accuracy in
;rocessing evaluation data for analysis (School systems that do not have
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their own test-sconing equipment and personnel with expertise 10 data
processing should seek assistance from colleges anu universities or com-
mercial agencies that serve their region.)

Analyzing Program and Student Outcome Evaluation Data

The evaluation design is the vluepnnt for the analysis of evaluation data. The
analyses should follow the design 1n a'l details. however. additional analyses
may be made where the data »arrant and where observations of your staff suggest
the need for analyses not included in the onginal design For exampiz. the onginal
design may have specified the analysis of gains 1n occupational knowledge
between experimental and control subjects, bu. staff may have observed that the
reading ability of students seems to be relaed o the crtenon vutcome. in ihis
case. additional analyses are desirable to determune the extent to which the
obseryed outcomes were actually attributable to level of reading abi'ity, and thus
huw reading ability migh. be taken nto consideration 1n program planning This
15 an example u, an unanticipated outcome discussed earhier in this chapter.

The mechanics of completing the analysis of evaluation data are important to
enswure speed. and accurate feedback from the evaluation. Computer-assisted
analyses are most desirable where a mass of data 15 imvolved Computers. how -
>ver. depend upon the use of a program appropriate to the analysis and 4 sysiem
of checks for errors or inconsistencies 1n the raw data input The services of a
computer programmer wh) undeistands the data and the desired output 15 es-
~ential. Although these points are n :ntioned here in the context of data analy se -,
they are in.portant to consider dunng the planning for program ey aluation

Some types of evaluation information are not easily adaptable to computer
analyses and may in fact be more meaningful when analyzed by you and your
staff Forexample. subjective counselor reports of guidance activities or certain
types of student behay tors may lese meaning 1f guantified for computer analysis
These subjective analyses wiay be cnitical in the interpretation of other out.ome
data In addition. small samples of activities of students may not warrant the
use of computer analysis and thus will need to be handled manually In such
cases precautions should be taken to reduce human error to ¢ mimmum by
establishing checks and rechecks

Reporting Program and Student Outcome Evaluation Results

The reports of evaluation results should be addressed to those per- as who
have an interest in the basic evaluation Juestions asked in the evaluat.on plan
Such persons include district research personnel. program directors. teachers.
ceunselors, the lay public. and funding agencies The variance ' the interests
and level of rese v b undeistanding of these audiences dictates the preparation
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of separate reports that are uppropnate for each group These diverse mterests
«an be satisfied by prepanng (a) a technieal report that constitates a full research
report of the design. all statistical data. and evaluative conclusions. and (b} a
professional report that focuses on the conclusions regarding the effectiveness
of program autivities and recommendations for program emphases and moditi-
cations The basic content of these reports 15 discussed briefly in the following
sections.

Technical Reports

A technical report should be a complete descniption of the program being
¢valuated. the design of the evaluation, the results, and conclusions and rec-
ommendations. The following outline can ser e for the content of the technical
report of a comprehensive guidance program evaluaiion.

Program Descripnon

This part of the report should descnibe the program being ey aluated 1n sufficient
detail for the reader to replica.e the program as evaluated. The target groups,
the specific guidance activities. and the personne! and facilities evaluated should
be described 1n detail

Evaluation Design

The descnption of the evaluation design should include a descniption of pro-
cedares used to formulcte the evaluation questions and the program objectives.
The specific evaluation hypotheses. the compansons made. the operational def-
init1ons or nstrumentation. and tne types of analyses made for each objective
should be described in detail The case for the design as an adequate approach
to answering the evaluation questions should be established in this part of the

report
Evaluation Results

The results of the evaluation should be reported 1n complete detail 1 this
section Each goal, objective. or competency evaluated should be presented with
the evidence that it was. or was not. achieved. A summary of relevant descriptive
statistics, and of the statistical analyses to test outcome hypuheses. should be
reported 1n proper table form When a large ni.mber of statistical tables 1s needed
to report the results, it may be desirabie to place some of these tables in an
append.x to the report

Conclusions. Discussion, and Recommendntions

Thrs section of the technical report presents the evaluative conclusions re-
garding the ackievement of the sta.ed goals, objectives, or competencies Thy
discussion of the outcome findings and conclusions can include subjective ex-
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planations and additional hypotheses suggested by the evaluative data. Rec-
ommendations that are supported by thx evaluation. and are relev ant to administrative
and program decistons. maac p one of the most important parts of the evaluation
report This section shou'd provide answers to the basic evaluation questions
and discuss the program implications of the finings. The strengths and weak-
nesses of the program should be idertified as indicated by the results. Recom-
mendations for program modifications. and the nature of such modifications,
should be presented along with the justifications based on the observed outcomes.
Also. this section may include a discussion of the relationship between cost and
outcome. Were the resul’, worth the cost®

Appendices 1o the Technmical Report

Matenals that illustraic. descnbe. and support the other sect.ons of the tech-
nical report may be in<luded as information for the reader. Forms and unpublished
mstruments should be included as a matter of record and for readers who may
not be acquainted wth the details of the metnods used. Also. detailed descriptions
of achivities may be mncluded in an appendix :f presentation in the body of the
report would distract from clanty and readab hty.

Professional Reports

Reports of the evaluation for the professional and administrative staf* of the
school should be short and -oncise  Those interested n the details that support
this report should be referred to the technical report. The professional report
should include a brief summary of the findings. conclusions, and recommen-
dations. Often most of thus report .an be taken directly from the conclusions,
discussion. and recommendations section of the technical report. Statistical tables
should be used only if absolutely necessary to dJocument the res ilts summanzed.
H sever. summary charts that symbolically or graphically show the results may
b helpful Technical language and reference to snecific mstruments should be
avoided whenever possible. For example. it would be better to say “"the students
had increased career aw areness ™ than to say “"the posttest scores on the vocational
knowiedge inventory were sigmficar:ly higher than the pretest scores.’” This
report should communicate in straightforward language what happened to stu-
dents who partiuipated 'n specific guidance activities Sometimes uncluttered
graphs or charts can be used effectively

Using Program and Student Outcome Evaluation Reports

Evaluation reports can be used for a vanety of purposes. These include
ta; conducting staff development, (b) making programdecis:ons, and (¢) making
administrative decisions Each of these uses 1s discussed in the following sections.
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Staff Development

Exaluation intormation can be used tor a vaniety ot inservice statt development
activities ranging trom work<hops to rescarch projects and self-assessment. The
v aludtion reports should help counselors. teachers, and other guidance personnel
better understand student needs, the relative etfectiveness ot gurdance activinies.,
and pronusing new gapproaches to tulfilling the  functions 1 *he educational
setiing The tollowing suggostions may be helpla. in planning statf development
actimties using evaluation intormation

1 Orient new statt members to the organization and tunctiomng of the guid-
ANCE Progrem

2 Provide teedback sessions to develop a tuller statt understanding of the
major strengths and weahnesses of the guidance program Evaluation with-
out teedback to those mvolved caanot he justihied Rentorey Lient ot sue-
cesses van be motvanng tor the satf. whereas the work n doing ar
evaluation without feedbach can be demoralizing

3 Conduct statt workshops o exanune the nature and imyj Lcations ot student
needs tor the guidanee prozram This type of activity can be helpful par-
ticalarly in deseloping statt understanding ot the interrelatedness of student
needs and the corresponding contribations of the vanous guidance activities
i responding to those aeeds Teachers. counselors, and other school statf
may be so involved in their special interests that they have lost sight of
the necessity (o correlate their activities wath the ¢ ot the rest of the staff
This is particularly true where some statt tocues on cnisis needs and others
on developmentdl needs

4 Organmze statt-centered program development workshaps Evaleation re-
ports van provade the input to stimulate stalt cttorts in self-examination
and program invoivement  The examination of the elevance ot the objec-
uves and of process materighs and activities can Jead to statf interest 1n
creating and initiating program matenigls and activities supported by the
evalugtion evidence

Prugram Decisions

Evaluation intormation provides the basis tor making program decisions: These
devisions vary trom broad general issues. such as what actianes should be
provided. to speatic problems. such as what technigues are most eftective 1n
tacilitating career decisien nighing among ninonty group 10th-grade students
The value of evaluation results o the program decision making s related to the
cvaluaion guestivns ashed Here are some to consider What are the prionity
student needs that can be served by o guidance program’ Which guidance
outeome should receive the highest prionity an progrim plenming * What s the
relatine ettectiveness of ditterent activities or technigues 1o achieving specific
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student outeomes” What 18 the response of the gusdance staft and the students
to difterent gwidance procedures and technigues’ What are the possible side
aifects and the procedures and techniques hat are not directly related w student
vuteomes’ What cruaial professional program guestions have not been answered
by the evaluation intornation. and where is there need for fuither investugation?

Administrative Decisions

Evaluation eports are of value o those responsible for deasions regarding
organizational patterns, personn assignments. and resource management. Most
evaluations do not prov sde direct answers o typiaal adnimstrative questions but
rather provide information trom which inferences can be drawn tor adnumistrauve
dedision mahing  Evaluation intormation may provide mput relevar  such
administrative questions as What type ot relationship among gurdancee ersonnel
produces harmonious and effici nt uperations ard the expected outcomes ! Where
are the personnel strengths and weaknesses in the guidance department? What
are the charactcisties of the most effective statt members’ What was the cost
of the outcomes observad ” Was the vutcome of sutficient significance to jusufy
the cost” Where car shufts 1n personnel or other resoutces Foduce outcom
mc . eftectivels " Where should prionities be placed in the allocation of resources
for the guidance program,’

Itis important th st your statf be nvolved in the interpretation of the evaluaton
results tor admunistraiive purposes Your prosessiona! explangtions of evaluation
resulis will imwrove the validity of any inferences that are drawn Your expla-
nations will contribute to the accurate interpretation ot evaluation results

A Student Competency Reporting System

So tar we have discussed program evaludation and student vuteonie evaluation
issues and procedures as well as procedures tor collecting, analyzing, and using
daty gathered tront these two types of evaluatton Although these two types of
cvaluation and the proces~os involved play o svital role n the overall evaluation
ot comiprehersive guidance programs, we feel an important dunension of eval-
tation s missing How can students involved in the guidance program participate
in cvaluation ’ How can they jom with others to monutor their development that
results trom thar participation n the gwidance program? To respond o these
questions we reeommiend establishing a student competency reporting sy stem

Inone way this s not g new Wdea Years ago many renort cards had an ttem
on it ealled “conduct T Sometimes the grade tor conduct was related to academic
subjects, but otten it represented a subjective rating of how students behaved 1n
school Asedu ational philosophies changed. ““conduct™ changed toc | became
Cmndustry Coand atttude The rat oz shitted o o udgment of student work
habits and how students related o others Then it becamie ““work habits™” and
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“social growth.”" Subcategones rated for work habits included '*works inde-
pendently,” **follows directions,” *“hstens carefully,’’ "utilizes time appro-
pnately,”” and *‘completes daily work ** Subcategones rated for social growth
inciuded ""gets along well with others,”" "*accepts correction,’” **practices cour-
tesy,” ‘‘accepts responsibility,”” *‘exhibits appropriate school behavior,’" and
**practices self-control.”

Though the use of subcategories was an improvement in communicatin,} what
was volved in work habits and social growth, 1t did not keep pace witl. what
was happening in other curriculum areas. Today continuous progress reparting
of students’ growth regardless of grade placement 1s common practice. Revding
levels and mathematics levels are relaied from year to year in developmental
sequence Health and physical education reporting systems now describe year-
by -year growth 1n students’ ability to perform specified physical activities. Where
there was once a single-sheet report card for all instructional areas, there is a
trend now toward having each instructional area have 1ts own report card to be
included 1 a report card packet The newer reporting systems reflect increasing
movement toward 1nui..dual, developmental instructional programs.

We recommend that you consider deve’oping a student competency reporting
system for your gutdance program that complements systems now being used
n some areas of the instruction program This system would not take the place
of process ur product evaluauon we discussew nreviously. They are an important
part of your evaluation plan In fact, the student competency reporting system
1s a type of student outcome evaluation. But 1t yields much more than do tra-
ditional approaches to student outcome evaluation because 1t becomes a common
Joining point for students, parents, and staft to take responsibility for the out-
¢omes of the guidance progran..

‘The Basis for the System

The . s for the student competency reporting system is the student com-
petencies you have chosen to assist students to acquire as they are icvolved in
sour K12 guidance program You will recall that in the gmdance curnculum
presented in ck.apter 3, there were 15 goals grouped 1n thr. domains For each
goal there were 13 competencies, one for each grade level K-12.

To 1llustrate the basis for a reporting system more specifically, we selected
Goal A from the Self-knowledge and interpersonal Skilis Domain Goal A
contains 13 cumpetencies. onc for each grade level For this example we
wi'l use the competency for grade 3 and the competency for grade 12. (See
Appendix C.)

Goal A Students w:ll develop and incorporate an understanding of the unique
personal charactersstics and abshties of themselves and others

Grade 3 competency Students will descnibe themselves accurately to someone who
does not know them
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Grade .. .mpetency. Students will appreciate their umqueness and encourage that

uniqueness.

The next step 1s to select performance indicators that will show whether or
not students liave acquired these competencies. Also needed are performance
levels. Example performance indicators and s' 2gested performance levels for
the grade 3 and grade 12 competencies are presented in Figure 9-2.

Figure 9-2
Example Performance Indicators

Grade 3

Performance indicators

Stizdents are aole to
1. descnbe the physical and

personahty charactenstics that thay

would like others to know about
them.
2. recognize any discrepancies In
their descriptions and correct them
3. descnbe tiemselves corractly to
someone they are meeting ior the
first time.

Suggested performance level

Students are able to

1. descnibe six (three physical and
three personality) characteristics of
themselves.

2. correct any incorrect descriptions

that they gave for #1.

3. descrnibe themselves to one person
they do not know well.

Grade 12

Performance indicators
Students are able to

1. describe their uniqueness and why
they appreciate that uniqueness.

2. descnbe methads they presently

use to encourage their uniquensss.

3. predict methods they might use in
the future to encourage their

Suggested performance levels

Students are able to

1. a) describe two ways they are

unique.

b) describe their appreciation of
that uniqueness in respect to
benefits for self and others, and
the effacts upon the feelings of
self and others.

2. describe three methods presently
used to encourage uniquenass (for
v-Xxample, time and effort in
earing, practicing, evaluation
responses, and S0 on).

3. predict two methods they might
use in the future (for example, time

uniqueness. and effort in further practice, turther
leamning, further evaluation or
responses, and so on).
Q )
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Possible Formats for a Reporting System

There 16 a varicty ot tormats you could use to organize competencies for
reporting purposes. We suggest two  The first one 15 a report card format simlar
to report cards now being used 1n some nstructional area: . The other 1s a folder
format sinmlar to that being used 1 advisor-advisee systems. particularly n
schools where individual planning 15 featured.

Report Card Fornat

The rer - card format suggested 15 sumlar to report card tormats used 1n a
number v structional areas. such us reading and physical education. Specific
com” .n esare histed on a report form with some ndicatton as to whether or
M tude ts have attained these competencies or if they still are working on
them Ir nis format the rat ngs are done by teachers or counselors 1n consultation
with stuue *s The report is then shared with parents. as are reports from other
nstruction. arcas Performance indicators and performance levels are used mn
the raung |, rocess An examp-e of a report card for the 15 competencies for
grade 3 1 presented in Figure 9-3

Folder Format

Another format you may wish to consider 15 a folder The folder would belos -
to students It would be a vehicle for their keeping : record of such things as
their academic progress. extracurncular activities. important conferences, and
future education and worh plans To help students keep track of the competencies
they are acquiring. using a folder format requires developing competency lists
that can be made a port of the folder We suggest that individual sheets of heavy
stock paper be used to Iist the 15 competencies for each grade level included n
the folder The tormat 1s lustrated i Figure 9-4.

