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PREFACE

A publication is truly exceptional if it both presents innovative concepts
and guides practical application of those concepts—Comprehensive
Guidance Programs That Work-II is just such a publication. Many books
brimming v ith excellent concepts become irrelevant because their applic-
ability to current practices is unclear; some books, though the concepts
may be easily adopted, are not compelling enough to warrant undertak-
ing significant change.

This book is indeed exceptional—it offers both the innovative concept
(comprehensive school guidance program model) and the practical appli-
cation of the concept (description of the program functioning in 14 dif-
ferent school and state settings). Counselors who have successfully
implemented and managed a comprehensive school guidance program
provide specific information about what worked for a particular school
setting (and what didn’t work), how to make use of technology, how to
respond to multicultural issues, and how to overcome pitfalls when
implementing a new program. Reading this book is like having a group
of highly successful coaches on hand, with each coach’s personal experi-
ence and encouragement available to assist in the development of an
cffective program.

Although the chapters are specific to the school or district or state plan of
each author, underlying all of the program accounts the book is based on
solid concepts refined by Norm Gysbers and Pat Henderson through
years of experience. In response to suggestions made by those who used
the first edition (it was so well received that it went through multiple
printings), the comprehensive guidance medel has been updated and
expanded. This edition includes a new chapter, “Leadership and
Supervision of School Counselors in Comprehensive Guidance
Programs” which focuses on the critical factors of managing a program;
it also includes the new chapler, “Evaluating Comprehensive
School/Guidance Programs,” which focuses on evaluation as used to
determine whether, and to what extent, a program is achieving desired
student outcomes.

What was an extremely useful book for many persons (and still is in wide
use!) has been updated and augmented to provide an even more perti-
nent publication. In particular, it is an excellent complement and supple-
ment to the definitive publication Developing and Managing Your School

Guidance Program, written by Drs, Gysbers and Henderson (published by
ACA).




In short, Comprehensive Guidance Programs That Work - Il is a practical
resource for those who are knowledgeable about the model, as well as
those just beginning to consider a transition to a Comprehensive
Guidance and Counseling Program. This book offers a truly rewarding
reading and learning experience!

Garry R. Walz
Director, ERIC/CASS
Professor Emeritus, University of Michigan




A Model Compréliensive
Guidance Program

okt . vsaens

The Comprehensive Guidance Program Model described in this chapter
had its genesis in the early 1970s. In 1972 the staff of a federally funded pro-
ject at the University of Missouri-Columbia conducted a national conference on
guidance and developed a manual to be used by state guidance leaders as a
guide to developing their own manuals for state and local schoo! district use.
The manual was published in early 1974 and provided the original description
of the Comprehensive Guidance Program Model.

“rom the 1940s to the 1970s, the position orientation to guidance
dominated professional training and practice in our schools. The focus
was on a position (counselor) and a process (counseling), not on a pro-
gram (guidance). Administratively, guidance, with its position orienta-
tion, was included in pupil personnel services along with such other ser-
vices as attendance, social work, psychological, psychiatric, speech and
hearing, nursing, and medical (Eckerson & Smith, 1966).

The position orientation had its beginnings when guidance was
first introduced in the schools as vocational guidance. As early as 1910,
vocational counselors had been appointed in the elementary and sec-
ondary schools of Bosion, and by 1915 a central office Department of
Vocational Guidance had been established with a director, Susan J. Ginn.
The vocational counselors in Boston were teachers who took on the work
with no financial return and often no relief from other duties (Ginn, 1924).
What were the duties of vocational counselors?

The Duties of a Vocational Counselor:
1. To be the representative of the Department of
Vocational Guidance in the district;
2. To attend all meetings of counselors called by the
director of Vocational Guidance;
3. To be responsible for all material sent out to the school
by the Vocational Guidance Department;
4. To gather and keep on file occupational information;
To arrange with the local branch librarians about
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shelves of books bearing upon educational and voca-
tional guidance;

6. Toarrange for some lessons in occupations in connection
with classes in Oral English and Vocational Civics, or
wherever principal and counselor deem it wise;

7. To recommend that teachers show the relationship of
their work to occupational problems;

8. To interview pupils in grades 6 and above who are fail-
ing, attempt to find the reason, and suggest remedy.

9. To make use of the cumulative record card when
advising children;

10. To consult records of intelligence tests when advising
children;

11.  To make a careful study with grade 7 and grade 8 of
the bulletin “A Guide to the Choice of Secondary
School”;

12, To urge children to remain in school;

13.  To recommend conferences with parents of children
who are failing or leaving school;

14.  To interview and check cards of all children leaving
school, making clear to them the requirements for
obtaining working certificates;

15.  To be responsible for the filling in of Blank 249 and
communicate with recommendations to the Depart-
ment of Vocational Guidance when children are in
need of employment. (Ginn, 1924, pp. 5-7)

As more and more positions titled vocational counselor were filled
in schools across the country, concern was expressed about the lack of
centralization, tne lack of a unified program. In a review of the Boston
system, Brewer (1922) stated that the work was “commendable and
promising” (p. 36). At the same time, however, he expressed concern
about the lack of effective centralization:

In most schools two or more teachers are allowed part-time
for counseling individuals, but there seems to be no com-
mittee of cooperation between the several schools, and no
attempt to supervise the work. It is well done or indifferent-
ly done, apparently according to the interest and enthusiasm
of the individual principal or counselor. (p. 35)

Myers (1923) made the same point when he stated that “a central-
ized, unified program of vocational guidance for the entire school of a
city is essential to the most effective work” (p. 139).

0



The lack of a centralized and unified program of guidance in the
schools to define and focus the work of vocational counselors presented
a serious problem. If there was no agreed-upon, centralized structure to
) organize and direct the work of building-level vocational counselors,
then “other duties as assigned” could become a problem. As early as 1923
L this problem was recognized by Myers (1923).

Another tendency dangerous to the cause of vocational
i guidance is the tendency to load the vocational counselor
_ + ith so many duties foreign to the office that little real coun-
seling can be done. The principal, and often the counselor
I himself, has a very indefinite idea of the proper duties of this

new office. The counselor’s time is more free from definite
assignments with groups or classes of pupils than is that of
the ordinary teacher. If well chosen he has administrative
ability. It is perfectly natural, therefore, for the principal to
assign one administrative duty after another to the counselor
until he becomes practically assistant principal, with little
time for the real work of a counselor. (p. 141)

During the 1920s and 1930s, as formal education was being shaped
= and reshaped as to its role in society, a broader mission for education
: emerged. Added to the educational mission was a vocational mission, as
well as a personal-social and mental health mission. How did education
respond to *hese additional tasks and challenges? One response was to
S add pupil personnel work to the education system. What was pupil per-
sonnel work? According to Myers (1935), “pupil personnel work is a sort
of handmaiden of organized education. It is concerned primarily with
bringing the pupils of the comumunity into the educational environment
¥ of the schools in such condition and under such circumstances as will
: enable them to obtain the maximum of the desired development”
(p. 804).

In his article, Myers (1935) contrasted pupil personnel work and
personnel work in industry. He then listed eight activitics he would
include in pupil personnel work and the personnel who would be
involved, including attendance officers, visiting teachers, school nurses,
school physicians, as well as vocational counselors. In his discussion of
all the activities involved in pupil personnel work and the personnel
involved, he stated that “Probably no activity in the entire list suffers so
much from lack of a coordinated program as does guidance, and espe-
cially the counseling part of it” (p. 807).

_ In the late 1920s, in response to the lack of an organized approach
- to guidance, the services model of guidance was initiated to guide the
' work of individuals designated as counselors Various scervices were




identified as necessary to provide to students, including the individual
inventory service, information service, counseling service, placement ser-
vice, and follow-up service (Smith, 1951). By this time too, the tradition-
al way of describing guidance as having three asp cts—vocational, edu-
cational, and personal-social—was v ell established. Vocational guidance,
instead of being guidance, had become only one part of guidance. By the
1940s and 1950s, guidance was firmly established as a part of pupil per-
sonnel services with its emphasis on the position of counselor.

Beginning in the 1960s, but particularly in the 1970s, the concept of
guidance for development emerged. During this period, the call came to
re-orient guidance from what had become an ancillary set of services
delivered by a person in a position (the counselor) to a comprehensive,
developmental program. The call for reorientation came from diverse
sources, including a renewed interest in vocational-career guidance (and
its theoretical base, career development), a renewed interest in develop-
mental guidance, concern about the efficacy of the prevailing approach to
guidance in the school, and concern about accountability and evaluation.