Competency rating using this format could be done Jomily by a student and
a counselor or an advisor i an advisor-advisee system. The rating would be
done by their imtiahng a competency . the form when they felt 1t had been
acquired The performance wuicators and performance levels for each compe-
tency would be used as a basis for making a judgment

Booklet Format

Another format that could be used in « student ¢ .petency reporting system
1~ that of a booklet An example of this format 1s the Career Passport that was
de.cloped by the Nationa! Institute for Work and Learning and published by the
National Center tor Research in Vocational Education. There 1s a leader's guide
(Charner & Bhaerman. 1986) and a student workbook—the Career Passport
(National Institute for Work and Learming. 1987). The Career Passport contains
sections for students to present data about themselves, their education and train-
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Figure 9-3
Guidance Program
Third-Grade Competencies

Your child can Quarters
2 3

describe himself or herself accurately.

describe personal mental health care.

describe adult responsibilities.

recognize that actions affect others’ feelings

talk and listen to close friends and those who aie
not close friends.

realize study skills are necessary for learning
school subjects.

define “consumer”, describe how he or she is a
consumer.

recognize that people have varying roles; describe
personal roles.

recognize why work activities are chosen and that
choices may change.

define what “future” means.

realize that people obtain rewards for their work.

recognize those daccomplishments he or she 1s
proud of.

describe personal thought processes before making
a decision

recognize the need to assess possible
consequences before making a deciston.

realize that environi it influences interests and
capabilities.

The Rating Key
./ Student has accomplished this competency
W Student is still working on this competency
T This competency does not apply at this time
(Blank)
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Figure 9-4

Guidance Program
Twelfth-Grade Competencies

Student's Counselor’s
Initials Initials lcan
appreciate and encourage my
uniqueness.
- - analyze my personal skills that have
contributed to satisfactory physical
and mental health.

- - assess how taking responsiblility
enhances my life.

- —_ understand the value of maintaining
effective relationships in today's
interdependent society.

_ _ evaluate my current communication
skills; continually improve those
skills.

—_— _ evaluate ways | presently leam;
predict how learning may change.

N _ analyze how | as a citizen and
consumer help support the
aconomic system.

_ - assess the interactive effects of life
roles, settings, and events and how
they lead to a personal life style.

_ _ analyze the effects stereotypes have
on career identity.

N _— analyze how concemns change as
situations and roles changs.

— - speculate what my nghts and
obligations might be as a producer
in the future.

—_ —_ surnmarize ths importance of
understanding attitudes and values
and how they affect my life.

—_— —— :mplement the decision-making
process when r. aking a decision.
_ - provide examples and evaluate my

present ability to generate
alternatives, gather information, and
assess consequencss in the
decisions | make.

- _ assess my ability to achieve past
goals; integrate this knowledge fo:
my future.
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ing, work expenences, volunteer and commumty expenences, famil: related
activities, hobbies, 1nierests. achievements and skills, strengths, and abalities
A section on competencies “ould be added or incorporated 1nto one of the sections
already in the passport.

Suggested Uses of a Student Competency Reporting System

Numerous books have been publishad in the past few years that provided
structured approaches to life career planning Many of these books contained
forms to fill out and exercises to cemplete  Although the exercises in these books
have been helpful to people, they were often limited by ime Once the activities
were completed by an individual, there was httle or no provision for follow-
through. Some books did provide follow-through exercises, but those, too, were
limited.

Recently, however, attention has been given to the foilow-through issue for
special populations by the use of individual education and career development
plans and programs. In special education there are tndividualized education
prog-ams (IEPs). 1n rehabilitation v urk they are called individual written reha-
bilitation plans (IWRPs), and mn cinployment and trzining programs they a.e
called employability development plans (EDPs).

What 15 needed 1n schools 1s a similai vehicle, but for all students. What 1s
needed for each student 15 an individual hfe carecr plan (ILCP) in folder form
The plan could be both an strument and a process that students could use to
create and momtor therr own development. As an instrument the plan could
provide ¢ way for students to gather, analyze, and synthesize information about
themselves and their en' ironment  As a process the plan could become a vehicle
through which such information 1s incorporated iato short-range and ler 3-range
goal-setting, decision-making, and planning activities. As a process the plan
cculd become a pathway, a gwde that students could follow It would not be a
track that would be plotted and followed routinely Rather, 1t would be an outline
or plan for a quest.

Central to an individual-life-career-plan folder would be the student compe-
ten., reporting system. The reporting syster would provide a mechanism for
Jstudents to inomtor and record their progre' , 1n comnetency acquisition Lists
of competencies from nstructional areas could be added easily to the hsts of
competenci. that result from the guidance program.

To 1mplement this ides we recommend that individual-hfe-career-planming
folders be established for ...l students. beginming 1n the elementary school years
The folders would be the property of the students, although they would be
maintained 1n the gudance office They would be available to tudents to use
in various guidance and instructional activiti*s related to goal setting, decision
mahing, and pi.nning and would be theirs tc take with them when they graduated,
transferred, or left school We further recommend that, concurrently, a report
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card he developed o share with parents the progress of their cldren 1 guidance
competency acguisiton Fhe use of a report card would be appropniate partic-
ularly during the elementary schoe! vears and possibly during the muddie school
or qunor lagh years

W hen students leave school, they would take therr individual-hfe-career-plar,
tolder with them Whether they would go to work or continue with more edu-
cation the tolder and the accompanying competency hists would be avarlable
tor additic ial goal-seturg. deasion-making., and planning activities. Informaton
in the tolder would assist them in g vanety of Job-seeking and job-keeping
dctnvaties includeig tillig out appucation forms, writing resumes., developing
curriculum vitae, or prepaning for job advancement As new e, penienees are
aequired, they would be andlyzed and added to the appropriate e tions of the
tolder Thus the individual-lite-carcer-plan folder with dLcOmpanying compe-
teney lists could become an ongaing goal-setung and planting vehicle for in-
dividals as Tong as they would wish to use it

Professional Personnel Evaluation

As we discussed in chapter 8. a key part of compreheasne guidance program
mplementation and managenient 1~ a4 counselor performance improvement sys-
tem The basic purpose of such & systen is o assist counselors reach and mamtan
their professiongd potential - The system ir, Tudes counselor supervision, evalu-
avon.and protessional development This «ection of chapter 9 focuses on per-
sonnel evaluation o illustrate how this can be done we will deseribe how
Northside Independent Schoel District conducts evaluation of 1ts school coun-
selors
Pu-poses

The purposes of evaluation we w mprove the delivery of the program with
ity ultmate mpact on the stadents 1t serves and to provide for communication
among she alcounselors guidance prograe leaders. and school acnmmistrators.
For school counselors evaluation specities contract status recommendations and
prvades summative evaluation ds to their eftectiveness For the school system,

evaluation detines expectations tor counselors” performance and provides a sys-
fEmatic means of measuring thar performance relative o these expectations

Evaluation

There are three facets w the Northade Independent School District counselor
cvalugtion system (198700 (1) selt-evaluation. €2) performance evaluation. and
£ assessment of goal attamment The self-evaluation and pertormance evalu-
afion focus on job pertormance shills and represent data-supported professional
fuggments as o ndivduals” proticiency i using the skalls required on their job

ERIC 915
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The assessment of goal attainment focuses on the individual's program and skiil
improvement efforts.

Self- and Performance Evaluation

All counselors are evaluated annually. Counselors on probationary status, in
the final year of their contract term, and ihose whose term contracts have not
boen extended for performance rcasons are evaluated twice a year, on or before
December 15 and March 1. All others are evaluated on or before May 1.

For elementary school counselors, the primary evaluator is the school prin-
cipal. Fer counseiors who serve more than one building, the director of guidance
designates one principal as the primary evaluator, with the other principal(s)
providing relevant data to the primary evaluator. The primary evaluator conducts
the evaluation conference or may coordinate a joint evaluation conference. The
reviewing officer is the director of guidance, and in this capacity discusses the
evaluation resuit. with the primary evaluator before the results are presented to
the staff member.

The director of guidance is available to provide data or assist the primary
evaluators 'n making their evaluative judgments. The director must be involved
in an individual counselor’s evaluation when (a) 1t see-ns that the contract status
recommendation will mean a decrease in contract status, or (b) the overall rating
of the counselor will be either “‘unsatisfactory’” or “‘clearly outstanding.” or
(¢) there 1s disagreement among the evaluators, including the counselor after his
or her self-evaluation. The director of guidance may be involved at the request
of any of the parties involved in the cvaluation process—the counselor, the head
counselor, or the principal.

The self- and performance evaluation process consists of (a) data collection,
(b) data analysis, (¢ evaluation write-up/draft evaluation form completion,
{d) evaluation conference, (¢) postevaluation conference analysis, and (f) evaluation
form completion. The counselor and the evaluator complete steps 1-3 separately.
In the evaluation conference, the counselor and the evaluator discuss their eval-
uations of the counselor’s performance. The evaluator then effects steps 5 ~~d
6. obtains the necessary signatures, and distributes the copies of the form as
prescribed. The details of how this process works are presented as foilows in
case you have an interest in instituting a similar process. The form that is used
for this process by Northside 1s shown in Figure 9-5.

Suggestions for Effecting the Various Steps

|. Data Collection. Although the nature of evaluation is judgmental, the
district believes that effective judgments _oncerning professional .ompetence
should be data-supported. In drawing conclusions about performance, evaluators
are asked to rely on data that have been gathered through the supervision system.
In clinical supervision. observations and feedback conferences generate relevant

IToxt Provided by ERI
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Figure 9-5
Northside independent Schooi District
Counseior Performance Evaluation Form

NAME
SCHOOL :
REVIEW PERIOD: FROM TO DATE EVALUATION COMPLETED ___ ____
RATINGS SUMMARY: POINTS RATING
1. Guidance cumiculum implementation:
2 Individual planning system implementation:
3. Responsive senvices implementation:
4. System support implem:zntation:
5. Effectiveness of professional relationships:
6. Fulfilment of professional responsibilities: -
Total Points
CRITERIA FOR OVERALL OVERALL
PERFORMANCE RATING PERFORMANCE
SCORING RULES: The highest applicable rating applies.
RATING
Clearty Outstanding is eamed with at least 27 points Clearly
and no rating less than Satisfactory (3). Outstanding
Exceeding Expectations is eamed with at least 21 Exceeding
points and rio rating less than Satistactory (3). Expeciations

Satisfactory is eamed with at !sast 16 points, no more
than two scores less than Satiefactory (3), and no
rating less than Below Expectations (2). Saﬁsfactoryzg[)
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BelowExpemb’onsiseamedwimmbastupohts

and no more than one rating less than Below Below .y -1
Expectations (2). Expectations O
Unsatisfactory is eamed in aft cther cases. Unsatisfactory O
EVALUATION:  FALL SPRING
CONTRACT STATUS RECOMMENDATION: iSpring Only)
__ 1-Yr. term contract: Second year
___ 3-Yr. term contract: First year of 3 years
- Nonextension 3-Yr. term contract: Second year of 3 years
____ Nonextension 3-Yr. term contract: Third year of 3 years
Nonrenewal (term contract)
Signature cf Evaluator: Title of Evaluator:
Signature of Reviewing Officer:
Title of Reviewing Officer:
Signature of Employee: Conference Date:
Original: Personnel
Copies: Yellow—Counselor Pink—Principal Gold—Director of Guidance

2/87
CHUNSELOR PERFORMANCE EVALUATION FORM

1. Implemenis GUIDANCE CURRICULUM thiough the use of effective INCTRUCTIONAL SKILLS, including
a. appropriate task analysis
b. effective use of lesson desian
c. active involvement of studants in leaming
d. selection of topics consistent with identified, high priority student needs and district goals

2Q1
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Figure 9-5, continued

Clearly Exceeding Satisfactory Below Unsatisfactory :
Outstanding Expectations Exﬁaﬁons -
O e O @ G 2 Y]
COMMENTS: : B
t B
> 33
£
. Implements the INDIVIDUAL PLANNING SYSTEM through the effective use of GUIDANCE SKILLS, including > i
a. careful planning of sessions ; 3
b. presentation of accurate, relevant, unbiased i.formation Q o
c. involvement of students in personalized educational and career planning § ik
d. accurate and appropriate test results inteir tation =
e. selection of individual planning activities consistent with identified, high priority student needs and district goals a
o) 73
Clearly Exceeding Satisfactory Below Unsatisfactory § Ry
Outstanding ations Expectations 5
de @) e e L E
COMMENTS: 2 4
3 e
] 2
5]
g 4
3. Implements RESPNSIVE SLAVICES through effective use of COUNSELING, CONSULTATION, AND REFERRAL Z
SKILLS, including ] -
a. proper identification of problemsiissues to be resolved o TS
b. selection of counseling, consuiting, and/or referral interventions appropriate to students’ problems and circumstances 8 N
Q ¢. use of couns.eling, consuiting, and/or refarral skills appropriate tonstudents' problems and circumstances g ;
* d. conducting well-planned and goal-oriented session
| [MC ucting well-plan nd goal-ori s 6Q2 z




e. use of group and individual techniques that are appropriate to the-torit and to students’ needs and abilities
f active involvement of clients in the counselir.g, consulting, and/or ref:rral process

g. timely follow-up

h. provision of services consistent with hign priority, identified student needs and district goals

Clearly Exceeding Satisfactory Below Unsatisfactory
Ouistanding Expectations ations _
Oe Ll @ O @ @ Om
COMMENTS:

. Implements SYSTEM SUPPORT through PROVIDING effective SUPPORT for other programs and by effectively
ENLISTING SUPPORT for the guidance p.ogram, such as
a. providing a comprei.cnsive and balancea guidance program
b. selecting program activities which meet identified, high priority studert needs and are consistent with campus and
District goals
. collecting evidence that students achieve meaningful outcomes from program activities
. operating within established procedures, policies, and priorities
. contributing to organizational solutions outside of assigned responsibilities
working cooperatively with school administrators to gamer support for the guidance program
. implementing programs which explain the school guidance program
. attending to ideas/concems expressed regarding the guidar:ce program
supporting campus administration policies and goals
supporting district policies and goals

o o Q0

Clearly Exceeding Satisiactory Below Unsatisfactory
“utstanding Expectations Expectations

1] (5) 0@ O Od@ Ow
COMMENTS:

233
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Figure 9-5, continued

5. Establishes effective PROFESSIONAL RELATIONSHIPS by building rapport with

a. students

b. staft

. parents

d. other counselors

e. administrators

f. other in-school/district specialists
g. community representatives

Clearty Excesding Satisfactory Below Unsatisfactory
Outstanding tions Exﬁatms
[ ) @) O @ @) Om
COMMENTS:

- Fulfills PROFESSIONAL RESPONSIBILITIES by

a. seeking professional development

b. keeping records consistent with ethical and legal guidelines
¢. maintaining professional work habits

d. practicing according to the profession’s ethical standards

e. demonstrating .. spropriate personal characteristics

i. demonstrating effective use of basic skilis (e.g., communication, decision-making, problem-solving, educational)

244
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Cluarly Exceeding Satisfactory Below Unsatistactory
Outstanding Ex tions Expectations
0 (@) O® 0@ 0O m
COMMENTS:

7. Additional Comments:

i
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data. In developmental supervision, program and performance improvement ac-
complishments generate data, as do the various planning forms utilized by the
guidance department such as calendars, goal-setting, and action planning forms.
Head counselors keep logs of their supervisory contacts with counselors. It is
assumed that performance deficiencies will have been addrcssed in supervision
before they are recorded in the formal evaluation.

2. Data Analysis. The counselor and the evaluator should consider the data
as they pertain to the evaluation categories.

3. Completion of Draft Evaluation Forms. Draft evaluctions are completed
by both the counselor, as the self-evaluation, and the evaluator. The primary
evaluator is encouraged to consult with the reviewing officer prior to completing
the draft. The cover page should be completed last as it represents the summative
judgment and overall rating of the counselor’s performance.

The six areas for evaluation—instructional skills, guidance skills, counseling,
consultation and referral skills, system support implementation, establsshment
of professional relationships, and fulfillment of professional responsibilities—
are considered separately. Performance strengths and weaknesses are identified;
both are supported by specific, behavioral examples. (Descriptors as well as
example observation forms are provided in Appendices F and G.) Suggestions
for improvement are made for incorporation in the counselor’s professional
development plan.