The work of putting comprehensive guidance programs into place
in the schools continued in the 1980s. Increasingly, sophisticated models
began to be translated into practical, workable programs to be imple-
mented in the schools. As we near the close of the 1990s, comprehensive
guidance programs are rapidly encompassing the position orientation to
guidance. Comprehensive guidance programs are becoming the major
way of organizing and managing guidance in the schools across the
country.

This chapter begins with a brief review of traditional organization-
<! patterns for gu' ‘ance. Next, the development of a Comprehensive
Guidance Program Model that had its genesis in the early 1970s is pre-
sented. The content of the model is described, followed by a presentation
of the structure of the program, the processes used in the program, and
the time allocations of staff required to carry out the program. Finally,
there is discussion of the program resources required for the model if it is
to function effectively.

TRADITIONAL ORGANIZATIONAL PATTERNS

By the 1960s, the evolution of guidance in the schools had reached
a peak. The guidance provisions of the National Defense Education Act
of 1958 (Public Law 85-864) caused the number of secondary counselors
in schools to increase substantially. Later, due to an expansion of 1
guidance provisions of the act, elementary guidance was supported and
as a result, the number of elementary counselors in schools increased
rapidly.

Counselors put their expertise to work in schools where three tra-

L)
N )




ditional organizational patterns for guidance were prevalent, often under
the administrative structure called pupil personnel services or student
services: the services model, the process model, or the duties model. In
many schools, combinations of these three approaches were used.

Services

The services model had its origins in the 1920s and consists of orga-
nizing the activitier of counselors around major services including assess-
ment, information, counseling, placement and follow-up. Although ther
activities that are usually listed under each oi these services are important:
and useful, it is a limited model for three reasons. First, it is primarily ori-
ented to secondary schools. Second, it does not lend itself easily to the:
identification of student outcomes. And third, it does not specify how the
time of counselors should be allocated.

Processes

The process mo:lel had its origins in the 1940s. It emphasizes the
clinical and therapeutic aspects of counseling, particularly the processes
of counseling, consuiting, and coordinating. This model is appealing
because it is equally applicable to elementary and secondary counselors.
However, the process inodel has some of the same lirnitations as the ser-
vices modeil: It does not lend itself easily to the identification of student
outcomes and it does not specify allocations of counselor time.

Duties

Often, instead of describing some organizational pattern such as
the services model or the process mode), counselor duties are simply list-
ed (duties model). Sometimes these lists contain as many as 20-30 duties
and the last duty is often “and perform other duties as assigned from
time to {ime.” Although equally applicable to elementary school and sec-
ondary school counselors, student outcomes are difficult t identify and
counselor time is almost impossible to allocate effectively.

POSITION ORIENTED RATHER THAN PROGRAM FOCYSED

One result of these traditional organizational patterns has been to
emphasize the position of the counselor, not the program of guidance.
Over the years, as guidance evolved in the schools, it became position ori-
ented rather than program focused. As a result. guidance was an ancillary
support service in the eyes of many people. This pattern placed coun-
selors niainly in a remedial-reactive role—a role that is not seen as main-
stream in education, What was worse, this pattern reinforced the practice
of counselors performing many administrative-clerical duties because
these duties could be defended as being ”of service to somebocdly.” o

Because of the lack of an adequate organizational framework,
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guidance had become an undefined program. Guidance had become the
add-on profession, while counselors were scen as the “you-might-as-
well” group (“While you are doing this task, you might as well do this
one too”). Because of the absence of a clear organizational framework for
guidance, it was easy to assign counselors new duties. Counselors had
fiexible schedules. And, since time was not a consideration, why worry
about removing current duties when new ones were added?

ORIGIN OF THE
COMPREHENSIVE GUIDANCE PROGRAM MODEL

In October of 1969, the University of Missouri-Columbia conduct-
ed a national conference on career guidance, counseling and placement
that led to regional conferences held across the country during the spring
of 1970. Then in 1971, the University of Missouri-Columbia was awarded
a U.S. Office of Education grant under the direction of Norman C.
Gysbers to assist cach state, the District of Columbia, and Puerto Rico in
developing models or guides for implementing career guidance, coun-
seling and placement programs in their local schools. Project staff in
Missouri coiducted a national conference in 5t. Louis in January of 1972
and developed a manual (Gysbers & *Moore, 1974) to be used by the states
as they developed their own guides.

The manual that was published in February of 1974 provided the
first description of an organizetional framework for the Comprehensive
Guidance Program Model that was to be efined in later work (Gysbers,
1979; Gysbers & Henderso.:, 1994; Gysbers & Moore, 1981; Hargens &
Gysbers, 1984). The original organizational framework for the
Comprehensive Guidance Program Model contained three interrelated
cateygories of functions: curriculum-based functions, individual facilita-
tion functions, ard on-call functions. he curriculum-based category
brought together those guidance activitics which took place primarily in
the context of regularly scheduled courses ¢¢ study in an educational set-
ting. These activities were a part of vogular school subjects or were orga-
nized around special topics in the form of units, mini courses, or mod-
ules. They were based on need statements and translated into goals and
objectives and activities necessacy for the development of all students.
Typical topics focused on self-understanding, interpersonal relationships,
decision making, and information about the education, work, and leisure
worlds. School counsclors were involved directly with students through
class instruction, group precesses, or individual discussions. In other
instances, school counselors worked directly and cooperatively with
trachers, providing resources and consultation.

Individual facilitation functions included those systematic activi-
ties of the comprehensive guidance program desigred to assist students
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in monitoring and understanding their development in regard to their
personal, educational, and occupational goals, values, abilities, aptitudes,
and interests. School counselors served in the capacity of “advisers,”
“learner managers,” or “development specialists.” Personalized contact
and involvement were stressed instead of superficial contact with each
student once a year to fill out a schedule. The functions in this category
provided for the accountability needed in an educational setting to
ensure that students’ uniqueness remained intact and that educational
resources were used to facilitate their life career development.

On-call functions focused on direct, immediate responses to stu-
dents’ needs such as information seeking, crisis counseling, and
teacher/parent/specialist consultation. In addition, on-call functions
were supportive of the curriculum-based and individual facilitation func-
tions. Adjunct guidance staff (peers, paraprofessionals, and volun-
teers/support staff) aided school counselors in carrying out on-call func-
tions. Peers were involved in tutorial programs, orientation activities,
ombudsman centers, and (with special training) cross-age counseling and
leadership in informal dialogue centers. Paraprofessionals and volun-
teers provided meaningful services in placement and follow-up activities,
community liaison, career information centers, and club leadership activ-
ities. '

The 1974 version of the model focused on the importance of coun-
selor time usage by featuring “time w.stribution wheels” to show how
counselors’ time could be distributed to carry out a developmental guid-
ance program. A chart was provided to show how counselors’ time could
be distributed across a typical school week using the three categories as
organizers.

REFINEMENTS TO THE
COMPREHENSIVE GUIDANCE PROGRAM MODEL

In 1978, Gysbers described refinements that had been made to the
model since 1974. By 1978, the focus was on a total comprehensive, devel-
opmental guidance program. It included the following elements: defini-
tion, rationale, assumptions, content model, and process model. The con-
tent model described the knowledge and skills that students would
acquire with the help of activities in the guidance program. The process
model grouped the guidance activities and processes used in the pro-
gram into four interrelated categories: curriculum-based processes, indi-
vidual-development processes, on-call responsive processes, and systems
support processes.

It is interesting to note the changes that had been made between
1974 and 1978 in the model. The concepts of definition, rationale, and
assumptions had been added. The model itself was now organized into




two parts. The first part listed the content to be learned by students, while
the second part organized into four categories the guidance activities and
processes needed in a program. The category of individual facilitation
was changed to individual development, the word responsive was added
to on-call, and a new category—systems support—was added. Also in
1978, Gysbers described seven steps required to “remodel a guidance
program while living in it”:

1. Decide you want to change.

2. Form work groups.

3. Assess current programs.

4. Select program model.

5. Compare current program with program model.

6. Establish transition timetable.
7. Evaluate.

Between 1978 and 1981, further refinements were made in the
model. These refinements appeared in Iniproving Guidance Programs by
Gysbers and Moore (1981). By then, the basic structure of the model was
established. The terms “content model” and “process model” had been
dropped. Also, the steps for remodeling a guidance program, first delin-
eated in 1978, formed the basis for the organization of the chapters in
Improving Guidance Programs and were described in detail.

Between 1981 and 1988, the model was being used by state depart-
ments of education and local school districts with increasing frequency.
During these years, two school districts in particu:lar became involved: St.
Toseph School District, St. Joseph, Missouri and Northside Independent
School District, San Antonio, Texas. Hargens and Gysbers (1984}, writing
in The School Counselor, presented a case study of how the model was
implemented in the St. Joseph School District. The work in the Northside
Independent School District became the basis for much of the most recent
description of the model (Gysbers & Henderson, 1994). As the 1980s pro-
gressed, a number of states and a number of additional school districts
across the country began to adapt the model to fit their needs.

In 1988, the first edition of Gysbers and Henderson’s book
Developing and Managing Your School Guidance Program was published by
the American Association for Counseling and Development, AACD (now
the American Counseling Association, ACA). Using the framework of the
model presented in 1981, Gysbers and Henderson expanded and extend-
ed the model substantially. Building upon the experiences of a number of
local school distriets and states and with particular emphasis on the expe-
riences of the Northside Independent School District, the planning,
design, implementation, and evaluation phases of the model were elabo-
rated upon in much more detail. Sample forms, procedures, and meth-
ods, particularly those from Northside, were used extensively to illus-




trate the model and its implementation. The second edition of the book
Developing and Managing Your School Guidance Program by Gysbers and
Henderson was published in 1994.

DESCRIPTION OF THE
COMPREHENSIVE GUIDANCE PROGRAM MODEL

Conceptuai Foundation

The perspective of human deveiopment that serves as the founda-
tion for the model and as a basis for identifying the guidance knowledge,
skills, and attitudes (competencies) that students need to master is called
life career deveiopment. Lite career development is defined as self-develop-
ment over a person'’s life span through the integration of the roles, set-
tings, and events in a person’s life. The word life in the definition indi-
cates that the focus of this conception of human development is on the
total person—the human career. The word career identifies and relates the
many and often varied roles that individuals assume (student, worker,
consumer, citizen, parent); the settings in which individuals find them-
selves (home, school, community); and the events that occur over their
lifetimes (entry job, marriage, divorce, retirement). The word development
is used to indicate that individuals are always in the process of becoming,.
When used in sequence, the words !ife career development bring these sep-
arate meanings together, but at the same time a greater mieaning evolves.
Life career development describes total individuals—unique individuals,
with their own lifestyles (Gysbers & Moore, 1974, 1975, 1981).

The meaning of the word career in the phrase life career develop-
ment differs substantially from the usual definition of the term. Career
focuses on all aspects of life as interrelated parts of the whole person. The
term career, when viewed from this broad perspective, is not a synonym
for occupation. Pecple have careers; the marketplace has occupations.
Unfortunately, too many people use the word career when they should
use the word occupation. All people have careers—their lives are their
careers. Finally, the words life career development do not delineate and
describe only cne part of human growth and development. Although it is
useful to focus at times on different developinental areas {e.g., physical,
ernotional, and intellectual), it is also necessary to integrate these areas.
Life career development is an organizing and integrating concept for
understanding and facilitating hurnan development.

Wolfe and Kolb (1980) summed up the life view of career develop-
ment as follows:

Career development involves one’s whole life, not just occu-
pation. As such, it concerns the whole person, needs and
wants, capacities and potentials, excitements and anxieties,
insights and blind spots, warts and all. More than that, it
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concerns his/her life. The environmental pressures and con-
straints, the bonds that tie him/her to significant others,
responsibilities to children and aging parents, the total structure
of one’s circumstances are also factors that must be understood
and reckoned with, in these terms, career development and
personal development converge. Self and circumstances—
evolving. changing, unfolding in mutual interaction—constitute
the focus and the drama of career development. (pp. 1-2)

COMPREHENSIVE GUIDANCE PRCGRAM MODEL ELEMENTS

The model program (see Figure 1.1} consists of three elements: con-
tent, organizational framework, and resources.

CONTENT
There are many examples today of content (student knowledge
and skills) for guidance. The content is generally organized around areas
or domains such as career, educational, and personal-social. Most often,
the content is stated in a student competency format. For purposes of this
chapter, the three domains of human development that are featured in
the life career development concept are presented here: self-knowledge
and interpersonal skills; life roles, settings and events; and life career
planning (Gysbers & Henderson, 1994; Gysbers & Moore, 1974, 1981).
Student competencies are generated from these domains to provide
example program content for the model.

Self-knowledge and Interpersonal Skills

In the self-knowledge and interpersonal skills domain of life career
development, the focus is on helping students understand themselves
and others. The main concepts of this domain focus on students’ aware-
ness and acceptance of themselves, their awareness and acceptance of
others, and their development of interpersonal skills. Within this domain,
students begin to develop an awareness of their personal characteris-
tics—interests, aspirations, and abilifies. Students learn techniques for
self-appraisal and the analysis of their personal characteristics in terms of
a real-ideal self-continuum. They begin to formulate plans for self-
improvement in such areas as physical and mental health. Individuals
become knowledgeable about the interactive relationship of self and
environment in such a way that they develop personal standards and a
sense of purpose in life. Students learn how to create and maintain rela-
tionships and deveiop skills that allow for beneficial interaction withw
those relationships. They can use self-krnowledge in life career planning,.
They have positive interpersendai relations and are self-directed in that
they accept responsibility tor their own behavior.
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COMPREHENSIVE GUIDANCE PROGRAM ELEMENTS

CONTENT

COMPETENCIES

Student

competencies
grouped by
domains

ORGANIZATI
ACTI

VITi

ONAL FRAMEWORK,

ES, TIME

STRUCTURAL
COMPONENTS

*Definition
*Assumptions
*Rationale

!

PROGRAM COM P_Q.N_Efﬂ\s

*Guidance Curriculum
Structured groups
Classroom presentations

sindividual Planning
Advisement
Assessment
Placement & follow-up

*Responsive Services
Individual counseling
Small group counseling
Consultation
Referrel

*System Support
Management activities
Consultation
Community outreach

Public relations j

RESOURCES

RESOURCES

eHuman

sFinancial
*Political

-~

N

tlementary School

Guidance Comiculum 35-45%
tndividual Planning 05-10
Responsive Services 30-40
System Support 10-15
100%

SUGGESTED DISTRIBUTION OF TOTAL COUNSELOR TIME

MiddlesJunan School
25-35%

15-25

30-40

10-15

100%

High School
15-25%
25-35
25-35
15-20

100% /

Figare 1.1, The model program consists of three elements: content, orgamzational

framework, and resources.
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Life Roles, Settings, and Events

The emphasis in this domain of life career development is on the
interrelatedness of various life roles (learner, citizen, consumer), settings
(home, school, work, and community), and events (job entry, marriage,
retirement) in which students participate over the life span. Emphasis is
given to the knowledge and understanding of the sociological, psycho-
logical, and economic dimensions and structure of their worids. As stu-
dents explore the different aspects of their roles, they learn how stereo-
types affect their own lives and others’ lives. Th2 implication of futuristic
concerns is examined and related to their current lives. Students learn the
potential impact of change in modern society and the necessity of being
able to project themselves into the future. In this way, they begin to pre-
dict the future, foresee alternatives they may choose, and plan to meet the
requirements of the life career alternatives they may choose. As a result of
learning about the multiple options and dimensions of their worlds, stu-
dents understand the reciprocal influences of life roles, settings, and
events, and they can consider various lifestyle patterns.

Life Career Planning

The life career planning domain w life career development is
designed to help students understand that decision making and planning
are important tasks in everyday life and to recognize the need for life
career planning. Students learn about the many occupations and indus-
tries in the work world and of their groupings according to occupational
requirements and characteristics, as well as learning about their own per-
sonal skills, interests, values, and aspirations. Emphasis is placed on stu-
dents’ learning of various rights and responsibilities associated with their
involvement in a life career.

The central focus of this domain is on the mastery of decision-mak-
ing skills as a part of life career planning. Students develop skills in this
area by learning the elements of the decision-making process. They
develop skills in gathering information from relevant sources, both exter-
nal and internal, and learn to use the collected information in masing
informed and reasoned decisions. A major aspect of this process involves
the appraisal of personal values as they may relate to prospective plans
and decisions. Students engage in planning activities and begin to under-
stand that they can influence their future by applying such skill. They
accept responsibility for making their own choices. for managing their
own resources, and for directing the future course of their own lives.

ORGANIZATIONAL FRAMEWORK

The model program (see Figure 1.1) contains seven components
organized around two major categories: structural components and pro-
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gram components (Gysbers & Henderson, 1994; Gysbers & Moore, 1981).