Each area is scored holistically; that is, the rating for that area reflects a
summative judgment of the counselor's performance of the various tasks that
contribute to the delivery of the skills identified. *‘In most instarces, the coun-
selor performs most of these subskills ly."" To ue judged as
“clearly outstanding,"" performance of the listed indicators as well as man;, f
the discretionary items should be consistently outstanding, exemplary, excellent.
To be judged as **exceeding expectations,”” performance of the listed indicators
as well as discretionary items should be at an observably high level. In rating a
counselor’s performance as *‘clearly outstanding ™" or **exceeding expectations,’”
the evaluator should consider how the counselor handles nct only required duties
but also discretionary tasks. Northside's expectations for counselors are high.
To be judged **satisfactory,” performance of at least the listed indicators is
judged as meeting standard expectations, that is, as being consistently good most
of the nme. To be judged ‘‘below expectations,’” performance on the listed
indicators 15 1n nzed of specifically identifiable improvement, and be judged as
consistently pour most of the time. To be judged **unsatisfac ory.’’ performance
on ihe histed indicators is cither not done or done in a clearly unacceptable
manner. *Satisfactory'” is the rating carned by ounsclors who perform their
job skills with proficiency. Performance that is rated below or ahove that needs
to be supported by documcntation.

Q
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The overall performance rating is a reflection of the suimary of ratings for
each of the six skill areas plus consideration of the rating levels. To arrive at
the overall performance 1ating, the ratings for each area and the related points
are tzansferred to the cover page and the points totalcd. The criteria for overall
performance rating should be studied and the appropriate overall rating applied
and recorded.

The” Contract Status Recommendation is completed in the spring evaluation
only, although an indication of probable/possible contract status recommendation
may be discussed in the fall evaluation, especially for those counselors for whom
a decrease in contract status 1s envisioned.

4. Evaluation Conference. The counselor and the evaluator bring their drafts
of the evaluation form to the conference to facilitate mutual discussion. The
evaluation conferences are scheduled by the primary evaluator with sufficient
advance notice provided so that the drafts and related data are available at the
time of the conference. The counselor’s strengths as well as weaknesses are
discussed. Discrepancies between the two evaluation drafts also are discussed.
Because the purpose of zvaluation is to help cach counselor attain his or her
professional potential, suggestions for performance improvement are offered for
all counselors.

5 Postevaluation Conference Analysis. The primary evaluator is respon-
sible for developing the formal evaluation. The evaluator is encouraged to con-
sider the counselor's input in arriving at his or her final performance evaluation
and may seck the advice of the director of guidance, other campus administrators,
or may gather other relevant data :n resolving discrepancies between the two
opinions.

6. Evaluation Form Complenon. The primary evaluator completes the dis-
trict-approved Counsclor Performance Evaluation Form. It should be typed by
the principal’s secretary, not the counselor’s secretary. The signature of the
reviewing officer should be obtained prior to obtaining the counselor’s signature.
The counselor’s signature verifies ihat the evaluation has been discussed, and
does not necessarily indiccte agreemeat with the information. The counselor and
the p-imary evaluator have the right to attach additional statements to the formal
evaluation form, provided the statements are signed and dated by both parties
and the reviewing officer, again, the signatures verify discussion, not agreement.

Assessment of Goal Attainment

The program improvement and professional growth plans are the means for
implementing the comprehensive guidance program as define ! by the district.
The purpose of this evaluation 15 to assess the level of the counseloss’ contribution
to the improvement of the guidance program on the campus and 1n the district,
and the level of their efforts to upgrade their professional skills’knowledge. The

Q 287
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judgment assesses the counselors efforts to reach goals they have set for them-
selves under the supervision of the head counselor (at the secondary level), the
director of guidance, and the principal. It also reflects, where appropriate, the
effectiveness of the individual counselor’s efforts as reflected in the guidance
piogram evaluation.

The data for this evaluation grow out of the developmental supervision cora-
ponent. Itis a summative judgment as to the counselors’ level of effortin attaining
the goals established at the beginning of the school year and recorded on the
“‘Guidance Program Improvement Planning Form”’ (see Figure 7-7 in Chapter
7) and on the **Counselor Professional Growth Plan’" (see Figure 8-2 in chapter
8). A performace report is submitted to the director of guidance at the end of
the school year recording the primary evaluator’s assessment of the level cf
accomplishment. Documentation includes student outcome data gathered in ac-
tivity and program evaluation and skill improvement data gathered in clinical
supervision.

Concluding Thoughts

In the opening words of this chapter, we stated that although evaluation is the
last phase of the program improvement process, the entire improvement process
is evaluation-based. This means that as the planning, designing, and imple-
menting phases get under ‘ay, and during the time they are under way, the
activities involved and the program structures and content that evolve need to
be constructed and implernented based on sound evaluation principles and pro-
cedures so that they can bz evaluated. Thus the work completed in the first three
phases of the improvement process must be done well so that the work involved
in the evaluation phase can be completed in a similar manner. Demonstrating
accountability through the measured effectiveness of the delivery of the guidance
program and the performance ot the guidance staff helps ensure that students,
parents, teachers, administrators, and the generai public will continue to benefit
from quality cocmprehensive guidance programs.
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Time and Task Anaiysis Log
(Partial Log Shown)
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APPENDIX B

PROGRAM COMPONENT
DESCRIPTIONS

NORTHSIDE INDEPENDENT SCHOOL DISTRICT R
COMPREHENSIVE GUIDANC:. PROGRAM FRAMEWORK :

Framework of the Guidance Curriculum

L. Definition
The guidance curriculum component is that through which all students are .
assisted in a systematic way to develop knowledge, and to understand skills -
identified as necessary to enhance their personal, social, carsr, and edu-
cational development.
The guidance curriculum should be developed and taught to assist students
to reach specific outcomes by acquiring developmentally appropriate com-
petencies.
‘Teaching to facilitate students’ learning the guidance curriculum entails five
steps:
1. Introducing (preteaching, readiness development)
2. Teaching (develop, emphasize)
3. Reinforcing (revizw, refine)
4. Expanding/Rete~ching
5. Applying (under supervision of counselor)

II. Content Overview

Fifteen curriculum strands have been identified for guidance. Students should:

1. Understand and respect themselves

Understand and respect others ;
Behave responsibly in school
Behave responsibly in the family
Behave responsibly in the community
Make wise choices

SUh W
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7. Manage change successfully

8. Solve prodblems

9. Use well their educationai opportunities in the classroom
10. Use well their educasional opportunities in the school
11. Use well their educarional opportunities in the community
12. Plan to use their future educational opportunities well
13. Communicate effectively :
14. Plan and prepare for personally satisfi-ng lives
15. Plan and prepare for socially useful lives

HI. Implementation Methods

The guidance curmriculum is taught to groups of students. Although the
preferred size of groups varies with the content of the particular strand, unit,
or lesson, the generally preferred delivery modes are, first, class-sized groups;
second, small groups of approximately 10 students; and, third, large groups
of no more than 35.

Framework of the Individual Planning System

L

1.

Definition

The individual planning system is the component ¢ the comprehensive
guidance program through which each student is provided th information
available and is assisted in applying the skills needed to make plans and to
take the next appropriate steps towards his or her established goals.

. Content

Eight major activities have been identified for assisting students to make
and implement plans:

Orientation

Educational planning

. Preregistration

. Registration

. Dissemination/interpretation of standardized test tesults

. Interpretation of specialized individual/group tests

. Career/vocational planning

. Application of other skills taught in guidance curriculum

Implementation Methods

Although the objective of the activities is to help students make personalized
olans, it is recommended that the activities be conducted with groups of
students or parents in lieu of individual conferences. Dissemination of printed
information, such as senior handbooks and course catalogs, is an integral
part of this system.
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Individuals are seen as part of the Responsive Services component to receive
help for atypical problems or special needs. It is recommended that indi-
viduals with academic difficulties (i.e., class failures} be counseled in a
structured and systematic way.

Assisting students to successfully compiete their elementary and secondary
education is the priority for this component of the gaidance program. College
and other postsecondary education planning are primarily the responsibility
of the students and their parents.

Although individual planning activities are important at all grade levels, the
grade le /cls with highest priority are the 9th, 8th, 6th, and 5th grades.

Framework of the Responsive Services Component

L

1L

I11.

Definition

The responsive services component is that through which some students are
assisted in solving immediate problems that interfere with their healthy
perscnal, social, career, and educational development.

Content

Thirteen topics have been identified as those most frequently presented by
students, their teachers or parents for response by the counselors. Most of
these recur regardless of the school level of the student. They are listed
below in priority order.

Academic failures

Child abuse

Divorce/single parents

Grief/death/loss

Suicide threats

Sexuality issues

Tardiness/absences/truancy/schoolphobia/dropping out
Discipline/behavior problems

. Peer prablems

10. Alcohol/drug/inhalant abuse

11. Family situations

12. Information seekers

13. Application of other skills taught in guidance curriculum

OOO\‘(_\{/\-&WN:—

Implementation Methods

In responding to special needs identified by students, teachers, and parents,
counselors may counsel small groups with similar problems, or individuals;
consult with teachers, parents, or administrators; refer individuals to other
in-district or community specialists; or provide mechanisms for information
dissemination.
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| Counselors’ case loads in providing responsive services at each school level
vary depending on the topic, the number of students presenting the problem,
and the response procedure recommended as most effective for problem
resolution.

Elementary and middle school students with needs for preventive counseling
should receive approximately 60% of the time allocated to this component,
and those with needs for remediation services should receive approximately
40% of the time allocated.

High school students with needs for preventive services should receive
approximately 50% of the time allscated to this component, and those with
needs for remediation services should receive approximately 50% of the
time allocated.

Framework of the System Support Component

1. Definition
This component des. ‘ibes (a) the support the guidance program needs from
the educational system to cnsure efi. _tive implementation of the other three
components; and (b) the support the guidance program provides to facilitate
the implementation «f other facets of the total educational system.

ll. Content
A. Framework for Support From the Educational System to the Guidance
Department
Support to the guidance program is implemented through provision of
. Appropriate policy/administrative procedures
. Staff development
. ’rogram development
Budget
. racilities and equipment
. Adequate staff allocations
. Scheduled time to access students
8. Public relations
B. Framework of Guidunce Department Support to Other Educational Pro-
grams
The guidance department coordinates, conducts, or participates in ac-
tivities that support eight other programs in NISD's educational system:
. Regular education (elementary & secondary)
. Testing program
. Career education
. Special education
. Gifted education
. Vocational education

~N OV W —
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7. Discipline management program
8. Compensatory education

IIL. Implementation Methods

Recommendations as to the level of support needed for the guidance program
to operate effectively are made by the guidance steering committee, the
director of guidance, or other administrators at the time of implementing
various districtwide activities.

Priorities for allocation of counselors’ time to support other nrogyams have
been established and disseminated in administrative procedures. Clarifica-
tion of the counselors’ and others’ roles in the various relevant activities is
being spe~ified in procedural regulations.
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APPENDIX C

LIFE CAREER DEVELOPMENT:
STUDENT COMPETENCIES BY

DOMAINF \ND GOALS

1. Seif-knowledge and Interpersonal Skills
A. Students will develop and incorporate an understanding of the unique
personal characteristics and ahilities of themselves and others.
1. Students will be aware of the unique personal characteristics of them-
selves and others.
Students will

a.

b.

C.

d.

deszribe their appearance and their favorite activities. (Kinder-
garten)
recognize special or unusual characteristics about themselves. (first
grade)
recognize special or unusual characteristics about others. (second
grade)
describe themselves accurately to someone who does not know

them. (third grade)

2. Students will demonstrate an understanding of the importarce of
unique personal characteristics and abilities in themselves and others.
Students will

a.

b.

analyze how people are different and how they have different
skills and abilities. (fourth grade)
specify personal characteristics and abilities that they value. (fifth

grade)

. analyze how characteristics and abilities change and how they can

be expanded. (sixth grade)

. compare their characteristics and abilities with those of others and

accept the differences. (seventh grade)
describe their present skills and predict future skills. (eight grade)
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f. value their unique characteristics and abilities. (ninth grade)
g. analyze how chara~ ristice and ahilities develop. (tenth grade)
3. Students will appreciate and encourage the unique personal charac-
teristics and abilities of themselves and others.
Students will
a. specify characteristics and abilities they appreciate most in them-
selves and others. (eleventh grade)
b. appreciate their uniqueness and encourage that uniqueness. (twelfth
grade)
B. Students will develop and incorporate personal skills that will lead to
satisfactory physical and mental health.
1. Students will be aware of personal skills necessary for satisfactory
physical and mental health.
Students will
a. describe ways they care for themselves. (Kindergarten)
b. describe how exercise and nutrition affect their mental health.
(first grade)
c. describe how they care for their physical health. (second grade)
d. describe how they care for their mental health: (third grade)
e. recognize that they are important to themselves and others. (fourth
grade)
f. determine situations that produce unhappy or angry feelings and
how they deal with those feelings. (fifth grade)
g. understand what ‘‘stress’’ means and describe methods of relax-
ation of handling stress. (sixth grade)
2. Students will demonstrate personal skills that will lead to satisfactory
physical and mental health.
Students will
a. distinguish between things helpful and harmful to physical health.
(seventh grade)
b. distinguish betweea things helpful and harmful to mental health.
(eighth grade)
c. predict methods they may use in caring for medical emergencies.
(ninth grade)
3. Students will demonstrate satisfactory physicai and mentai health.
Students will
a. effectively reduce their stress during tension-producing situations.
(tenth grade)
b. continually evaluate the effects their leisure-time activities have
on their physical and mental health. (eleventh grade)
c. analyze their own personal skills that have contributed to satis-
factory physical and mental health. (twelfth grade,
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C. Students will develop and incorporate an ability to assume responsibility
for themgselves and to manage their environment.

1. Students will be aware of their responsibilities in their environment.
Students will
a. describe areas where they are self-sufficient. (Kindergarten)

b. describe responsibilities they have in their environmens. (first
grade)

c. give such examples of their environment as their address and the
way from school to home. (second grade)

d. describe the responsibilitics of adults they know. (third grade)

2. Students will understand the importance of assuming responsibilit:’
for themselves and for managing their environment.

Students will

a. know their responsibilities and can be trusted to do them. (fourth
grade)

b. analyze Liow growing up requires more self-control. (fifth grade)

c. know their responsibilities and evaluate their effect on others.
(sixth grade)

d. compare and contrast the responsibilities of others in their envi-
ronmer:. (seventh grade)

¢. evaluate how responsibility helps manage their lives. (eighth grade)

f. analyze when they take responsibility for themselves and when
they do not. (ninth grade)

3. Students will assume responsibility for themselves and manage their
environment. N
Students will ¢
a. show how they manage their environment. (tenth grade) k
b. assess how avoiding responsibility hinders their ability to manage

their environment effectively. (eleventh grade)
c. assess how taking responsibility enhances their lives. (twelfth
grade)
D. Students will develop and incorporate the ability to maintain effective ;

relationships with peers and adults. .

{. Students will be aware of their relationships with peers and adulis. ’
Students will
a. describe their work and play relstionships with others. (Kinder-

garten)
b. describe the process of making a friend. (first grade)
. describe the process of making and keeping a friend. (second
grade)
d. recognize the actions they take that affect others’ feelings. (third
grade)
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e. indicate methods that lead to effective cooperation with children
and adults. (fourth grade)
f. describe their relationships with family members. (fifth grade)

. Students will demonstrate a growing ability to create and maintain

effective v slaucuships with peers and adults.

Students will

a. analyze the skills needed to make and keep friends. (sixth grade)

b. evaluate ways peers and adults interact. (seventh grade)

c. analyze effective family relationships, their importance, and how
they are formed. (eighth grade)

d. evaluate the importance of having friendships with peers and adults.
(ninth grade,

e. describe situations where their behaviors affect others’ behaviors
toward them. (tenth grade)

f. assess their current social and family relationships and evaluate
their effectiveness. (eleventh grade)

. Students will maintain effective relationships with peers and adults.