The three structural components describe the student focus of the
program and how the program connects to other educational programs
(definition), offer reasons why the program is important and needed
(rational), and provide the premises upon which the program rests
(assumptions). The four program components delineate the major activi-
ties and the roles and responsibilities of personnel involved in carrying
out the guidance program. These four program components are as fol-
lows: guidance curriculum, individual planning, responsive services, and
system support.

Structural Components

Definition

The program definition includes the mission statement of the guid-
ance program and its centrality within the school district’s total educa-
tional program. It delineates the competencies that individuals will pos-
sess as a result of their involvement in the program, summarizes the com-
ponents, and identifies the program'’s clientele.

Rational
The rationale discusses the importance of guidance as an equal
partner in the educational system and provides reasons why students

need to acquire the competencies that will accrue as a result of their
involvement in a comprehensive guidance program. Included are con-
clusions drawn from student and community needs assessments and
statements of the goals of the local school district.

Assumplions

Assumptions are the principles that shape and guide the program.
They include statements regarding the contributions that school coun-
selors and guidance programs make to students’ development, the
premises that undergird the comprehensiveness and the balanced nature
of the program, and the relationships between the guidance program and
the other educational programs.

Program Components

An examination of the needs of students, the variety of guidance
methods, techniques, and resources available, and the increased expecta-
tions of policy-makers and consumers indicates that a new structure for
guidance programs in the schools is needed. The position orientation
organized around the traditional services (information, assessment,
counseling, placement, and follow-up) and three aspects (educational,
personal-social, and vocational) of guidance is no longer adequate to
carry the needed guidance activities in today’s schools.

When cast as a position and organized around services, guidance




is often seen as ancillary and only supportive to instruction, rather than
equal and complementary. The “three aspects” view of guidance fre-
quently has resulted in fragmented and event-oriented activities and, in
some instances, the creation of separate kinds of counselors. For example,
educational guidance is stressed by academic-college counselors, person-
al-social guidance becomes the territory of mental health counselors, and
vocational guidance is the focus of vocational counselors.

If the traditional structures for guidance in the schools are no
longer adequate, what structure is needed? One way to answer this ques-
tion is to ask and answer the following questions: Are all students in need
of specific knowledge, skills, and attitudes that are the instructional
province of guidance programs? Do all students need assistance with
their personal, educational, and occupational plans? Do some students
require special assistance in dealing with developmental problems and
immediate crises? Do educational programs in the school and the staff
involved require support that can best be supplied by school counselors?

An affirmative answer to these four questions implies a structure
that is different from the traditional position model. A review of the vari-
ety of guidance methods, techniques, and resources available today and
an understanding of the expectations of national and state policy-makers
and consumers of guidance also suggests the need for a different model.
The structure suggested by an affirmative answer to the four questions
and by a review of the literature is a program model of guidance tech-
niques, methods, and resources organized around four interactive pro-
gram components: guidance curriculum, individual planning, responsive
services, and system suppert (Gysbers & Henderson, 1994; Gysbers &
Moore, 1981).

The curriculum component was chosen because a curriculum pro-
vides a vehicle to impart guidance content to all students in a systematic
way. Individual planning was included as a part of the model because of
the increasing need for all students to systematically plan, monitor, and
manage their development and to consider and take action on their next
steps personally, educationally, and occupationally. The responsive ser-
vices component was included because of the need to respond to the
direct, immediate concerns of students, whether these concerns involve
crisis counseling, referral, or consultation with parents, teachers, or other
specialists. Finally, the system support component was included because,
if the other guidance processes are to be effective, o variety of support
activities such as staff development, research, and curriculum development
are required. Also, system support encompasses the need for the guidance
program to provide appropriate support to other programs in a school
including assuming “fair share” responsibilities in operating the school.

These components, then, serve as organizers for the many guid-
ance methods, techniques, and resources required in a comprehensive
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guidance program. In addition, they also serve as a check on the com-
prehensiveness of the program. A program is not comprehensive unless
counselors are providing activities to students, parents, and staff in all
four program components.

Guidance Curriculum

This mode] of guidance is based on the assumption that guidance
programs include content that all students should learn in a systematic,
sequential way. In order for this to happen, counselors must be involved
in teaching, team teaching, or serving as a resource to those who teach a
guidance curriculum. This is not a new idea, the notion of a guidance cur-
riculum has deep, historical roots. What is new, however, is the array of
guidance and courseling techniques, methods, and resources currently
available that work best as a part of a curriculum. Also new is the concept
that a comprehensive guidance program has an organized and sequential
curriculum. The guidance curriculum typically consists of student com-
petencies (organized by domains) and structured activities presented sys-
tematically through such strategies as the following:

¢ Classroom Activities

Counselors teach, team teach, or support the teaching of guidance
curriculum learning activities or units in classrooms. Teachers also may
teach such units. The guidance curriculum is not limited to being a part
of only one or two subjects but should be included in as many subjects as
possible throughout the total scheol curriculum. These activities may be
conducted in the classroom, guidance center, or other school facilities.

® Group Activities

Counselors organize and conduct large-group sessions such as
career days and educationai/college/vocational days. Other members of
the guidance team, including teachers and adrainistrators, may be
involved in organizing and conducting such sessions.

Although counselors’ responsibilities include organizing and
implementing the guidance . urriculum, the cooperation and support of
the entire faculty are necessary for its successful implementation.

Individual Planning

Concern for individual student develspment in a complex society
has been a cornerstone of the guidance movemeni since the days of Frank
Parsons. In recent years, the concern for individual student development
has intensified as society has become more complex. This concern is man-
ifested in many ways but perhaps is expressed most succinetly mn a fre-
quently stated guidance goal: “Helping ull students become the persons
they are capable of becoming.”




To accomplish the purposes of this component of the model, activ-
ities and procedures are provided to assist students in understanding and
to periodically monitor their development. Students come to terms with
their goals, values, abilities, aptitudes, and interests (competencies) so
they can continue to progress educationally and occupationally.
Counselors become “person-development-and-placement specialists.”
Individual planning consists of activities that help students to plan, mon-
itor, and manage their own learning and their personal and career devel-
opment. The focus is on assisting students, in close collaboration with
parents, to develop, analyze, and evaluate their educational, occupation-
al, and personal goals and plans. Individual planning is implemented
through such strategies as the following:

* Individual Appraisal

Counselors assist students to assess and interpret their abilities,
interests, skills, and achievement. The use of test u~: ormation and other
data about students is an important part of helping t:1em develop imme-
diate and long-range goals and plans.

* Individual Advisement

Counselors assist students to use self-appraisal information along
with personal-social, educational, career, and labor market information to
help them plan and realize their personal, educational, and occupational
goals.

® Placement

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

Responsive Services

Problems relating to academic learning, personal identity issues,
and drugs, as well as peer and family relationships are increasingly a part
of the educational scene. Crisis counseling, diagnostic and remediation
activities, and consultation and referral must continue to be includzd as
an ongoing part of a comprehensive guidance program. In addition, a
continuing need exists for the guidance program to respond to the imme-
diate information-seeking need. of students, parents, and teachers. The
responsive services component organizes guidance techniques and meth-
ods to respond to these concerns and needs as they occur; it is supportive
of the guidance curriculum and individual planning components as well.
Responsive services consist of activities to meet the immediate needs and
concerns of students, teachers, and parents, whether these needs or con-
cerns require counseling, consultation, referral, or information. Although
counselors have special training and possess skills to respond to imme-
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diate needs and concerns, the cooperation and support of the entire fac-
ulty are necessary for this component’s successful implementation.
Responsive services are implemented through such strategies as the fol-
lowing:

* Consultation

Counselors consult with parents, teachers, administrators, other
educators, and community agencies regarding strategies to help students
b deal with and resolve personal, educational, and career concerns.

* Personal Counseling

Counseling is provided on a small-group and individual basis for
students who have problems or difficulties dealing with relationships,
personal concerns, or normal developmental tasks. The focus is on assist-
ing students to identify problems and causes, alternatives, possible con-
sequences, and to take action whei appropriate.

® Crisis Counseling

Counseling and support are provided to students or their families
facing emergency situations. Such counseling is normally short term and
temporary in nature. When necessary, appropriate referral sources are
used.

* Referral

Counselors use other professional resources of the school and com-
munity to refer students when appropriate. These referral sources may
include mental health agencies, employment and training programs,
vocational rehabilitation, juvenile services, social services, special school
programs (special or compensatory education).

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. All students may not need such
assistance, but it is available in a comprehensive program.
| Adjunct guidance staff—peers, paraprofessionals, volunteers—can

aid counselors in carrying out their responsive activities. Peers can be
involved in tutorial programs, orientation activities, ombudsman func-
tions and, with special training, cross-age counseling and leadership in
informal dialog. Paraprofessionals and volunteers can pravide assistance

M in such areas as placement, follow-up, and community-schoot-home liai-
| son activities.

System Support

o The administration and management of a comprehensive guidance
R program require an ongoing support system, That is why system support
is a major program component. Unfortunately, it is often overlooked or
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only minimally appreciated. And yet, the system-support component is
as important as the other three components. Without continuing support,
the other three components of the guidance program are ineffective. This
component is implemented and carried out through such uctivities as the
following:

® Research and Development

Guidance program evaluation, follow-up studies, and the contin-
ued development and updating of guidance learning activities are some
examples of the research and development work of counselors.

* StafffCommunity Public Relations
The orientation of staff and the community to the comprehensive
guidance program through the use of newsletters, local media, and

school and community presentations are examples of public relations
work.

* Professional Development

Counselors must regularly update their professional knowledge
and skills. This may include participation in school inservice training,
attendance at professional meetings, completion of postgraduate course
work, and contributions to the professional literature.

* Committee/Advisory Boards
Serving on departmental curriculum committees and community
committees or advisory boards are examples of activities in this area.

¢ Community Outreach

Included in this area are activities designed to help counselors
become knowledgeable about community resources, employment oppor-
tunities, and the local labor market. This may involve counselors visiting
local businesses and industries and social services agencies.

*® Program Management and Operations

This area includes the planning and management tasks needed to
support the activities of a comprehensive guidance program.

Also included in the system support component are activities that
support programs other than guidance. These activities may include
counselors being involved in helping interpret student test results to
teachers, parents, and administrators, serving on departmental curricu-
lum committees (helping interpret student-needs data for curriculum
revision), and working with school administrators (helping interpret stu-
denl needs and behaviors). Care must be taken, however, to watch the
time given to these duties because the primary focus for counselors is
their work in the first three components of the comprehensive guidance
program. I is importani to realize that if the guidance program is well
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run, focusing heavily on the first three components, it wilt provide sub-
stantial support for other programs and personnel in the school and ihe
community.

Program Time

Counselors’ professional time is a ¢ritical element in the raodel.
How should professional certified counselors spend their time? How
should this time be spread across the total program?

In this model, the four program components provide the structure
for making judgments about appropriate allocations of counselors’ time.
One criterion to be used in making such judgments is the concept of
program balance. The assumption is that counselor time should be spread
across all program components but particularly the first three. Another
criterion is that different grade levels require different allocations of
counselor time across the program components. For example, at the ele-
mentary level, more counselor time is spent working in the curriculum
with less time spent in individual planning. In the high schcol, these time
allocations are reversed.

How counselors in a school district or school building plan and
allocate their time depends o1t the needs of their students and their com-
munity. Once chosen, time allocations are not fixed forever. The purpese
for making them is to provide direction to the program and to the admin-
istrators and counselors involved.

Since the Comprehensive Guidance Program Model is a “100%
program,” 100% of counselors’ time must be spread across the four pro-
gram components. Time allocations are changed as new needs arise, but
nothing new can be added unless something else is removed. Th-
assumption is that professional counselors spend 100% of tacir time on
task, implementing the guidance program.

What are some suggested percentages? As an example, the state of
Missouri (Starr & Gysbers, 1997) has adopted suggested percentages of
counselor time to be spent on each program component. These suggest-
ed percentages (sce Table 1.1) were recommended by Missouri counselors
and administrators who had participated in the field-testing of the
Missouri adaptation of the Comprehensive Guidance Program Model.

RESOURCES

Human

Human resources for the guidance program include such individuals
as co msclors, teachers, administrators, parents, students, community
members, and business and labor personnel. All have roles to play in the
guidance program. While counselors are the main providers of guidance
and crunseling services and are the coordinators of the program, the
involvement, cooperation, and support of teachers and administrators is
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SUGGESTED TIME ALLOCATION
ES M/H HS
Guidance Curriculum 35-45% 25-35% 15-25%
Individual Planning 05-10 15-25 25-35
Respoensive Services 30-490 30-40 25.35
System Support 10-15 10-15 i5-20
100 100 100

Table 1.1. Suggested time allocation for the comprehensive companents for ele-
mentary school, middle/junior high school, and high school.

necessary for the program to be successful. The involvement, coopera-
tion, and support of parents, community members, and business and
labor personnel also is critical. A School-Community Advisory
Committee is recommended to bring together the talent and energy of
school and community personnel.

The School-Community Advisory Committee acts as a liaison
between the school and community and provides recommendations con-
cerning the needs of students and the community. A primary duty of this
committee is to advise these involved in the guidance program. The com-
mittee is not a policy- or decision-making body; rather, it is a source of
advice, counsel, and support and is a communication link between those
involved in the guidance program and the school and community. The
committee is a permanent part of the guidance program. A community
per n should be the chairperson.

The use and involvement of an advisory committee will vary
according to the program and the community. It is important, however,
that membership be more than in name only. Members will be particu-
larly helpful in developing and implementing the public relations plan
for the community.

Financial

The financial resources of a comprehensive guidance program are
crucial to its success. Examples of financial resources include budget,
materials, equipment, and facilities. The model highlights the need for
these resources through its focus on the physical space and equipment
required to conduct a comprehensive program in a school district. To
make the guidance curriculum, individual planning, responsive services,
and system support components function effectively, adequate guidance
facilities are required.

Traditionally, guidance facilities have consisted of an office or suite
of offices designed primarily to provide one-to-one counseling or consul-
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tation assistance. Such arrangements have frequently included reception
or waiting areas that serve as browsing rooms where students have
access to displays or files of educational and occupational information.
Also, this space has typically been placed in the administrative wing of
the school so that the counseling staff can be near the records and the
administration.

The need for individual offices is obvious because of the continu-
ing need to carry on individual counseling sessions. A need also exists,
however, to open up guidance facilities and make them more accessible
to all students, teachers, parents, and community members. One way to
make guidance facilities more usable and accessible is to reorganize tra-
ditional space into a guidance center.

A guidance center brings together available guidance information
and resources and makes them easily accessible to students. The center is
used for such activities as group sessions, student self-exploration, and
personalized research and planning. At the high school level, stucients
receive assistance in areas such as occupational planning, job entry and
placement, financial-aid information and postsecondary educational
opportunities. At the elementary scheol level, students and their parents
receive information about the schecol, the community, and parenting
skills; they also read books about personal growth and development. An
area for play therapy can be provided in the guidance center.

Although the center is available for use to school staff and comn-
munity members, it is student centered, and many of the center activities
are student planned as well as student directed. At the same tine, the
cente: is a valuable resource fcr teachers in their program planning and
implementation. Employers, too, will find the center vseful when seeking
part-time or full-time workers. Clearly, the impact of the center on school
and community can be substantial.

If community members and parents are involved in the planning
and implementation of the center and its activities, their interest could
provide an impetus for the involvement of other commurity members.
When parents and community members become involved in programs
housed in the center, they experience the guidarice program firsthand.
Through these experiences, new suppart for the program may develop.

The guidance center is furnished as comfortably as possible for all
users. I’rovision is made for group activities, as well as individual activi-
ties. Cocrdinating the operation of the guidance center is the responsibil-
ity of the guidance staff, but all school staff can be involved. It is recom-
mended that at least one paraprofessional be a part of the staff to ensure
that clerical tasks are carried out in a consistent and ongoing manner.

Political
Education is not merely influenced by politics; it is politics. The




mobilization of political resources is key to a successful guidance pro-
gram. Full endorsement of the guidance program by the Board of
Education as a “program of studies of the district” is one example of
mobilizing political resources. Another example is a clear and concise
school district policy statement that highlights the integral and central
nature of the school district’s comprehensive guidance program to other
programs in the school district.

PUTTING IT ALL TOGETHER

What does the Comprehensive Guidance Program Model look like
when all of the model’s elements are brought together? Figurel.l pre-
sents the model on one page so that the three program elements can be
seen in relationship to each other.

Notice that the three program elements (program content, program
structure, processes, and time, and program resources) represent the
“means” of the program. Without these means in place, it is impossible to
achieve the full results of the program and to fully evaluate the impact of
the program on the students, the school, and the community.

SOME FINAL THOUGHTS

The Comprehensive Guidance Program Model, by definition, leads
to guidance activities and structured group experiences for all students.
It de-emphasizes administrative and clerical tasks, one-to-one counseling
only, and limited accountability. It is proactive rather than reactive.
Counselors are busy and unavailable for unrelated administrative and
clerical duties because they have a guidance program to implement.
Counselors are expected to do personal and crisis counseling as well as
provide structured activities to all students.