Students will
a. understand the value of maintaining effective relationships
throughout life in today’s interdependent society. (twelfth grade)

E. Students will develop and incorporate listening and expression skills that
allow for involvement with others in problem-solving and helping re-
lationships.

1. Students will be aware of listening and expression skills that allow

for involvement with others.

Students will

a. recoguize that they listen to and speak with a variety of people.
(Kindergarten)

b. describe method: that enable them to speak so they can be un-
derstood by others. (first grade)

c. describe listening and expression skills that allow them to under-
stand others and others to understand them. (second grade)

. Students will use listening and expzession skills that allow for in-

voivement with others.

Students will

a. listen to and speak with iriends and others that are not close
friends. (third grade)

b. evaluate how what they say affects others’ actions and how what
others say affects their actions. (fourth grade)

c. evaluate ways others listen and express thoughts and feelings to
them. (fifth grade)

d. use effective nonverbal communication. (sixth grade)
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. evaluate how listening and talking help to solve problem (seventh

grade)
analyze how communications skills improve their relationships

with others. (eighth grade)
analyze how communications skills contribute toward work within
a group. (ninth grade)

3. Students will use listening and expression skills that allow for in-
volvement with others in problem-snlving and helping relationships.
Students will

a.
b.

use communications skills to help others. (tenth grade)

analyze how their communications skills encourage problem solv-
ing. (cleventh grade)

evaluate their current communication skills and continuvally im-
prove those ski''s. (twelfth grade)

II. Life Roles, Settings, and Events
A. Students will develop and incorporate skills that lead to an effective role
as a learner.
1. Students will be aware of themselves as learners.
Students will

a.
b.

€.

describe things they learn at school. (Kindergarten)

relate learning experiences at school to situations in the home.
(first grade)

recognize some benefits of leamning. (second grade)

realize that certain study skills are necessary for learning each
school subject. (third grade)

describe the various methods they use to learn in school. ({ourth
grade)

2. Students will use skills that lead to an effective role as a learner.
Students will

a.

b.

analyze how their basic study skills relate to desired work skills.
(fifth grade)

analyze how school learning experiences relate to their leisure
activities. (sixth grade)

. predict how they will use knowledge from certain subjects in future

life and work experiences. (seventh grade)

d. learn both in and out of the school setting. (eighth grads)

€.

f.

describe personal learning and study skills and explain their im-
portance. (ninth grade)

evaluate personal learning and study skills and explain how they
can be improved. (tenth grade)

3. Students will be effective in their roles as learners.
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Students will

a. predict how their developed leaming and study skills can con-
tribute to work Labits in the future. (eleventh grade)

b. evaluate ways they presently leam and predict how learning may
change in the future. (twelfth grade)

B. Students wiil develop and incorporate an understanding of the legal and
economic principles and practices that lead to responsible daily living.
1. Students will be aware of legal and economic principles and practices.

Students will

a. recognize the town, state, and country in which they residz. (Kin-
dergarten)

b. understand why peopie use money in our economic system. (first
grade)

c. describe rules they follow in their envimnment and why those
nles are necessary. (second grade)

d. understand what a consumer is and how they are consumers. (third
grade)

e. describe how people depend on each other to fulfill their needs.
(fourth grade)

f. recognize that a wage camer is required to pay taxes. (fifth grade)

g. describe how the government uses tax money. “sixth grade)
2. Students will demonstrate a growing ability to use legal and economic
principles and practices thai lead to responsible daily living.
Students will
a. describe the rights and responsibilities they have as citizens of
their towns and states. (seventh grade)

b describe the rights and responsibilities they have as U.S. citizens.
(eighth grade)

c. evaluate the purposes of taxes and how taxes support the govern-
ment. (ninth grade)

d. evaluate their roles as consumers. (tenth grade)

e. analyze their legal rights and responsibilities as consuiners. (elev-
enth grade)

3. Students will use responsible legal and economic principles and prac-
tices in their daily lives.

Students will
a. analyze how they, as citizens and consumers, help te support the
economic system. {twelfth grade)

C. Students will develop and incorporate an understanding of the interactive
effects of life styles, life roles, settings, and events.

1. Students will he aware of lifc styles, life roles, settings, and events.
Students wili |
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. describe their daily a-tivities at school. (Kindergarten)
. realize how they have changed during the past year. (first grade)
. describe necessary daily activities carried out by self and others.

(second grade)

. recognize that people have varying roles and describe their owa

roles. (third grade)

anderstand what important events affect the lives of self and oth-
ers. (fourth grade)

recognize what a life style is and what influences their life styles.
(fifth grade)

2. Students will acknowledge the interactive effects of life styles, life
roles, settings, and events in their lives.
Students will

a.

b

C.

d.

€.

analyze ways they have control over themselves and their life
styles. (sixth grade)

evaluate their feelings in a variety of settings. (seventh grade)
predict their feelings in a variety of potential settings. (eighth
graae) g

analyze how life roles, settings, and wvents determine preferred
life styles. (ninth grade)

compare how life styles differ depending on life roles, settings,
and events. (tenth grade)

3. Students will understand the interactive effects of life styles, life
ro.es, settings, and events.
Students will

a.

b.

determine how life roles, settings, and events have influenced
their present life styles. (eleventh grade)

assess the interactive effects of life roles, settings, and events and
how these lead to a preferred life style. (twelfth grade)

D. S.wdents will develop and incorporate an understanding of sterotypes
and how stereotypes affect career iaentity.
1. Students will be aware of stereotypes and some of their effects.
Students will

a.

b.
c.

mentally project aduits into work activities other than those they
do presently. {Kindergarten)

recognize how peers differ from themselves. (first grade)
distinguish which worl" cctivities in their environment are done
by certain people. (second grade)

. recognize why people choose certain work activities and that those

choices may change. (third grade)

. define the meaning of *‘stereotypes’’ and indicate how sterotypes

affect them. (fourth grade)
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f. describe stereotypes that correspond with certain jobs. (fifth grade)
2. Students will demonstrate a growing ability toundersunastemotypec

and how stercotypes affect career identity.

Students will

a. pxedxcthowstereotypwmxghtaﬁ'ectthcmmworkacuwues (smh

grade)
b. dwcnbeoccupanonsthatbavestmotypesandwﬂlmdyzehow

those stereotypes are reinforced. (seventh-grade) - oo
c. evaluate the ways in which certain groups (men, women, minor- g

ities, and so on) are stereotyped. (cighth grade) -
d. analyze stereotypes that exist for them and how those stereotypes
Jimit their choices. (ninth grade)
e. analyze stercotypes others hold and how those stereotypes can
limit choices. (tenth grade)
3. Students wiil understand stereotypes in their lives and environment
and how stereotypes affect career identity.
Students will
a. evaluate their stereotypes and explain those they have changed.
(eleventh grade)
b. analyze the effect stereotypes have on career identity. (twelfth
grade)
E. Students will develop and incosporate the ability to express futuristic
concerns and the ability to imagine themselves in these situations.
1. Students will be aware of the future and what situations might occur
in the future.
Students will
a. describe situations that are going to happen in the future. (Kin-
dergarten)
b. describe situations desired for the future and when they would
like those situations to happen. (first grade)
c. recognize what they would like to accomplish when they are three
years older. (second grade)
d. define what **future’’ means. (third grade)
2. Students will demonstrate a growing ability to exoress futuristic con-
cemns and to imagine themselves in such situations.
Students will
a. imagine what their lives might be like in the future. (fourth grade)
b. imagine what the world will be like in twenty years. (fifth grade)
c. predict what they will be like in twenty years. (sixth grade)
d. predict ways in which some present careers may be different in
the future. (seventh grade)
¢. predict how they may have to change to fit into a career in the
future. (eighth grade)
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f. analyze how choices they are making now will " cct their lives
in the future. (ninth grade)

g. predics some of the concems they will have as they get older.
(tenth grade)

. Students will express futuristic concerns and will imagine themselves

in these situations.

Students will

a. evaluate the need for flexibility in their roles and in their choices.
(eleventh grade)

b. analyze how conccms change as situations and roles change. (twelfth
grade)

Iil. Life Career Planning

A. Students will develop and incorporate an understanding of producer
rights and responsibilities.
1. Students will be aware of what a producer is and that producers have

[§%)

rights and responsibilities.

Students will

a. describe the work activitic:s of family members. (Kindergarten)

b. describe different work activities and their importance. (first grade)

c. define “‘work’" and recognize that all people work. (second grade)

d. realize that people obtain rewards for their work. (third grade)

e. recognize that a producer can have many different roles. (fourth
grade)

f. recognize how they depend on different producers. (fifth grade)

. Students will demonstrate an understanding of what a producer is

and producer rights and responsibilities.

Students will

a. demonstrate steps they follow in producing a product or task they
take pride in. (sixth grade)

b. show appreciation when others successfully complete a difficult
task. (seventh grade)

c. analyze the relationship between interests and producer satisfac-
tion. (cighth grade)

d. analyze how producers may have to cooperate with each other to
accomplish a large or diffizult task. (ninth grade)

e. evaluate the importance of having laws and contracts to protect
producers. (tenth grade)

. Students will understand and exemplify producer rights and respon-

sibilities.
Students will
a. specify their rights and responsibilities as producers. (eleventh

grade)
316
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b. speculate what their rights and obligations might be as producers
in the future. (twelfth grade)

B. Students will develop and incorporate an understanding of how a:i::udes

and values affect decisions, actions, and life styles.
1. Students will be aware of attitudes and values and their effects.

Students will

a. describe peoplé and activities they enjoy. (Kindergarten) .

b. describe actions of others that they do not apprecxate (first grade)

c. describe things they have leamed that aid in making choices.
(second grade)

d. recognize accomplishments they are proud of. (third grade)

e. define “‘attitudes’’ and “‘beliefs’” and describe the effects attitudes
ani beliefs have on decisions. (fourth grade)

f. define ““values’” and describe their own values. (fifth grade)

2. Students will demonstrate a growing understanding of how attitudes
and values affect decisions, actions, and life styles.

Students will

a. analyze how their attitudes and values influence what they do.
(sixth grade)

b. compare and contrast c*hers’ values. (seventh grade)

c. predict how their values will influence their life styles. (eighth
grade)

d. describe and set priorities for their values. (ninth grade)

e. describe decisions they have made that were based on their atti-
tudes and values. (tenth grade)

3. Students will understand how attitudes and values affect decisions,
actions, and life styles.

Students wili

a. analyze how values affect their decisions, actions, and life styles.
(eleventh grade)

b. summarize the importance of understanding their attitudes and
values and how those attitudes and values affect their lives. (twelfth
grade)

- Students will develop and incorporate an understanding of the decision-
making process and how the decisions they make are influenced by
previous decisions made by themselves and others.

I Students will be aware of decisions and the decision-making process.

Students will

a. describe choices they make. /Kindergarten)

b. describe decisions they make by themselves. (first grade)

c. recognize why some choices are made for them; they can accept
those choices and make their own decisions when appropriate.
(second grade)
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d. describe their thought processes before a decision is made. (third
grade)
e. describe why they might want to change a decision and recognize
when it is or is not passible to make that change. (fourth grade)
f. describe the decision-making process. (iifth grade)
g. recognize how school decisions influence them. (sixth grade)
2. Students will understand the decision-making process and factors that
influence the decisions they make.
Students will
a. provide examples of how past decisions they have made influence
their present actions. (seventh grade)
b. analyze how past decisions made by their fainilies influence their
present decisions. (eighth grade)
c. evaluate the influence that past legal decisicas have on their pres-
ent decisions. (ninth grade)
d. analyze the decision-making process used by others. (tenth grade)
: 3. Students will effectively use the decision-making process and un-
3 derstand how the decisions they make are influenced by previous
decisions made by themselves and others.
Students will
a. identify decisions they have made and analyze how those decisions

will affect their future decisions. (eleventh grade) ,
b. implement the decision-making process when making a decision. 3
(twelfth grade) A

D. Students will develop end incorporate the ability to generate decision-
making alternatives, gather necessary information, and assess the risks
and consequences of alternatives.

1. Students will be aware of methods of generating decision-making
alternatives, gather necessary information, and assess the risks and
consequences of alternatives.

Students will
a. realize the difficulty of making choices between two desirable
alternatives. (Kindergarten)

3 b. recognize those decisions that are difficult for them. (first grade)

i c. realize that they go through a decision-making process each time
they make a choice. (second grade)

d. recognize that they are able to assess possible consequences of a

4 decision before - -ually making the choice. (third grade)
] 2. Students will de ate a growing ability to generate decision-
f making alternat -ather necessary information, and assess the

risks and consequunces of alternatives.
Student; will
a. generate alternatives to a specific decision. (fourth grade)
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b. evaluate some of the risks involved in choosing one alternative
over another. (fifth grade)

c. consider the results of various alternatives and then make their
choice. (sixth grade)

d. provide examples of some consequences of a decision. (seventh
grade)

e. demonstrate how gaining more information increases their alter-
natives. (eighth grade)

f. analyze the importance of generating alternatives and assessing
the consequences of each before making a decision. (ninth grade)

g. distinguish between alternatives that involve varying degrees of
risk. (tenth grade)

h. analyze the consequences of decisions that others make. (eleventh
grade)

3. Students will generate decision-making aiternatives, gather necessary
information, and assess the risks and consequences of alternatives.
Students will
a. provide examples and evaluate their present ability to generate

alternatives, gather information, and assess the consequences in
the decisions they make. (twelfth grade)

E. Stdents will develop and incorporate skill in clarifying values, ex-
randing interests and capabilities, and evaluating prostess toward goals.
1. Students will be aware of values, interests and capabilities, and meth-

ods of evaluation.

Students will

a. describe growing capabilities. (Kindergarten)

b. identify capabilities they wish to develop. (first grade)

c. recognize activities that interest them and those that do not. (sec-

ond grade)

d. realize that environment influences interests and capabilities. (third
grade)

e. recognize different methods of evaluating task progress. (fourth
grade)

f. describe the meaning of *‘value’’ and how values contribute toward

goal decisions. (fifth grade)
2. Students will gain skill in clarifying values, expanding interests and

capabilities, and evaluating progress toward goals.

Students will

a. predict five goals (based on their interests and capabilities) they
would like to achieve within five years. (sixth grade)

b. analyze various methods of evaluating their progress toward a
goal. (seventh grade)
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.. c. contrast goals they desire to complete with goals they expect to o
g complete. (eighth grade) e
) d. define theirunique value. , interests, and capabilities. (ninth grade) #
¢. evaluate the importance of setting realistic goals and striving to- R
N ward them. (tenth grade) Y
; 3. Students will clarify their values, expand their interests and capa- 3
: bilities, and evaluate their progress toward goals. b
Students will 3
a. analyze how their values, interests, and capabilities have changed .
and are changing. (eleventh grade) I
b. assess their abili~ to achieve past guals and istegrate nis knowl- %

cdge for the future. (twelfth grade)
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APPENDIX D

SAMPLE POSITION GUIDE

NORTHSIDE INDEPENDENT SCHOOL DISTRICT

Title:

Primary
Function:

Major Job

Responsibiliiics:

High School Counselor

to provide, as a member of the guidance department
staff, a comprehensive guidance and counseling pro-
gram for students in grades 9-12 and specifically to
provide services to meet the special needs of his/her
assigned case load (5C0); to consult with teachers,
staff, and parents to enhance their effectiveness in
helping students’ educational, career, personal, and
social development; and to provide support to other
high school educational programs.