To fully implement the Comprehensive Guidance Program Model,
it is important that the program be as follows:

1. Understood as student development oriented, not school

maintenance administrative oriented;

2. Operated as a 100% program: the four program componénts

constitute the total program; there are no add-ons;

Started the first day of school and ended on the last day of
school (not started in the middle of October and ended
during April so that administrative/nonguidance tasks can be
completed);

Understood as program focused, not position focused;
Understood as education based, not agency or ¢linic based.
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. CHAPTER T

- Leadership and Supervision

B of Schoo! Counselors in

Comprehensive Guidance
Programs

PATRICIA HENDERSON

The provision of leadership is key to ensuring that school counselors
attain and maintain high levels of professionalism. This chapter describes
the need for leadership and the best placement of guidance program staff
leaders in the organizational structure of school buildings and districts.
Also examined are the job-related roles of guidance program staff leaders,
= the contexts they work in, and the tasks associated with their responsibilities.

-4 The program approach to school guidance assists students to
g acquire and apply identified content through a framework of activities.
o The activities are offered which fit the program’s rationale, assumptions,
= and definition. The kinds and numbers of activities offered reflect the
R predetermined design for the appropriation of program resources. The
primary resource appropriated to comprehensive guidance programs is
the time and talent of school counselors. Key to ensuring the quality of
school counselors’ talent and use of time is the provision of leadership
which assists them to attain and maintain high levels of professionalism.
The concepts and applications described in this chapter are more fully
described in Leading and Managing Your School Guidance Staff (Henderson
& Gysbers, in press).
This chapter describes the following: the need for leadership, the
= .. best placement of guidance program staff leaders in the organizational
o structure of school buildings and districts, their job-related roles, the con-
" texts they work in, and the tasks associated with their responsibilities.
. - This last topic includes the description of a system of Jeadership activities
which supports continuous improvement of school counselors’ perfor-
mance, as well as that of the comprehensive guidance program.

« THE NEED FOR LEADERSHIP
i History
. Ever since teachers were first assigned duties as school counselors
. 15 5.0
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in the early 1900s, discussion has been ongoing concerning the roles and
responsibilities of school counselors. Similar discussions have occurred
concerning the roles and responsibilities of the leaders of school coun-
selors designated by school districts and within school buildings.
Discussions regarding such leadership appear in professional literature
as early as the 1920s and 1930s and reflect familiar themes: who these
leaders are or should be as evidenced by their titles, where these leaders
fit organizationally in school districts, and what their roles and job tasks
are.

School guidance began as an addition to teachers’ duties, then
labels were added to describe these duties (e.g., homeroom teachers,
advisers). In some circumstances, guidance was carried out by others
with such titles as deans of boys/girls, (Kefauver, G. N., Noll, VH., &
Drake, E.C., 1934). It became evident early on that guidance responsibili-
ties and, relatedly, school counselors’ roles lacked definition and required
specialized training. The time allotted for individuals to carry out these
additional duties was inadequate; some of the assignments that were
made under the guise of guidance were inappropriate or inconsistent
with the role. Appropriate leadership was needed to help schools bring
focus and direction to guidance in the schools, However, guidance was
an add-on for many leaders, too.

As reported in the guidance literature of the 1920s, leadership was
provided to school counselors by principals at the building level (Myers,
1923) and by directors at the school district level (Brewer, 1922). In some
school districts, leadership of guidance programs and school counselors
was added to the responsibility list of directors of other departments. In
some districts, typically large city districts, guidance directors (specifical-
ly vocational guidance directors) were appointed. A lack of clear defini-
tion of authority for guidance programs and staff often left school coun-
selors caught in between these leaders with different perspectives.

In addition to providing leadership from their own operational
frames of reference, individuals had different, sometimes inconsistent,
approaches. The issues resulting from this lack of conceptual agreement
and clear definition of authority dotted the guidance literature from the
1920s through the 1970s. By the 1970s, it was clear that, for the most part,
building principals left guidance programs "unattended” (Costar, 1977, p.
212), but at the same time they were “reluctant to relinquish authority and
autonomy" (Aubrey, 1978, p. 294). For a range of reasons, directors were
"largely ineffective as leaders of counselors” (Lombana, 1977, p. 180). For
some, the lack of proximity made effective leadership difficult. For oth-
ers, collaboration with and confrontation of building principals was too
difficult, given no clear agreement regarding the rationale and definition
of guidance programs or school counselors’ roles.

One means to resolve the tension between building-level and dis-
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trict-level leaders of school counselors has been to determine the appro-
priate placement of guidance in school district organizational structures.
As early as the 1930s, recommendations were made for district-level
guidance directors to report directly to school district superintendents
(Layton, 1936). During the 1940s and 1950s, the search for appropriate
organizational placement resulted in recommendations that guidance be
connected organizationally to other pupil personnel services led by an
assistant superintendent with a designated director at the district level
and head counselors in the buildings (Myers, 1941). By the 1970s, how-
ever, the placement as a pupil personnel service was seen as a problem
(Lombana, 1977). Lack of clear definitions of purpose and differentiation
between service providers often caused intradepartmental tension.

On a more positive note, the profession of counseling—including
school counseling—increased its professionalization. Beginning in the
1960s and continuing into the 1990s, the twin movements to certify school
counselors and license mental health counselors brought clearer defini-
tion of the roles counselors fulfill. Beginning in the 1980s, the movement
to define school counselors’ applications of these roles through compre-
hensive guidance programs brought clarity of focus to their work.

In the literature during the 1960s, the topic of "supervision”
emerged of as a means of enhancing the effectiveness of teachers and
counselors. This advanced the professional definition of roles that leaders
of school counselors needed to fulfill. The early literature of counseling
supervision, however, did not target school counseling, and that of
instructional supervision did not target school counselors. Indeed, the
multiple roles fulfilled by school leaders of guidance programs and coun-
selors were evident only sporadically.

District guidance leaders’ job roles and tasks were identified in the
1920s and 1930s as the following: supervising the work of school coun-
selors (Brewer, 1922); administering uniform and coordinated guidance
programs districtwide (Myers, 1923); and ensuring that school counselors
fulfilled appropriate roles, especially where principals would make them
cach a "handy man on whom may be unloaded any sort of task that no
one else has time to do" (Fitch, 1936, p. 761). During the 1950s, city school
district directors of guidance were unsure whether they were consultants
regarding guidance programs and school counselors’ roles or adminis-
trators in charge of those programs and the counselors (Feldman, 1951).
In addition, school guidance directors were charged to plan testing pro-
grams and interpret assessment results, establish systems for student
data collection, hold individual conferences with staff members, conduct
public relations, evaluate guidance programs, and keep professionally up
to date (MacDonald, 1956).

During the 1970s and 1980s, increased emphasis on guidance in
federal legislation (i.c., vocational education, National Defense Education
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Act, career education, and the Elementary and Secondary Education Act,
Title III) required management of guidance programs at both state and
district levels. The elementary guidance movement of the 1970s began
with elementary counselors serving more than one building.
Assignments at multiple sites created the need for direct leadership of
elementary counselors to be provided from the school district level.

Thus, the 1980s saw an increasing number of school districts
appointing administrators with guidance training and experience to ful-
fill administrative, coordinating, and consultative roles. Patterns
emerged regarding the titles of these guidance-program and school-
counselor staff leaders. Those with administrative authority were titled
“directors.” Those with coordinating responsibilities were title “coordi-
nators.” Those fulfilling consultative roles were titled “supervisors.”

Whatever their roles and titles, not much attention was paid to the
provision of professionally defined supervision to school counselors
(Barret & Schmidt, 1986). Roberts and Borders (1994) noted that, in the
1970s and 1980s, "school counselors need[ed] ongoing supervision to
help them refine counseling skills, learn how to deal with difficult stu-
dent issues, and perform their many and varied functions" (p. 149).
Neither special training nor certification was required for guidance
administrators or supervisors (Henderson, 1986). Thus, guidance pro-
gram staff leaders in school districts and buildings were ill-equipped to
carry out their leadership responsibilities.

Current Status

As we approach the 21st century, the status of guidance program
and staff leadership is still somewhat lacking in definition, but the need
for effective leadership practices is clear. Within the context of compre-
hensive guidance programs and the emphasis on the quality of profes-
sionals’ performance—a result of educational reforms of the 1980s and
1990s—the organizational structures, titles, and job responsibilities nec-
essary to provide these practices are emerging,.