(1) teach the high school guidance curriculum; (2) guide
groups of students and individual students through the
development of educational and career plans;
(3) counsel small groups and individual students through
the development of educational and career plans;
(4) counsel small groups and individual students with
problems; (5) consult with teachers, staff, and parents
regarding meeting the developmental needs of ado-
lescents and regarding specific information about the
youths for whom they have responsibility; (6) refer
students or their parents with problems to specialists
or special programs; (7) participate in, coordinate, or
conduct activities that cont~bute to the effective op-
eration of the school; (8) plan and evaluate the campus
guidance program; and (9) pursue continuous profes-
siunal growth.
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Hlustrative

Key Duties:

APPENDIX D

(1) teach the high school guidance curriculum: con-
duct developmental guidance lessons in classroom set-
tings as planned in conjunction with the instrictional
departments, or through the advisory system or study
halls, or as otherwise devxsed in conjunction with the
school administration; consult with or be a resource
person to teachers to facilitate the infusion of guidance
content into the regular education curriculum.

(2) guide groups and individual students through the
development of educational and career plans: provide
orientation activities for students new to the school
such as ‘“‘brown bag’’ lunch sessions; participate in
orientation programs for incoming 9th graders; guide
9th and 10th graders i the updating of their *‘High
School 4-Year Plans’’; guide 11th and 12th graders
to evaluate their current status and plan their achieve-
ment of high school graduation; guide 12th graders to
develop end take appropriate steps toward imple-
menting their post-high schosl educational or career
plans; plan/coordinate/as<ist in preregistraticz: of Sih,
10th, and 11th graders for 10th, 11th, and 12th grades,
respectively; collaborate with middle school counse-
lors to effect the preregistration of 8th graders for 9th
grade; assist students new to the district with course
selection at the time of registration; interpret stan-
dardized test (TEAMS, TAP, DAT, OVIS) results
information to students, parents, and teachers; guide
groups and individual students in applying the test
results information to their educational and career plans;
interpret results of college entrance tests or carcer
assessments to groups of students; guide all students
to develop tentative career/vocational plans through
the conduct or supervision of career education activ-
ities such as career center orientations and utilization
of the GIS system and other career center resources;
provide 2 mechanism for the systematic and efficient
dissemination of current, accurate information needed
by indi .dual students or parents as they develop their
educational or career plans.

(3) counsel small groups and individual students with
problems: conduct structured, goal-oriented counsel-
ing sessions in systematic response to identified nceds
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of individuals or groups of students—recurrent topics
at the high school level include academic failure,™

attendance and behavior problems, peer problems,

family issues, child abuse, substance abuse, suicide
threats and attempts, and sexuality i issues. -

(4) consult with teachers, staff, and parents regarding
meeting the developmentai needs. of adolescents and -
regarding specific information about the youths for.

whom they have responsibility: particivute in staffings; -

conduct inservice programs for faculty as a whole or
by départments; conduct/facilitate conferences with
teachers, studeats, or parents; conduct or provide op-
portunities for parent education programs; write ar-
ticles for parent newsletters; assist families with school-
related problems.

(5) refer students or their parents with problems to
specialists or special programs: consult and coordi-
nate with in-district and community specialists such
as school nurses, administrators, and psychologists
and community-based psychologists, service agen-
cies, and physicians.

(6) participate in, coordinate, or conduct activities
that contribute to the effective operation of the school:
cooperate with administration in planning and imple-
menting preregistration and PREP days; interpret group
test resuais to faculty and staff; contribute to the prin-
cinal’s goals for enhancing education on the campus;
cooperate with instructional staff in implementing the
‘‘Placement Recommendation Guidelines’’; establish
effective liaisons with the various instructional de-
partments; provide input to administration as the mas-
ter schedule is built; act as an advocate for groups or
individual students as system decisions are made; su-
pervise the changing of student schedules in accor-
dance with district policies; ccoperate with other school
staff in placing students with special needs in appro-
priate programs, including other regular education,
special education and vocational education opportun-
ities; cooperate with administration/coordinate cam-
puswide administration of the district testing program
(TEAMS, TAP, DAT, OVIS): supervise administra-
tion of special group testing (e.g., PSAT, SAT, ACT,



Ky

Organizational
Relationships:

Performance
Standards:

3

Amnml)'

CEEB:AP; ASVAB); cooperate with admxmstrauon/ i
supemsetbeteachetadmorysystem '_ IR
(7) plan and evaluaté the campus, guidance progmm
annually design, wih ‘the other members. of thesmd
ance depmment staff, the'campus’ gmdmpmm
buedonneedsbycleaﬂymﬁngm;dﬂ:j nd:
objectives, establishing the guidance ¢ <
endar, and completing the Annual Guidmce ngmil
Plan—High ‘School;: evaluate stmeg:es 8" oy ane’
inplemented; complete the annual Guidaiz; Progng:
Evaluation Report—High School, =~ a4
(8) pursue continuous professional growth: atlcuddxs- R
trict-sponsored staff developzaent offerings; join as-
sociations (e.g., NCA, STACD, TACD, AACD); resd -
professional journais; sttenc! reievant workshops and =
conferences sponsored by professionally appr'\omte Ny
organizations (¢.g., Region 20, TEA, and aorscia-
tions); take postgraduate courses. ‘

is supervised by the head counstlor, the principal, -
the director of guidanc:; works collaboratively with
other counselors and guidance department stafi; and |
works cooperatively with other campus or district staff. :

A high school counselor’s performance is considered
satisfactory when (1) The head counselor, principal,
and director of guidance concur and the cSuaselor’s
level of competence is reflected as such or the NISD
Counselor Evaluation Form; and (2) evaluation ot the
Annual Guidance Program Plan—High School irdi-
cates overall effectiveness of the program.

o
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APPENDIX E

IDEAS FOR DISCREPANCY REPAIR

NORTHSIDE INGEPENDENT SCHOOL DISTRICT

RESULTS OF BRAINSTORMING WAYS TO REDUCE
DISCREPANCIES BETWEEN THE CURRENT AND THE DESIRED
GUIDANCE PROGRAM

Steering Committee Ideas

Elementary Level
Increase time spent in curriculum role.

® Develop and teach baseline curriculum.
o Establish systematic schedule (weckly, monthly).

Decrease time spent in system support.

® Establish other staff responsibilities for tasks.

¢ Clarify our own responsibilities and communicate them to faculty and ad-
ministration.

& Reduce clerical work.

® Reduce support to special education system.

o Help principals understand appropriate assigrments for counselors; elimi-
nate time-consuming, inappropriate tasks.

Middle School Level
Increase time spent in curriculum.
® Assign three counselors to every middle school to ensure a counselor for
each grade level.

® Assign counselors by grade level rather than by alphabet to enhance the
developmental part of the program.

‘ 39 5"~: 35
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o Establish a stnedule of operation and have it endorsed by the principal. L
o Sciedule students for guidance by taking them from two academic classes e
per year ‘one per semester); i.e., every teacher gives up only two class
periods a yzar. o3

e Provide inservice to teachers on guidance curriculum purposes and *‘tasks’* %
for students. ' -

Decrease time spent in system support.

e Hire ““technical assistants’” to relieve counselors of
1. schedule changes.
2. registration of new students during the school year. :
3. test coordination. .

o Assign education office students to counseling office to help file, etc.

High School Level
Increase time spent in curriculum.

o Work with grcups (vs. individuals) to disseminate information, e.g., junior
and senior credit checks, test score interpretation.

o Involve with clubs, organizations, and other extracurricular activities through
assignment if necessary.

® Increase time spent in group activities.

o Set yearly calendar that will facilitate counszlors’ keeping on task for group
activities.

o Get into the classroom to be a visible part of the educational team.

Decrease time spent in system support.

® Spend less time in offices.

® Add clerical help or computerized resources to accomplish clerical tasks.

® Remove counseling case load from head counselors ¢o allow them to be
program administrators and to manage major tasks (¢.g., test program co-
ordination).

e Review utilization of vocational counselors.

All Levels

Increase tirne spent in curriculum.

o Define program expectations, monitor implementation.

e Develop curriculum resources.

o Provide staff development for counselors.

o Communicate program to and enlist support of administration and faculty.
o Design systematic delivery system (calendar, timeline, individual vs. group).

.



Decrease time spent in system support.

® Evaluate specific paperwork responsibilities.

® Review activities to determine if they can be accomphshed thmugh dau
processing. .

® Move some ncsponsnblhty to students and pmnts‘ g

¢ Evaluate clerical staff in counseling departments. .

¢ Evaluate adequacy of staffing in counseling dcpmments (professional and
clerical).

¢ Study rzduced student load for head counselors to allow more coordxnahon.

¢ Move: administrative duties to administration; increase admxmsttauve staff
if necessary.

¢ Use and evaluate new streamlined procedures for ARD participation.

High School Principals’ Ideas
Increase time spent in curriculum.

® Times to conduct curriculum activities:
—advisories.
—4th period study hall.
—on-campus suspension class.
—coverage for teacners at conventions.
—club schedule.
—identify and work with ~lasses that have necds, e.g., lower level academic
classes.
¢ Different methods of assigning counselors to case load/job responsibilities.
® Priority: students on campus now, not for their future.
® Inservice for teachers on such topics as behavior management, listening
skills.
® Planned for the year, consistent.
® Calendar.

Decrease time spent in system support.

® Program computer to do credit checks.
—mainframe, data bese.
—microcomputer rrograms.
® Shift philosophy from the counselor back to the student and parent(s) as
the responsible person for seeing that graduation is achieved.
® Lengthen yearly contracts (beyond student days).
® Head counselor do system support activiues, lessen their studen: case load.
® “‘Run” for classes in August.
® Teacher advisor program.
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High School Counselors’ Ideas
Increase time spent in curriculum.

o Group guid=nce to teach decision-making skills, se!f-esteem.
e Do away with parent notes on schedule changss.

e More inservice with teachers, e.g., with freshmen teachers to help freshmen

become successfully involved in school.

® Mere time in 9th-grade advisories.

o Freshmen advisory: guidance in the first month of school; orientation to
high school, study skills, attendance, 4-Year Plan revision, involvement.

o Oth graders’ orientation to career center.

® More time interpreting OVIS.

o Need facilities to do group guidance.

® More use of advisory to have small groups with all studen:s.

e ‘‘Browr: bag’’ sessions.

e Make *“official time’’ for counst ors to go into classrooms; ideas: restructure
school day periodically, more faculty involvement with credits, clubs, etc.;
getprincipals’ verbal support; sell ideas to key teachers or department heads.

o Counselors need planning time.

e Priorities: feeling good about thems. :ves, decision-making and study skills.

Decrease time spent in system suppott.

e Follow-up studies should not be done by counselors.

® Reduce festing coordina”:on time.

e Campus-based tes:ng specialist to coordinate and administer all district and
state testing.

o Administration should coordinate responsibility for state mandated, mini-

mum competency testing.

System analysis to evaluate feasibility of computer support for counselors.

Computer terminal for each counselor.

Hire professional registrar.

Work with state/national college admissions counselors and associations to

eliminate undue college admissions paperwork, €.g., letters of recommen-

dation; develop standard checklist to accomplish this.

Work with scholarship agencies to develop standardized form.

Close adherence to district guidelines to reduce number of schedule changes.

o Functions to be streamlined: hand-scheduling new students; paperwork re-
quired for special ed referrals; master schedule adjustments—balancing
classes, forming new classes, master schedule errors; credit checks; planning
senior assembly; TEAMS failures; retention paperwork; making lists for
potential school projects; test coordination; hand :allying of master schedule;
ARDs.
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® Need input to new course offerings and master schedule development.

® Need puincipals’ verbal support for the program.

® Reduce miscellaneous paperwork: teacher lists, testing procedures, prere-
gistration bulletin, premature scheduling, athletic schedule changes, elective
changes, teacher prejudgments, leveling, college day forms.

® Structure staff consultation, calendar, and agenda.

® Reduce time spent in personal support to teachers; could handle recurrent
issues through inservice.

® Support personuel register new students.

® Restructure curriculum information dissemination.

Middle School Principals’ Ideas
Increase time spent in guidance curriculum.

® Calendar classroom visits--develop with and share with administrators.
® Short blocks of time.
® Advisory time.
® “‘Essential elements™ —teachers/departments identify topics and times of
year (counselors too).
® Teachers work with counselors in classrooms
—team efforts.
—roles of each will be clarified.
® Need principal’s support.
® Inservice for teachers by counselors regarding the gmdance cumculum.
® Inservice for counselors (e.g., group skills).
® Change slowly.

Decrease time spent in system support.

® Time management.

® Teacher inservice regarding g sidance program and services (what is and is
not done).

® Referral of teachers for private counseling when needed.

® Referral of teachers to administrators for school related problems.

® Increase clerical help, e.g., testing schedules, new student enrollment shared
between main office and counseling office.

® A-V aids for orientation (e.g., videotape for new students, especially at
schools with large numbers and constant flow of new students.
Brochure.
Administrative staffings.
Improved communication methods.
Registration: forms have litde to do with **gudance.”

ic 329
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o Implement a teacher-advisor prograni.
e Counselors should have input into master schedule development.

Middie Schoo! Counselors’ ldeas

Increase time spent in guidance curriculum.

e Need administrative support for classroom guidance.

® Develop Curriculum Guide, lesson plans.

e Need teacher support and cooperation.

® Need structured and organized time.

e Relieve counselors of system support duties to provide time for classroom
guidance.

e Counselors be assigned to do classroom guidance by grade level, not al-
phabetically.

e Have one counselor for each g. : level.

e Occupational Investigation teachers implement Career Day.

e Work through *‘OI"* to meet with 8th-grade students.

e Use 2 days from each subject to effect classroom guidance and not take an
undue amount of time from one department.

Decrease time spent in system support.

e Special education handle referral paperwork.

e Hire “‘technical assistant’’/technician to handle those duties, e.g., registra-
tion of new students, all preregistration and scheduling, plan and coordinate
standardized testing. schedule changes.

e Use auministrative specialists (teacher level) to do administrivia, e.g., lock-
ers, books, master schedule.

e Have computer terminal in counselors’ offices and train staff to use it.

o 8th to 9th grade registration done completely by high school staff.

e Counselors should not do the 5-Year Plan.

e Counselors should not sponsor extracurricular activities, clubs, etc.

e Eliminate building responsibility for master schedule, but continue to have
input.

e Reduce paperwork, clerical work.

e Attendance office or main office handle new student initial registration
procedure

e Counselor secretaries are needed to work more days because their duties
involve being registrar and data processing.

e Streamline counselor involvement with special programs, ¢.g., TIPS, LPAC,
Special Ed, CVAE.

o Counselors post schedule.calendar of activities and availabilities
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® Define counselor job role to minimize *‘other duties as assigned. . .
® Need separate guidance department telephone line.
® More assistance from student aides.

Elementary Principals’ Ideas
Increase time spent in guidance curriculum.

¢ Individual home study packets—a home program.

® Encourage self-viewing of media available.

® Increase counselor time in classroom on self-esteem.

® Assist teachers with motivational techniques.

® Peer counseling to help those in need—counselors used as support for peer
counselors.

® Schedule classes for each 6 weeks; topics: study skills, citizenship, test
awareness.

¢ Support recommendation; recognize following concerns: educational cur-
riculum reform, part-time counselors, campuses with heavy load of special
education of federal programs.

Decrease time spent in system support.

® Draw up a time-saving recorder of information for referring students for
help.

o Common planning time would help.

® Support the recommendation, but each campus’s needs should be consid-
ered.

Elementary Counselors’ Ideas
Increase time spent in guidance curriculum.

® Schedule classes regularly.

® Develop districtwide curriculum.

® Make classrooms available for guidance.
® Allocate a percentage of time each week.
® Expand teachers’ involvement.

@ Individual campus teams for planning.

® Standardize district procedures.

® Assess student needs.

o Need principals’ support.

® Need teachers’ support.

® Nced materials.

® Need lesson plans and units for specific topics.
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® Fewer interruptions.

® Problem of availability of students.

o Curriculum needs to be seen as having priority.
o Curtail special education responsibilities.

Decrease time spent in system support.

o Eliminate special ed paperwork.

® Limit participation in admission, review & dismissal committee meetings.

® Secretarial help.

® Limit Promise testing.

o Eliminate make-up ‘csting.

® Drop CAP West referral work.

o Eliminate Early Chiidhood referrals.

® Eliminate the ‘‘go f'r’’ syndrome—principals to counselors, e.g., So. As-
sociation Accreditation Study Chair.

e Eliminate responsibility for before and after school and lunch duty.

® Stop doing newsletter articles.

® Stop being parents’ *‘tour guide.””

® Stop driving students to PAC/physicals.
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DESCRIPTORS RELATED TO
EVALUATION CATEGORIES

These descriptors are provided to counselors, their supervisors, and admin-
istrators as a means of enhancing communication about the nature of guidance
and counseling and the specifics upon which to base sound evaluative judgments
as to the proficiency of the school counselor. The specific items were generated
by and large by Northside counselors, with some reaffirmation and augmentation
from the guidance and counseling literature. They are offered to assist new
counselors, experienced counselors, non-guidance-trained administrators, and
guidance-trained-administrators have similar definitions for the skills and know]-
edge expected of our school counselors.

Specifically, the items provide more concrete descriptions for the performance
indicators suggested for the areas that counselors are evaluated on. If it were
laid out in one document, *he format would be as follows:

Performance
Category Indicator Descriptors

1. implements guidance a. appropriate task analysis 1. selection of terminal
curriculum through the use objective
of effective instructional 2. specification of learning
skills increments
3. weeding out of nonessentials
4. instruction at appropriate
level of difficulty
5. selection of learning
sequence
6. explanation of unfamiliar or
specially used terms
b effective use of lesson 1. Sxus
design 2. explanation

.ele
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Still, this list is not all-inclusive nor are all items necessarily mutua'ly exclu-
sive. It is not meant to be used as a checklist, but rather it is intended 1 make
the school counselor’s role more tangible.

1. Implements guidance curriculum through the use of effective instruc-
tional skills, including
a. appropriate task analysis
1) selects terminal objective
2) specifies learning increments
3) weeds out nonessentials
4) instructs at an appropriate level of difficulty
5) selects learning sequence
6) explains unfamiliar or specially used terms
b. effective use of lesson design
1) focus
2) explanation
3) checking for understanding
4) monitoring and adjusting
5) modeling
6) guided practice
7 closure
8) independent practice
9) extensions
10) correction."
11) evaluation
¢. active involvement of students in the leaming process
1) varies activities
2) interacts with students in appropriate group formats
3) solicits student participation
4) extends students’ responses/contributions
5) provides “‘wait time'’
6) secures and maintains students’ attention
7) gives clear directions
8) manages students’ behavior
9) uses effect’ve teaching practices
10) uses strategies to motivate students for learning
11) maintains supportive environment
12) provides materials and equipment needed for lessons ready for use
at appropriate time
d. selection of topics consistent with identified, high priority student needs
and district goals
1) implements instruction at appropriate level of difficulty

ERI

Aruitoxt provided by Eic:

334




APPENDIX F 338

2) assesses student needs formally and informally
3) adheres to district guidance scope and sequence and curriculum

2. Implements the individual planning system through the effective use of
guidance skills, including
a. careful planning of sessions
1) performs appropriate task analysis
2) effectively uses lesson design, with expanded use of guided practice
3) guided practice
4) uses variety of guidance techniques
5) has materials, audiovisual aids, and facilities ready for use
6) understands/applies theories of vocational cheice
b. presentation of accurate, relevant, unbiased information
1) makes no significant errors
2) presenis information so that students can process/internalize it
a. uses vocabulary appropriate to the students
b. explains content clearly
. presents appropriate amounts of information
3) stresses important points
4) clarifies students’ misunderstanding
5) uses accurate language
6) identifies, selects, organizes, and makes accessible educational and
career information systems; makes information resources available to
students
7) utilizes materials effectively
8) is knowledgeable about the range of educational and career alterna-
tives and the value of each of these
c. involvement of students in personalized educational and career planning
1) helps students establish goals and use planning skills
2) knows students’ abilities, achievements, interests, and goals
3) effectively uses consultation skills as needed
4) encourages parental input into student planning
5) correctly assesses students’ educational and career aspiration and in-
formation needs
6) makes appropriate and appropriately presented recommendations
7) conducts activities with groups of sizes conducive to ensure effec-
tiveness and efficiency
d. accurate and appropriate test results interpretation
1) provides appropriate information to students, parents, and school staff
in timely manner
2) ensures that individuals know how to read reports of interest/use to
them
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3) strives to guard against the overinterpretation or other inappropriate
use of test results data

4) in presenting test results interpretation, attends to the confidential and
private nature of individual test information

5) (reference: item 2b. above regarding accuracy of information)

6) understands/applics basic statistical concepts essential in the use of
appraisal instruments and data

7) understand/applies basii. “oncepts and principles of measurement and
evaluation

8) processes appraisel data appropriately for use in guidance and coun-
seling

9) makes effective use of appraisal data in counseling and guidance

e. selection of individual planning activities consistent with identified, high

priority student needs and district goals

1) assesscs student needs for planning assistance formally and informally

2) presents needs-identification data to reflect data from follow-up stud-
ies of former students’ actual educational and career progress

3) provides information about important dates and tasks to be accom-
plished

4) adheres to District Guidance Program Framework timeframe and
priorities

3. Implements responsive services through effective use of counseling, con-
sultation, and referral skills, including
a. proper identification of problems/issues to be resolved

1) uses effective intake procedures to p sperly discemn problems/issues
2) in counseling, assists students to define their probiems

3) in consultation, collaborates with consultee in problem definition
4) in referral, understands and articulates the basis for referral

. selection of counseling, consulting or referral interventions appropriat= to

students’ problems and circumstances
1) recognizes own personz!/professional limitations and organizes case
load appropriately
2) accepts referrals in a competent and professional manner
3) responds appropriate.y to requests for information
uses counseling, consulting, or referral :kills effectively
Counseling:
1) utilizes a variety of techniques and procedures
2) operates from a consistently applied and conscious awareness of own
theoretical base
3) is nonjudgmental of students
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4) understands the dynamics of individual behavior in the counseling
relationship or in a group
Consulting:
1) has expertise to share
2) shares information
3) in problem specification, gathers as much information as needed to
consult effectively and efficiently
4) in goal setting, understands consultees’ responsibilities and goals
5) establishes credibility by being able to suggest a va-iety of options,
alternatives, resources, or strategies
6) cocrdinates the development and implementation of the consultees’
behavioral plan of action
Referral: (process: problem specification, evaluation of need for referral,
resource identification, referral and follow-up)
1) is knowledgeable about sources for referral
2) seeks out referral sources
3) conducts adequate research about referral sources
4) refers at appropriate time in helping process
5) is able to explain the need for referral and the referral process
6) provides minimum of three referral options to client
d. conducts well-planned anc goal-oriented sessions
1) sessions are effective: objectives are established and attained
2) sessions are efficient: objectives are the focus of the sessions; how-
ever, sensitivity to divergent needs ot the group/individual is imper-
ative also
3) materials, aids, and facilities are ready for use
e use of group and individual techniques that are appropriate to the topic
and to students’ needs and abilities
1) discems when individual or group couns:ling would be most facili-
tative to the problem presented by the counselees '
2) uses group counseling when it is determined to be more or as effective
as individual counseling
3) structures specialized groups as to topic and purpose as well as mem-
bership composition
4) displays working knowledge of developmental tasks and coping be-
haviors uf different age levels and the skills to use group techniques
appropriate for client level
f. actively involves counsclees/consultees/refer-ecs in the process
Counseling:
1) counseling results in students’ acting to solve problems
2) holds student-oriented sessions
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3)
4)
3)
6)

7
8)
9
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allows students to speak freely about problems

assists students in exploration of affect

assists students in goal setting

assists students in establishing a concrete, bebavioral plan aimed at
problem resolution

ensures that plan is developed at an appropriate level of specificity
avoids premature advice or superficial reassurance

listens effectively

Consulting:

1
3)

consulting results in consultee acting to solve problem
encourages input from consultee

facilitates communication between participants

avoids premature, superficial advice or reassurance
handles expressions of conflict in a constructive manner
is appreciative of ideas expressed by others

promotes a spirit of compromise and cooperation

listens effectively

Referral;

)

2)
3)

exhibits skill in the art of referral such that person needing referral
feels comfortable

assistance results in client going to referral source

initiates contacts between referral sources and individuals who have
been referred

g. timely follow-up

Y
2)
3)
4

3)

follows up with students and other clients as to their progress in
implementation of the problem-solving action plan

communicates with referral sources

ensures communication between appropriate people
prepares/maintains appropriate documentation, forms, records, etc.
relevant to cases

implem.ents follow-up activities as recommencsd for clients by re-
ferril sources

h. provision of services consistent with high priority, identified student needs
and district goals

1
2)

conducts formal and informal needs assessments
determines needs and priorities as perceived by students, parents,
staff, and administration

3) recognizes situations that need attention
4) attends to priorities established in the Guidar 'e Program Framework

and in other district memos




APPENDIX F 339

4. Implements system support through providing effective support for other
programs and by effectively enlisting support for the guidance program,
such as

a. providing a comprehensive and balanced guidance program
1. uses effective planning skills
a) assesses program needs and priorities accurately
b) establishes realistic program goals
c) uses results of evaluation to improve program
d) plar< srogram and activities
e) p.ovides alternative plans
f) determines suitable and workable time schedule
g) plans an overview of the year
h) writes program plan
2. uses effective organizational skills
a) establishes meaningful objectives
b) sequences activities in a meaninful design
¢) sets timelines and follows them
d) operates from a program calendar
e) provides an appropriately balanced and comprehensive program
3. uses resources effectively
a) resources = materials, human dellars, equipment, facilities
b) selects and creates sound materials
¢) manages cquipment and faci’.ties and budget effectively
d) takes proper care/makes proper use of equipment
e) assigns tasks or duties appropriatel/delegates effectively
f) considers strengths of Yuman talent available
g) seeks assistance if does not have adequate answers
h) utilizes administration and other staff as appropriate
i) utilizes available resources
j) provides resource materials and information to students, staff,
parents
k) determines what personal and natural resources are available/
needed
4. evaluates program effectively
a) systematically evaluates overall progra. 7 effectiveness
b) uses results of evaluation to improve program

b. selecting program activities that meet identified, high priority student
needs and are consistent with campus and district goals
1. bases campus program on student and community needs
2. bases campus program on the district framework

et
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c. collecting evidence that students achieve meaningful out;omes from pro-
gram activities
1. evaluaies effectiveness of activities
2. evaluates quantity and quality of student growth in guidance and
counseling activities
3. provides for a system of evaluating programs and activities
4. plans, implements, and accesses systematic evaluation tools
5. uses results of evaluation tools to reassess program goals, objectives,
and strategies
6. consistently evaluates program activities
d. operating within established procedures, policies, and priorities
1. complies with letter and intent of regulations, directives, and instruc-
tions from superiors
2. administers activities in accordance with district guidelines
e. contributing to organizational solutions outside of assigned responsibilities
1. works as member of team in working to solve organizational problems
2. accepts responsibility for helping others leamn their responsibilities
and is able to do this without taking over others’ roles
f. working cooperatively with school administrators to garner support for
the guidance program
1. collaborates with administration in developing the campus guidance
program goals and objectives
2. seeks their support on matters of concern
g. implementing programs that explain the school guidance program
I. explains the philosophy, priorities, and practic. of the guidance
program effectively and articulately
2. has a campus PR plan for helping the parents as well as the students
and staff understand the guidance program and its variety of activities
3. uses a variety of strategies to communicate to parents, €.g., news-
letters, columns, parent education sessions, open houses
h. attending to ideas/concerns expressed regarding the guidance program
1. listens with an open mind
accepts suggestions gracefully
15 not unnecessarily defensive with parents or community represen-
tatives; works to understand their concerns
4. maintains professional detachment in circumstances where patrons
are misinformed, mistrusting, (JER’s 5 categories)
i. supporting campus administration policies and goals
1. establishes objectives that contribute to the goals of the campus ad-
ministration
2. complies with letter and intent of regulations, directives, and instruc-
tions from superiors

LY N
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3.

4.

supports administrative directives
cooperates with campus administration in addressing campus goals

J. supporting district policies and goals
1.

supports administrative directives, school board goals, and organi-
zational policies

. adheres to Guidance Program Framework
. cooperates with district admimstration in guidance program improve-

ment efforts.

S. Establishes effective professional relationships by building rapport with
a. Students

w
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demonstrates knowledge of, interest in, and understanding of the roles
and responsibilities of the student

acts as student advocate appropriately and effectively
communicates effectively with and about students

exhibits sensitivity, empathy, and acceptance necessary for estab-
lishing rapport

. encourages students to have respect for the rights, property, and

opinions of others

. primary commitment is to the student, yet keeps communications

open with others

is student advocate and haison for students/administration/faculty/
parents

knows the students’ backgrounds

encourages students to assume responsibility for own behaviurs, choices,
and relationships

b. Staff

demonstrates knowledge of, interest in, and understanding of the roles
and responsibilities of the teacher and other staff members

works cooperatively as a team member with staff

communicates effectively with and about staff

exbibits sensitivity, empathy, and acceptance necessary for estab-
lishing rapport

works as a tear sber—educator, consultant

respects professional judgmesiis of staff

. seeks and respects ideas of others
. is receptive to teachers’ comments and suggestions
. encourages teachers to adjust their programs to individual needs of

students

c. Parents
1.

demonstrates knowledge of, interest in, and understanding of the
roles, responsibilities, and circumstances of the parent

1
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cooperates with parents in problem solving

communicates effectively with ar.d about parents

exhibits sensitivity, empathy, and acceptance necessary for estab-
lishing rapport

=ncourages parents to practice effective parenting skills
communicates effectively with parents regarding students’ progress
and areas of difficulty and success

d. Other Counselors

l.

2.

where there is more than one counselor on a campus: operates as a
team member; works collaboratively in the development of goals and
the implementation of the campus guid.1ce program

cooperates with counselors from other campuses in the interest of
serviug students and the program better

e. Administrators

1.
2.
3.
4.

5.

6.

demonstrates knowledge of, interest ir, and understanding of the roles
and responsibilities of the administrator

work cooperatively as a team member with administrators
communicates effectively with and absit administrators
understands and responds appropriately to the different roles/respon-
sibilities of the campus and district administrators

exhib’ts sensitivity, empathy, and acceptance necsssary for estab-
lishing rapport

piays the child advocate role appropriately

f. Other In-school/District Specialists

1.

6.
7.

demonstrates knowledge and understanding of the roles and respon-
sibilities of other specialists

communicates effectively with and about other spe<ialists

maintains positive working relationships with other specialists
exhibits sensitivity

seeks specialists’ assistance when needed/beneficial to the student or
other clients

initiates communication when needed/beneficial to the student

does not overrely on other specialists

g£.- Community Representatives

1.
2.

3.

communicates effectively with referral agency staff

maintains positive working relationships with PTA and other patron
groups

is interested in and understands roles/responsibilities of community
agency representatives

exhibits sensitivity, warmth, and openness for establishing rapport

. establishes harmonious relationships with referral sources commonly

used

. informs community about total school and guidance programs

8}
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6. Fuifills professional responsibilities b
a. seeking professional development

1. has adequate knowledge to be an effective counselor

a) understands, applies, and can articulate own theoretical frame-
work

b) understands the organization and operation of the school and the
district

¢) is knowledgeable of developmental characteristics of age group
served

d) has basic knowledge of
1) guidance content and theory
2) program model
3) school system organization and operation

e) can articulate own theoretical framework with respect to guidance
and counseling, psychology, and human dynamics

f) understands and applies basic concepts of psychological theory,
measurement and evaluation, group and individual techniques of
counseling and guidance

g) has an internally consistent approach to guidance and counseling

2. plans for and engages in professional development
a) monitors and evaluates own professional performance
b) implements his or her Professional Growth Plan
¢) makes use of opportunities for improving skills and acquiring new
and relevant knowledge
d) has developed and is imp!  cntin.g a personal, professional growth
plan
e) attends professional workshops, conferences. and courses
f) belongs to profsssional organization(s)
g) invests personal time
h) is selective in choosing programs
1) participates actively in in-district inservice offerings
j) assumes responsibility for own professional growth
k) seeks opportunities to improve skills and to acquire new knowl-
edge
1) maintains contact with current research and practice
m) combines information from various sources to soive problems/
tc .nnovate
n) attempts sound innovative and creative approaches to problems
0) is open to new learning/is willing to learn

3. demonstrates commitment to the counseling and education professions
a) invests own resources in professional development—time and
money
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b) volunteers to serve on committees or accepts other leadership
opportunities as offered

¢} accepts leadership roles in professional associations

d) shares, joins, serves

e) encourages others to use new ideas

f) takes pride in being a member of the counseling profession

g) understands roles/responsibilities of the school counselor at own
and at other levels

h) applies research knowledge and skills to further the field of guid-
ance and counseling

b. keeping records consistent with ethical and legal guidelines

2

12.