Today, students, schools, and society need meaningful school guid-
ance programs for all students; uneven and inconsistent practices across
school buildings are no longer tolerable. Comprehensive guidance pro-
grams define the needs for professional practices by school counselors.
Effective leadership ensures the quality of school counselors’ perfor-
mance within well-designed guidance programs. At this point, however,
effective leadership is not uniformly defined and is uneven and inconsis-
tent in its provision.

Organizationally, responsibility for guidance leadership has
moved from federal and state levels to local districts and buildings, as
school counselors are funded locally and school district boards of educa-
tion are increasingly aware of the need for accountability to their patrons.




The movement back to site-based management has forced state education
agencies and school districts to define organizational structures which
provide for autonomy to match responsibility. State legislatures defer
their authority /responsibility for education to local boards of education,
who, in turn, delegate their authority to school administrators, consistent
with the laws and priorities of their communities. Superintendents,
administering board policy, establish appropriate organization struc-
tures.

Guidance programs and school counselors are often costly to
school districts. Thus, the need for appropriate accountability for these
funds prompts many school boards and superintendents to authorize
district guidance directors to ensure consistency and quality in guidance
programs and school counselors’ performance. Increased emphasis on
quality has seen some increase in the number of district guidance direc-
tors who have school guidance experience. This often varies according to
the size of the school district and the funds available, leaving many dis-
tricts with guidance administrators who have not been professional
school counselors.

Within district administrative structures, there are variations in the
placement of guidance. In some districts guidance is part of instructional
services; in some, student services; and some, special education services.
For the districts, there is often an attempt to provide logical rationale for
organizational placement based on the perceived mission of the guidance
program. Where guidance curriculum is emphasized, organizational
proximity to instruction is logical. Where responsive services hold high
priority, student services may be logical.

Within buildings, various organizational patterns are seen as well.
Typically, guidance is an independent department. Because of its student-
centered focus, it may be linked with instructional departments organi-
zationally. Because of its centralized position and schoolwide focus, it
may be linked with the administration organizationally. Because of its
focus on students’ special needs, it may be linked with other specialists.
Differing organizational placements also highlight variances in guidance
leaders’ levels of authority within the total building. Their authority may
be separated and undefined to other building leaders; it may parallel that
of instructional department heads or that of administrators.

The structure of interrelationships among those fulfilling leader-
ship tasks is cften unclear or undefined. Building principals are also del-
egated authority and responsibility from boards of education for the pro-
grams which occur in their buildings and the staff members who are
assigned there. These include guidance programs and school counselors.
In too many circumstances, the lines of authority and responsibility
between guidance directors and principals are still blurred.

In turn, building principals, ideally in collaboration with district
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directors, designate leaders for guidance programs and staff members
from within a building’s guidance department. Too often, however,
building-level guidance leaders are not delegated full authority. For
example, evaluation of the school counselors’ performance is often not
delegated. Within some buildings, there is no designatect organizational
structure for, or within, the guidance department.

Reflective of this lack of clear focus, titles fcr guidance leaders are
still not uniform. Varying from locale to locale, “directors” are found at
both district and building levels, although the title still connotes scme
administrative authority. In addition, districts variously identify “guid-
ance coordinators,” “consultants,” “specialists,” and “supervisors.”
Increasingly, these words have distinct meanings within school districts’
organizational structures. Thus, for example, guidance supervisors’ job
descriptions parallel those of instructional supervisors. Titles heard at the
building level include “guidance department head,” parallel to instruc-
tional department heads; “head counselor,” reminiscent of head custodi-
an; “lead counselor,” parallel to lead administrator or lead teacher.

While the leadership roles necessary to best ensure quality guid-
ance programs and high-level professional performance by school coun-
selors have become clearer, the specific tasks for them to perform are even
less well defined. For example, appropriate means for evaluating school
counselors’ performance, while required in most states as part of certifi-

cation, is still not well defined. The data which support these judgments
are often not systematically gathered and analyzed. In some circum-
stances, inappropriate forms are used and the procedures supporting
evaluation are undefined. Clinical supervision—as defined in both coun-
seling supervision and instructional supervision—is not provided in
more school districts than it is provided.

A RECOMMENDED ORGANIZATIONAL STRUCTURE

An organizational structure is needed that provides leadership to
school counselors as they strive to implement the highest quality com-
prehensive guidance programs for students and to perform their roles
excellently. A structure is recommended in this chapter that is based on
counseling and instructional research regarding effective supervision
practices (Borders & Leddick, 1987; Falvey, 1987; Glickman, Gordon, &
Ross-Gordon, 1995). It is also based on current practices in school districts
which demonstrate effective leadership for school counselors (e.g.,
Northside Independent School District, 1997).

Full titles for these leaders of school counselors in school districts
and buildings depends on their placement in the organizational structure
of the school districts in which they work. School district organization
varies not only according to the philosophies of school boards and super-
intendents but also according to size. The recommendation here is that




individuals directly responsible for the effectiveness of comprehensive
guidance programs and for school counselors at the district and building
levels should have the word “guidance” in their titles. In very large
school districts, such individuals might bear the title of “assistant super-
intendent for guidance”; in very small school districts, they might be
titled “guidance specialists.” In buildings, their titles should parallel
those of leaders of other programs and staff groups (typically, the instruc-
tivnal department/group leaders). For example, if the English depart-
ment leader in a building is titled “the chair,” the guidance leader should
be the “guidance department chair.” If the leader of the second-grade
team of teachers in a building is “second-grade team leader,” the leader
for the counselors in a building should be “guidance team leader.” In this
chapter we use a generic title, “guidance program staff leaders,” to
remind readers of the dual responsibilities of these position holders.
Whether at the school district or building level, these guidance leaders
are responsible for the quality of the guidance program implemented in
the school and for school counselors’ (staff) performance in the context of
that program.

Whatever the size of the school district or the building, the guid-
ance program staff leader at the highest level on a district or building
organizational chart reports to an administrator who has responsibility
for more than one program and staff grouping. (It would be a rare dis-

trict, indeed, whose chief executive officer was titled “superintendent for
guidance”!} Again, the titles of these generalist administrators at the dis-
trict level vary according to their level in the total district hierarchy, from
deputy superintendents to directors. In school buildings, their most com-
monly held title is “principal.”

School District

Where guidance is placed in a schwol district’s organizational
structure, describes the legitimate level of authority of the highest dis-
trict-level guidance program staff leader. As with any organization, the
closer a position is to the top of the chart, the more the legitimate author-
ity delegated to that position.

Building-level guidance program staff leaders and the school coun-
sclors whom they lead are accountable to both district-level guidance
program staff leaders and building principals. Thus, it is recommended
that these two administrators (guidance leaders and principals) be posi-
tioned equi. / in the total district organizational scheme. This is signified
by their accountability to cqually positioned district-level generalist
administrators (c.g., assistant superintendents). Therefore, they have
cquivalent power within the system. In conflicts, guidance program staff
leaders and building principals would appeal their cases to equally high
administrative levels for resolution,
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In addition to power levels, organizational structures describe the
information and communication channels available to specific positions.
These channels must be clear to ensure appropriate opportunities for dis-
trict-level guidance program staff leaders and building principals to
share guidance responsibilities collaboratively without catching build-
ing-level guidance program staff leaders and school counselors between
them or in a void.

Placement of guidance departments within the school district orga-
nization also reflects a district’s philosophical position regarding the
guidance program. Often, school districts separate instruction, student
services, and administrative services departments. When district-level
guidance program staff leaders report to generalist administrators with
responsibility for instructional programs, the guidance curriculum and
individual planning system components of the comprehensive guidance
program are emphasized and supported. When district-level guidance
program staff leaders report to generalist administrators with responsi-
bility for student services, responsive services component activities are
emphasized and supported. When district-level guidance program staff
leaders report to generalist administrators with responsibility for admin-
istrative services, implementation of the system support component is
emphasized and supported. The appropriately determined priorities of
the program should dictate appropriate organizati.-nal placement. While
this does not decrease guidance program staff leaders’ responsibility to
ensure implementation of appropriately balanced, comprehensive guid-
ance programs, it does underscore the highest priority.

School Building

As implied in the previous section, it is recommended that, within
buildings, guidance program staff leaders report directly to building
principals. By definitiun, the missions of comprehensive guidance pro-
grams are integral to those of schools. In addition, comprehensive guid-
ance programs are schoolwide programs affecting all students and inter-
acting with all staff members. Guidance is infused throughout the entire
educational program. Building-level guidance program staff leaders and
leaders of other programs in the same building with similar scope and
impact should report to the same, or equally positioned, -generalist
administrators. To best ensure implementation of appropriately balanced
comprehensive guidance programs, building-level guidance program
staff leaders should be members of their buildings’ administrative teams
and be on par with instructional department heads and grade-level team
leaders.