—SwvwNowaw

keeps organized, accurate, iegal, and ethically appropriate records
interprets records to others as is consistent with ethical and legal
guidelines

keeps records in an organized and consistent fashion

communicates and interprets accurately and openly

monitors cverall records procedure

delegates appropriately

supervises paraprofessional staff effectively

ensures security, confidentiality, and legality

is knowledgeable of proper procedures

maintains adequate, differentiated records

documents consultations, referrals. and other g.idance anc counseling
events

completes paperwork 1n a imely and efficient manner

¢ mamntaining professional work habits

1

I R

10
1L

performs responsibuities in an orgamized. umely. and dependable
manner

complies with distnet's standards for attendance

is considerate of others’ time

completes required forms and reports

attends/participates in required staff meetings

exercises professional judgment in absences from work
plans and utilizes ime to best advantage

complies with established distnct work hours

1s task-oriented

maintains a positive atmosphere for learning and growing
attends to detail

d practicing according to the profession’s ethical standards

1

observes ethical standards of the American Sv.100l Counselor Asso-
ciation and the Amenican Association of Counseling and Devel spment
implements counselor’s rote as ¢ fined in the Northside Comprehen-
stve Guidance Program Framework and other distnict guidelines
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7.
8.

. adheres to district policies and legal guidelines

refrains from revealing confidential information inappropriately

. does not impose personal value judgments on students, their families,

or on school staff

. demonstrates impartiality with respect to sex, ethnicity, or ability of

students
is aware of own personal/emotional and professional limitations
maintains confidentiality within established parameters

e. demonstrating approp::.‘e personal characteristics

1.

demonstrates attitudes conducive to effective guidance and counsel-
ing; is:

positive persevering accessible/available

pleasant genuine supportive

cheerful open-minded receptive to change

accepting  future-minded willing to share

enthusiastic realisu.~ information and ideas

cooperative optimistic flexible

helpful personally has visior

courageous
2. demonstrates attributes conducive to effective guidance and counsel-
ng:

3

4.

a) takes mtiative
b) 1s caring, kind. warm
¢) has a sense of humor
d) demonstrates patience
€) 1s sensitive to others; has empathy
f) uses mtelhgence and creativity
holds values conducive to effective guidance and counscling
a) demonstrates self-acceptance, -understanding and -confidence
b) holds positive regard for the worth, dignity, and uniqueness of
each individual
¢) demonstrates belief n ability of others to change, grow, and
accept responsibility for own actions
d) demonstrates honesty and loyalty
e) values own role as model to others
f) demonstrates beiief in the value of learning and schooling
g) respects individual differences
h) resists imposing conforming behaviors on individuals
1) makes a commitment of primary responsibility to students while
providing adequate communication to teachers, parents, admin-
istrators, and other referral sources without violating confiden-
tiality of the counseling relationship
has high professional standards
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a) accepts constructive criticism .
b) adapts to unusual circumstances
c) tolerates ambiguity
d) maintains objectivity/professional detachment in problem situa-
tions 8
¢) seems informed and confident in expression i
f) has professional image with students, staff, and parents :
g) models expected social behavior, grooming, and courtesy
h) maintains poise and emotional stability
i) strives for excellence
j) is motivated to achieve
k) maintains good physical health
1) provides a good moral example for students
m) handles decisions of superiors appropriately
n) recognizes own leadership role on campus and accepts the re-
sponsibilities of leadership on the campus
Jf. demonstrating effective use of basic skills, e.g., communication, problem-
solving, decision-making, ewuational
1. uses communication skills
a) listens actively
b) builds rapport
c) is interested in others’ messages
d) uses appropriate vocabulary
¢) maintains a supportive environment
f) speaks and writes professionally
g) uses both verbal and nonverbal communication behaviors appro-
priately
h) uses appropriate attending behaviors
i) uses open-ended questions and prompts
j) reflects feelings of communicator
k) accurately paraphrases content of communicator’s message
1) uses interpretation skills effectively
m) responds to verbal and nonverbal communications in meaningful
ways
2 problem sclving
a) diagnoses problems accurately
b) prescribes appropriate remedies
c) approaches problems with impartiality
d) is able to think of multiple options for problem solutinn
e) is able to envision consequences of various optior.s
f) handles dissenting individuals and groups
3. decision making
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a) recognizes the need for a decision

b) explores alternative choices

¢) predicts accurately the probable outcome of each choice

d) assigns personal values to each choice

e) determines the costs/risks attendant to each choice

f) applies a variety of decision strategies

g) makes a plan for decision implementation

h) evaluates the outcome of decisions

4. educational skills

a) imparts information effectively

b) strengthens students’ capacity to cope with life tuations

c) allows *‘wait time’’

d) maintains physical environment appropriate to the session con-
ducted

e) has materials, aids, and facilitics ready for use for various activ-
ities

f) maximizes use of time available for guidance and counseling

g) manages student behavior, e.g.,
1) specifies expectations
2) uses techniques to prevent, redirect, or stop off-task, inap-

propriate, or disruptive behavior

3) applies rules consistently and fairly
4) uses reinforcement techniques effectively

h) uses effective strategies to motivate studenis to respond to guid-
ance and counszling

i) displays a working knowledge of group dynamics, e.3.,
1) content and process variables
2) typical stages of group development
3) various leadership styles and their effective use
4) conditions for promoting healthy groups

RIC . 347
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OBSERVATION FORMS

GUIDANCE DEPARTMENT
NORTHSIDE INDEPENDENT SCHOOL DISTRICT

SUMMARY OF COUNSELOR OBSERVATION AND FEEDBACK

COUNSELING SKILLS
Counselor Date of Observation
School Observation: From to
General Information—(theme, screening criteria, etc.)
Grade level: - No. of students
Session #: ___
Goal of group:
Objective(s) of session:
Client(s)" descriptions:
Observed? Indicators/
(Circle) Comments:

L. Results of program Plans and Prepara-
tion
a. Selects group/individual needs ap-
propriately for efficiency and effec-

tiveness Yes No _
b. Uses appropriate procedures for

group member selection Yes No
c. Clearly articulates purpose and

strategies of session Yes No
d. Responds appropriately to requests

for information Yes No

348 *®
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. Length of session is appropriate to
plans
. Has materials, etc., ready for use

. Establishes environment conducive

to counseling

. Selects strategies that are student-

centered and appropriate to stu-
dents’ age level and problems

i. Provides services consistent with

high priority studeat needs and dis-
trict goals

Comments:

The Counseling Process

a.
b.
c.

o o

o e

Provides focus for group
Keeps group on task

Facilitates students’ problem defim-
tion and goal setting

. Gently encourages participation of

each member

. Provides opportumty for student in-

teraction

Facilitates communication between
participants

. Listens effectively

Avoids premature of superficial ad-
vICe Or reassurance

. Handles expressions of hostlity in a

constructive manner
Checks for understanding

. Facilitates *‘guided practice™” (if

appropriate)
Clearly states follow-up plans

m. States independent practice/*‘chal-

lenges”’

849

Yes
Yes

Yes

Yes

Yes

Yes
Yes

Yes

Yes
Yes

Yes
Yes

Yes

No
No

No

No

No

No
No

No

No
No

No
No

No
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Comments’

III. PersonallProfessional

a. Protects confidentiality Yes No
b. Leads without dominating Yes No
c. Explains clearly and concisely Yes No
d. Is genuine as opposed :o ‘‘phony’’ Yes No
e. Interrupts destructive interaction ap-

propriately Yes No
f. Discloses own feelings and beliefs

in a constructive manner Yes No
g. Istolerant of ideas others express Yes No
h. Trests individuals with respect Yes No
i. Recognizes individuals within group Yes No
j. Uses appropriate vocabulary Yes No
k. Applies a sound theoretical base Yes No
1. Operates within realistic limitations

of school counseling services Yes No
Comments:

SUMMARY COMMENTS AND RECOMMENDATIONS:

FEEDBACK CONFERENCE DATE: _____________ TIME:
OBSERVER: COUNSELOR:

35

(Signatures are for the sole purpose of documenting the conference.)
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GUIDANCE DEPARTMENT
NORTHSIDE INDEPENDENT SCHOOL DISTRICT

SUMMARY OF COUNSELOR OBSERVATION

CONSULTATION SKILLS
Counselor Date of Observation
School Observation: From to

General Information—(context, participants, objectives, etc.)
Student grade level:
People involved in session:
Topic:

Observed? Indicators/
(Circle) Comments:
L. Planning and Preparation
a. Makes objectives of session clear Yes No
b. Is prepared for conference (e.g. has
relevant information, knows stu-
dents’ background, is focused on the

problemvissue) Yes No
c. Prepares appropriate documentation,

forms, records, etc. Yes No
d. Has knowledge of community re-

sources and referral sources Yes No
e. Demonstrates knowledge of school

district policy Yes No
f. Has established that consultation is an

appropriate intervention Yes No
Comments:

II. The Consultative Process
a. Uses effective intake procedures to

properly discern problenvissue Yes No
b. Collaborates with consultee in defi-
nition of problem and go:f setting Yes No
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¢ Coordinates a specific behavioral plan

of action Yes No
d. Listens effectively Yrs No
e. Facilitates communication between

participants Yes No
f. Suggests various options for problem

resolution Yes No
g. Avoids premature, superficial advice
. Or reassurance Yes No
h. Handles expressions of conflict in a

constructive manner Yes No
i. Conducts session efficiently and ef-

fectively Yes No
j. States plan for follow-up Yes No
k. Summarizes conference results ac-

curately Yes No
Comments:

I11. Personall/Professional
a. Protects confidentiality Y. No -

b. Is genuine as opposed to *‘phony”’ Yes No . _
c. Isappreciative of ideas others express Yes Noo
d. Recognizes diversity of individuals’

perspectives Yes No .
e. Promotes a spirit of compromise and

cooperation Yes No
f. Establishes professional credibility Yes No
g. Applies a sound theoretical base Yes No

SUMMARY COMMENTS AND RECOMMENDATIONS:

FEEDBACK CONFERENCEDATE: _________ TIME.

OBSERVER: COUNSELOR:
(Signatures are for the sole purpose of documenting the conference.)

[Kc ,
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GUIDANCE DEPARTMENT
NORTHSIDE INDEPENDENT SCHOOL DISTRICT

SUMMARY OF COUNSELOR OBSERVATION

REFERRAL SKILLS
Counselor Date of Observation
School —— Observation: From to

General Information—(context, participants, objectives, etc.)
Student grade level:
People involved in sessivn:
Topic:

Observed? Indicators/
(Circle) Comments:

1. Plans and Preparation
a. Understands and articulates rea-
son(s) for referral Yes No
b. Is prepared for conference (e.g. has
relevant information, knows stu-
dents’ background, is focused on

the problem/issue) Yes No
¢. Prepares appropriate documenta-

tion, forms, records, etc. Yes No
d. Has knowledge of community r~-

sources and referral sources Yes No
€. Dermonstrates knowledge of school

district policy Yes No
f. Has established that referral is an

appropriate intervention Yes No
Comments:

II. Referral Conference
a. Uses effective intake procedures to
properly discern problenvissue Yes No

b. Defines problem clearly Yes No
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c. Expresses rationale for referral
clearly

d. Outlines action steps for referral
process
e. Listens effectively _
f. Provides minimum of three referral
options to client (if referral is non-
district, program/specialists) Yes No ___ 7
g. Helps individuals referred to have
realistic expectations of services
available from referral so Yes No .

h. Helps individuals referred fo urder-
stand their responsibilities and to

make plans for action Yes No
i. States own follow-up/coordination

plans Yes No
j. Summarizes conference results Yes No
Comments:

1. PersonallProfessional
a. Promotes confidentiality Yes No

b. Is genuine as opposed to “‘phony’’ Yes No
¢. Recognizes feelings and thoughts of

client(s) Yes No —_—
d. Promotes a spirit of cooperation

and problem-solving Yes No
e. Establishes professional credibility Yes No
f. Assicts individual(s) referred to feel

comjfortable about referral Yes No

SUMMARY COMMEF TS AND RECOMMENDATIONS:

OBSERVER: COUNSELOR:
(Signatures are for the sole purpose of documenting the conference.)

E FEEDBACK CONFERENCEDATE: ______ TIME:
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Accommodation ~ampetencics, 79-80

Acoountability movement, 22, 23, 25, 105.
See also Student cutcomes

Adaptive and adjustive behavior, 77, 78-79

Administrators. See Principals; School
system administrators

Advisors. See Individual Advisory System

Airlie House Conference, May 1986, 24

Allen, Richard, 12

American College Testing Program, 26

American Counci! on Education, 9

American Institutes for Rescarch (AIR), 24,
20, 44

American School Counselor Association
(ASCA), 28, 94, 103

Assessment of current program. See
Evaluation of current program

Association for Counselor Education and
Supervision (ACES), 13, 54

Atttude surveys, 270

Basic Stiates and Occupational Preparation
domain, 60
Boston Schoo! Commuttee, 4-5
Boston Vocation Bureau, 4
Brainstorming sesstons, 154157, 325-332
Brewes, John, 7
Brief Famuly Interventions in the School
Setting, 195
Building administrators  See Pnincipals.
School system administrators
Building-le.., program
action pian, 213-216
community needs assessment. 170-172
current status assessment, 163-166
description of, 172-174
facilitation of change, 209-218
imnlementatton plan, 213
improvement, 160-174
master plan for change, 213
studznt needs assessment, 166-170
yearly calendar, 216-218
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Califomia Mode! for Career Development,
24, 26
California Personnel] and Guidance
Association, 22
Califomnia State Department of Education
career development mode], 24, 26
cvaluation model, 22
model gvidance program standards, 29-30
prozram quality review steps, 45-46
Career vonter technicians, sole definition,
129
Career Development: Fuidance and
Education, 26
Career education programs, 130
Career Passport, 280
Carezr Planning Support System, 27, 44
Case-study techniques, 270
Center far Vocational and Technical
Education, Columbus, Ohio, 23
Changing Student Atntudes and Behavior
Through Group Counseling, 195
Choosing A Vocation, 4
Civic Service House, Boston, Mass., 3-4
Clark. EL., 9
Clerical staff job descriptions, 187-194
Clinical-services model, 8-11, 13, 21, 22
College Entrance Examination Board, 29
Colleges and universities, collaborative
relationsups, 231
Commission on Guidance in Amencan
Cchools, 19
Commussion on Precolicge Guidance and
Counsehng, 29, 39, 74
Comraission on the Reorganization of
Secondary Education, 7
Committee on the E'ementary School
Counselor, 20
Committee on Vocational Direction, Boston
School Commuttee, §
Community involvement, 52, 130, 201
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Community needs assessment, 173172
Community priorities, 208
Community referral sources, 195
Community voluzteers
human resources assessment, 94
job descriptions, 191
responsive activities, 87
role definition, 129
Competencies. See School counselors,
competency ensurance; Student
competencies
Comprehensive Career Guidance System
(CCGS), 24
Comprehensive guidance center, 200
Comprehensive guidance program
assumptions, 72-73, 75, 124
basic structure selsction, 67-89, 123-125
competencies and domains selection, 62-
61,175
components. 46—47. 68, 114-~115. 130-
13t. 193195
concept, 30-3t
curnculum development. 74-81
definition, 68-65, 124
descniption, 142-146
design, 121-146
evaluation, 263-295
histoncal development. 20-31
imperatives, 89
inplementation, 185-226
program components, 68, 73-89, 143,
301-305
program improvement planning, 157-172
program structure selection. 67-73
rationale, 69-72, 124
sequencing competencies. 75-~81
staff time allocation 96-99, 115, 130-
131
structural components, 68-73, 143
transition to, 39-56, 149-181, 185 -226
Computer analyses of data, 273
Conceptualization level of leaming process,
717-19
Cooperative Rural Career Guidance System.
27, 44
Cost-benefit analysis, 48, 93
Council of Chief of State School Officers.
17
Counseling and Psychotherapy. 13-14
Counseling psychology, 14, 21
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Th. Counselor in a Changing Worid, 19

Counselor Professional Growth Plan, 294

Counselors. See Head counselors; School
counselors

Counselor-student assignment patterns, 96

Counselor-student ratio, 9496

Credit checks, 204—204

Cumulative record system, 8, 9~10

Curriculum. See Guidance curriculur

Curriculum committee, 178-179

Data collection for eveluation, 270 .273
Davis, Jessie B. §
Decision-making process, 14?7
Delivery systems
from a life career development
perspective, 61-62
Richardson and Baron schema, 62
Design phase
questions %o ask, 121-122
seven steps, 122-123
tasks, 43
Developmental Carser Guidance Project,
Detroit, Mich., 21
Developmental guidance, 22-28. See also
Comprehensive guidance program
Development Research Program, Mesa,
Anz. 26
Directional tendencies. 77-78
Director of guidance 3ee Guidance program
leaders (distnct level)
Distnct prionties, 208
Domains
examples of. 63, 67
life career development, 59-60, 63~65
selecting, 62-67, 75

Education as guidance, 7, 11-12, 21
Education delivery systers, 61-62
Elementary guidance programs, 187
history of, 19-20, 27-28
Oklahoma program, 27
Elementary Schoo! Guidance and Counseling
Incentive Act of 1979, 28
Employability development plans (EDPs),
283
Eavironmental onentation, 76
Equipment needs, 201
Evaluation
of current program, 91-117
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data analysis, 273

data collection, 270-273

design of, 268-270

wstraments, 270

minimum acceptable performence level,
269

ongoing process, 263

participant vs. control comparisons, 269

pretest-posttest comparison, 269

of professional personnel, 284-294

of program structure and implementation.

264268

reporting results, 273-275

responsive observations and, 270

staffing for, 271

of student outcomes, 268-271

student participation, 277-284
Evaluation categones

descriptors, 333-347
Evaluation models, 22
Evaluation phase

tasks, 44
Evaluation reports

professional, 275

technical, 274-275

uses of, 275

Federal funds, 191
Federal pnonues, 207
Financial resources
assessment, 99-102
budgets, 191
for professional development, 230
Frochlich, Chfford P, 15

Gelatt, H.B., 196-199
Generalization level of learning process.
79-81
George-Barden Act (1946), 14-16
George Dean Act, 12-13
Georgia State Depantment of Education, 26
Gesell, A., 10
Goals
monitoring progress toward, 2'8-219
for program changes, 154
for program improvement, 209-212
for public rel=iions program, 222-223
Govemment witiatives, 12-13, 14-17, 28
Grand Rards, Mich. approach, 5-6
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Grossmont Union High School District,

Cslif., 26

Group activities, personalized plan

development, 138

Guidance 1984, 29
Guidance curriculum, 124

building-level program description, 172

description of, 74-75, 193

leamning process concepts, 75-81

relation to other subjects, 207-208

scope, prioritics, and sequence, 75-81,
136

Guidance department heads (building level).

See Head counselors

Guidance facilities, 199-201
Guidance program. See Comprehensive

guidance program

Guidance Program Evaluation Self-Study,

264

Guidance Program Improvement Planning

Form, 294

Guidance program: leaders (district level)

budget responsibilities, 191

and building-level improvements. 160-174

conducting meetings, 54-55

evaluation role, 285

momtoring implementation of change, 219

program assessment yole, 92, 103, 119,
112-116

roles and responsibulities, $3-54, 180—
181. 224-226, 258-259

staff development role, 248-249

supervision of counselors, 239, 244

use of resources, 186195

Head <ounselors

building-level planning, 162-163
evaluation role, 292

leadership role, 175-178

position gude, 176-177, 239-244
role cf, 239-244

supervision of counselors, 237-239

High school counselors. See School

counselors

History of guidance programs, 3-31
Homeroom approach, 12
Human resources

assessment, 94-99
for professional development, 229
staffing formulas, 187-191

358 -



O

E

Aruitoxt provided by Eic:

RIC

360

IAS See Individual Advisory System
Implementing Career Development Theory
and Research through the Curriculum,
24
implementing phase tasks. 44
Improving Guidance Programs, 28
Individual Advisory System (IAS)
advisor responsibilities, 82-84
advisor skills. 85-86
benefits of. 86
counselor role 1n, 84-85
structure, 82, 84
Individuahzed Educat:on Plans {'EPs), 204
Individuahzed education programs (IEPs).
283
Individual hfe career plan (ILCP). 283-284
lndividual planning. 81-86. 125§
descniption of, 172, 193195
major activities., 137
Individual planning system committee, 178—
179
Indtvidual wntten rehabilitation plans
(IWRPs). 283
Interprofessional Research Commission on
Pupil Personnel Servic s (IRCOPPS).
17-18
Interviewing process. 233

Jager, Harry. 12. 15, 16

Job descnptions See also Posiuon guides
clencal staff. 187-191
commumty speakers. 191
guidance staff, 191
peer counselors, 191
school counselors, 129, 187-191
volunteers. 191

Keeping the Opuons Open
Recommendauons. 29

Lamprey. Charles M , 9
Leadership See also Guidance program
leaders (distnict level). Head counselors.
Program development leaders
expanding your base, 174181
skiil traiming. 179
Learning process
conceptuahzauon level, 77-79
generalizaaon level, 79-81
perceptualization level, 76-77
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Life Career Development Model
domains and competencies. 63-65
Life career development perspective
defined, 57-59
delivery systems, 61-62
domains of, 59-50, 63-65
program goals, 58-59
Lifs Career Planning domain. 60, 64-65
Life Roles, Settings, and Events domain.
59-60, 63-64

Marshall University project, 28
Master plan for change. 185-186
Master plan for transition. 158-160
Mastery competencies. 79, 80-81
Meetings, 54-55
Mller. Howard. 81
Missoun
defimuon of gmdance. 68-69
domains and competencies. 65
needs assessment surveys, 169
time-task analysis. 104
Missourt Comprehensive Guidance. 29

National Association of Guidance
Supervisors and Counselor Trainers
(NAGCD. 13

National Association of Guidance
Supervisors (NAGS). 13

National Career Development Association.
103

National Center for Research in Vocational
Education. Columbus, Ohio. 27, 44,
248

National Conference of State Supervisors of
Guidance Services and Counselor
Tramers, Washington, D C., 1948 15

National Conference on Vocational
Guidance, Boston, Mass ., 1910, 4

National Defense Education Act of 1958
(NDEA), 16-17

National Education Association (NEA), 7

National Instututes of Mentat Health, 17

National Occupational Conference, 12

National Schoo! Boards Association, 29. 128

National Society for the Promotion of
Industrial Education (NSPIE), 3

Nationa} Study of Guidance, 22

National Vocational Guidance Association.
4,8, 12,24, 103
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Needs assessment questionnaire, 167-170
Newton, Mass., Educational-Vocational
Guidance Department, 6
Northside Independent Schooi District, San
Antonio, Texas
assessment process, 219
brainstonning sessions. 156~157, 325~332
building-level planning, 163
counselor ratios. 187-190
counselor support to other programs, 140-
141
definitien of guidance, 69
discrepancy analysis. 151, 153
domains and competencies, 65-67
evaluation of school counselors, 284-294
exeraplary activines descniption, 195-196
goal setuing, 210-211
guidelines for praccum students, 231
head counselor position guide. 239
individuai planning system. 137
Kindergarten guidance curriculum. 136
master plan, 158-160
professional growth plans, 239
program assessment reports, 99, 115
program charactenistics, 44~45
program priorities, 115
responsive services, 138-140
staff tume allocation, 99, 114, 13¢ 31,
143~144, 151
standards, 264
*‘strands”, 67
student competency goals. 133
support activities displacement strategy.
204
timetable for improvement process. 50, 51

Observaticn forms. 349-355

Occupational Information and Guidance
Service, 12-13

Occupational Information 1n the Elementary
School, 20

Occupations, 12

Office aides. 129

Offices, 200

Ontario, Canada. Ministry of Education. 29

Outcomes. See Student outcomes

Parenting. The Underdeveloped Skill, 130

Parent needs assessment, 170-172
Parsons, Frank, 4
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Peer counselors, 191
Peer facilitators, 129
Perceptualization level of learning process,
7671
Performance indicators
descriptors, 333-347
student competencies, 279
Performance riting. See Evaluation
Personal counseling, 12
Personnel and Guidance Journal, 20, 26
Physical facilities. See Guidance facilities
lanning, nrogramming. budgeting system
trrgS), 25
Planning models, 28, 44-47
Planning phase. See also Evaluation of
current program; Transition process
challenges, 47-48
perspective for, 57-62
selecting competencies and domains, 62-
67 :
selecting program content, 73-89
seiecting program structure, 6773
tasks, 43
PLAN System of Individualized Education,
24
Policies and procedures handbooks, 201-202
Policy sta' *ment
adoption by board of education, 127-128
program assessment and, 102103
Policy support, 127-128
Political resources, 201-206
assessment, 102-103
for professional development, 230
Position guides
definition, 129
head counselor, 176177
high school counselor, 321-324
in program description, 143
sample, 321-324
school counselors, 22%
Principals
brainstorming sessions, 155
evaluation role, 285
guidance program support, 205
and heas ~junselors. 175, 178
and high school counselors, 153
as IAS advisors, 85
professional development role, 229
supervision of counselors, 237-239
supervision of head counselors, 244
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Pninciples of Vocational Guidance, 8
Pninciples Underlying the Organization and
Adnunistration of the Occupational
Information cad Guidance Service,

12-13
A Process Guide for the Development of
Objectives, 22
Program. See Comprehensive guidance
program
Program development leaders
rewards, 179-180
roles ard responsibilities, 178
selection, 175
Programmatc Approach to Guidance
Excellence: PAGE 2, 27
Program Quality Reviews for Guidance and
Counseling, 45
Progressive Movement, 3
Psychotherapy, 13-14
Public relations activities
planming and implementation, 222-224
Public relations efforts. 109. 152
Pupil personnel services movement, 16, 1”
19
Pupil Personnel Services Section, 15-16

Rationale for program, 69-72. 124
Recordkeeping, 8, 9-10
Registrars, 129
Resistance to change. 47. 49
Resource allocation. 122
parameters for, 128-133
wnitien descnp.aon, 143
Responsive senvices. 36-87, .25
building-level program descnption, 172~
173
descnption of, 195
topics and pniontes, 138-139
Responsive services commuttee. 178-179
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Rogers. Carl, 13-14
Rural Amencan Senes, 52

Sausfaction competencies. 79, 80
Scheduling students, 204
School-community advisory commuttee
trainstormung sessions, 156
building-level planming, 163
design phase use, 121, 123
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program descnption review, 144
responsibilities, 50-52
staff time allocation direction, 130

School Counseling Programs: A Resource
and Planning Guide, 29, 44

The School Counselor and Developmental
Guidance, 28

The School Counselor and the Guidanc: and
Counseling Program, 28
School counselor model, 19
School counselors. See also Head counselors
accountability, 22, 25
activities, 205
administrative duties, 9-10, 21, 39-40,
107
brainstortaing sessions, 155
building-level planning, 162-163
challenges to, 47-48
competency development needs
assessment, 248249
competency ensurance. 227-259
educa’ion and traiming, 14-17, 229, 231
encouragement and reinforcement, 219-
221
evaluation of, 244--245, 284-294
functions, 9-11, 17, 19, 39-40, 84
goal seting, 210-211
job descnpuions, 129, 187-191
onentation, 235
placement, 234
position guides, 228, 321-324
professional growth, 245-258
program descript:on review, 41, 42-44
program design involvement, 142
public perception of, 223-224
recruitment of, 231-233
resistance to change, 47, 49, 205-203
role defimtion, 129
selection of, 233-234
special talents, 209
staffing formulas (ratios), 187-191
student advocate role, 8t
student outcomes list development, 135-
136
supervision of, 235-244
system support tusks, 153
teachers as, 11-12, 16
terminations, 257-258
time allocation, 129, 135, 202-205
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time and usk analysis log, 298-299
time usage study, 96-99
School district board of education, 144
School system administrators. See also
Principals
needs assessment, 170-172
program assessment role, 92
program description review, 144
program design involvement, 41, 42
support of guidance program, 127
Secretaries, 129
Self-Knowledge and Interpersonal Skills
Domain, 59, 63
Self-orientation, 76-77
Services model of guidance. See Clinical-
services model
Settlement house movement, 3
Seven Cardinal Principles, 7
Sievers, Frank L., 16
Special projects, 206-209
St. Joseph, Mo., School District
staff time allocation, 131
Staff development
district master plan, 253-257
encouragement and reinforcement. 219-
221
evaluation of activities, 257
evaluation reports and, 276
and program improvement process. 249—
253
resources available, 254256
strategies for, 254
systematic approach, 230-235
tmeframe for, 256-257
Staff development modules (AIR), 26
Staffing for evaluation, 271
Staff morale, .53
Standards for program components, 264
State department of education, 192
State priorities, 207
Steening committee
brainstorming sessions, 155
design phase use, 121, 123
program description review, 144
responsivilities, 49-50
staff time allocatton direction, 130
Student Aid Committee of the High School
Teachers Association, New York City,
5
Student Competen<ies
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activities related to, 196~199
categories of, 46
at the conceptualization level, 77-79
delivery systems and, 61-62
by domains and goals, 307-319
examples, 64-67
at the generalization level, 79-81
goal priorities, 133
guidance program responsibility, 125
leaming process concepts, 75-%1
as needs assessment items, 166-167
at the perceptualization level, 76-77
reporting system, 277-284
selecting, 62-67
sequencing, 75-81
Student outcomes
assessment, 105-107
California program standards, 29--30
categories of, 46
evaluation of, 268-271
groupings for instructional units, 136
specification by age or grade level, 133~
136
Subjective data, 152
Systems approa~h, 23-24, 25, 26-27
System support, 125
activities, 88-89
importance of, 87-88
to other programs, 140, 153, 173, 202-
205
from the school system, 140, 171, 173

Teachers
as counselors, 11-12, 16
guidance role definition, 129
needs assessment, 170172
The Teacher's Role in Career Development,
24
Test admunistration, 205
Testing, 8
Test-taking skiils, 208
Time and task analysis log, 298-299
Time usage study, 965~
Transition process. See also Planning phase
brainstorming sessions, 154-157
challenges, 47-49
conditions for, 41-42
consensus for, 41
considerations, 42
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discrepancy analysis, 150-154

establishing goals, 154

forming committees and work groups, 49—
53

four steps, 149-150

guidance program leader's role, 53-55

implementation, 185-226

meelings, 54-55

models, 44-46

phases of, 43-44

program improvements, 157-172

resistance to change, 47, 49

University of Missouri-Columbia project,
24-25

University of Missouri project, 28

U.S. Office of Education, 12-13, 15-16,
25,26
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Vocational Education Act of 1963, 20
Vocational Education Data System (VEDS)
report, 204
Vocational 4 lidance
clinical services model of, 8-11
historical development, 4-11, 20-21
incorporated into comprehensive program
concept, 30
Volunteers. See Community volunteers

Weaver, EW., §
Wisconsin program planning guide, 24, 44
Wood, Ben D., 9
Work groups
for program assessment, 92-93, 104, 106,
110
suggestions for, 52-53

Youth Guidance Systems, 24