Guidance Department
The comprehensive guidance programs of all of the buildings in a

o
w \)32

ol




AR

B
T e
v.is

e 3 ok

- it

school district comprise the District Guidance Program. The District
Guidance Program includes the work of all the school counselors, as well
as program-related paraprofessionals and other staff members. The orga-
nizational structure of the districtwide guidance department, then, is
headed by a district-level guidance program staff leader who provides
direct leadership to the building-level guidance program staff leaders
who, in turn, lead the school counselors and other building-level guid-
ance department staff members. District-level guidance leaders provide
indirect leadership to building-level school counselors and other guid-
ance-related staff members. They provide direct leadership to other dis-
trict-based guidance program staff leaders who may be responsible for
multiple buildings (i.e., building-level leaders for multiple sites, such as
all elemen® ary counselors in a district) or for special elements of the com-
prehensive guidance program (e.g., substance-abuse prevention special-
ists, school social workers).

Each school counselor should benefit from program and staff lead-
ership. Ideally, one appropriately trained guidance program staff leader
fulfills four roles for an individual counselor: administration, supervi-
sion, management, and professional leadership. These roles are defined
in the next section of this chapter. If these roles are carried out by differ-
ent leaders for an individual counselor (or by other guidance program
staff members), the lines of communication and accountability between
the school counselor and each of the leaders, and among the leaders,
must be clearly defined. Currently, for example, supervision, manage-
ment, and professional leadership are often provided for school coun-
selors by guidance program staff leaders, but administration is assigned
to building principals. It is recommended that guidance program staff
leaders be delegated the authority they need to fulfill all four roles (e.g.,
fulfill administrative functions in addition to the other three).

All school counselors in a district should have equal and ready
access to leadership services, regardless of the level of students served or
assignunent. “Ready access” entails reasonable leader-to-school-coun-
selor ratios. Current practices suggest that one district-level leader can
effectively serve 20 building-level leaders, and that one building-level
leader can effectively serve 10 school counselors and related staff
(Henderson & Gysbers, in press).

LEADERSHIP ROLES

As the school guidance movement and the school counseling pro-
fession have evolved, so too has the role of program and staff leadership.
Four roles have emerged from this evolution as needed to best ensure
excellence in the development and implementation of comprehensive
guidance programs and school counselors’ job-related performance in




those programs. These roles—administration, supervision, management,
and professional leadership—are defined next.

Administration

In the administrative role, guidance program staff leaclers cause
effective implementation of comprehensive guidance programs for stu-
dents. They and the guidance department staff are accountable for the
resu ts of these programns. Correlatively, they are primarily responsible
and ¢.countable for the program and the staff members’ performance.
Effective fulfillinent of the administrative role requires that they be dele-
gated the necessary authority to carry it out. At the district level, guid-
ance: program staff leaders are delegated their authority from the school
district superintendents and boards of education. At the building level,
they are delegated authcrity from the district-level guidance leader and
from the building principal. This delegated authority provides them the
legitimate connection and coercive power they need to administer the
program and the staff. Examples of activities associated with the admin-
istrative role include organization . nd evaluation of program and per-
sonnel—the latter being the root of the coercive power. At the district
level, it includes securing monetary and personnel resources, developing
policies and regulations, and employing systemic links to the total edu-
cational program. At the building level, it includes evaluating implemen-
tation of the program and staff members, using resources efficiently, and
designing productive procedures.

Supervision

In the supervisory role, guidance | rogram staff leaders assist
school counselors in cominuously improving their job-related perfor-
mance (i.e., professional skills, work habits, obtaining relevant and up-to-
date information) and their implementation of the program. Its essence is
individual-specific professional development, entailing firsthand obser-
vation and feedback based on these samples of actual performance.
District-level and building-level guidance leaders apply the legitimate
power of their positions and their professional expertise as school coun-
selors in fulfilling the supervision role. District-level guidance program
staff leaders begin the chain of supervision for professionalism enhance-
ment, which flows from them to/through building-level leaders
to/through school counselors. Building-level guidance program staff
leaders are the primary providers of prolessional supervision.
Supervision activities take most of their Jeadership time.

Management

In the managenient role, guidance program staff leaders strive to
ensure the efficient use of resources appropriated to comprehensive guid-
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ance programs. Resources include the talent and time of school coun-
selors and other staff members, as well as information, materials, equip-
ment, and facilities Management also connotes governing or controlling
others in order to maintain program and performance quality. Guidance
program staff leaders are conduits between guidance departments and
managers of other programs, across buildings and districts.

Their authority is enhanced by the power to reward others by allo-
cating resources that enable them to carry out their roles. Leaders’ exper-
tise and coercive power is enhanced by monitoring adherence to program
and performance standards. As examples of management-role fulfill-
ment, district-level leaders acquire resources from boards of education
and superintendents and distribute them through building-level leaders
wlo, in turn, spend budget moneys, arrange logistics which support pro-
gram activities, and ensure appropriate use of talent and time of school
counselors and other guidance program staff members.

Professional Leadership

In the professional leadership role, guidance program staff leaders
influence school counselors to improve the guidance programs (includ-
ing their performance in it) and to contribute to the advancement of the
school counseling profession. It connotes applying learnings from pro-
fessional development experiences and assuming positions of responsi-
bility and leadership in counseling associations. Referent power, based
on recognition of commonalities, both supports this rele and is the result
of this role. Guidance program staff leaders and school counselors work
together on counseling-related activities and issues, learning and apply-
ing new ideas and techniques. District-level leaders model professional
affiliation and leadership in the prefession outside of the school district
and encourage involvement and leadership experiences for building-
level leaders and school counselors. Building-level leaders also encour-
age membership in professional socicties and involvement by school
counselors in protessional and leadership development activities.

LEADERSHIP CONTEXTS

These roles and thie related leadership tasks are carried out in three
contexts: comprehensive guidance programs, counselor performance-
improvement systems, school buildings and districts. School counselors’
primary purpose is to provide guidance programs for students. The con-
text of comprehensive guidance programs includes four groups of activ-
ities: guidance curriculum, individual planning system, responsive scr-
vices, and system support. Examples of such programs are what this
book is about.

The context of school districts” performance improvement systems




for counselars includes the activities provided which are aimed at help-
ing them continuously enhance their professionalism. There are five
groups of these activities associated with the following: assessing school
counselors’ professionalism, defining their jobs, setting goals and imple-
menting plans for achieving those goals, supervising their performance,
and evaluating their performance. These are more fully described later in
this chapter.

The context of school buildings and districts includes the total edu-
cational program within which the guidance program fits, and the legal
structure within which employment and performance improvement
activities fit. It also includes the organizational and administrative struc-
ture within which guidance program staff leaders’ positions fit. As
described above, this positioning dictates their levels of authority and
responsibility, the positions which are sukordinate and superordinate to
theirs, and their interrelationships. It also dictates the relationships
between buildings and the school district administration and among
guidance program staff from other buildings.

The differences in organizational placement of building- and dis-
trict-level guidance program staff leaders result in some essential differ-
ences in their jobs. These differences go beyond the fact that building-
level leaders work within buildings and that the district-level leaders
work across multiple buildings of the district: The latter advocate the
guidance program and staff with district-level groups, while the former
strive to influence groups within their buildings and local communities.
District-level leaders devise the systems which facilitate guidance pro-
gram implementation and school counselor performance improvement,
while the building-level leaders implement these systems. The building-
level leaders work directly with school counselors and with program
implementation issues; the district-level leaders work directly with build-
ing-level leaders by training them and fulfilling the leadership roles with
them. The district-level leaders seck to resolve interral guidance depart-
meni staff-related problems which the building-level leaders are not suc-
cessful at resolving,.

LEADERSHIP TASKS

In striving to ensure excellence of guidance programs and school
counselor performance, both district- and building-ievel guidance piro-
gram staff leaders appiy the four roles previously described in carrying
out seven major staff-related tasks. Two of these tasks are program
focused, and five tasks target school counselors’ performance. The two
staff leadership tasks which focus on the comprehensive guidance pro-
gram are organizing staff members for effective, efficient programn imple-
mentation and advocating for the program and its staff members, The
five staff leadership tasks which focus on school counselors’ performance
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are professionalism assessment, job definition, professionalism enhance-
ment, goal setting and implementation, supervision, and performance
evaluation. These seven staff leadership tasks are described next.

PROGRAM LEADERSHIP

Organizing for Program Implementation

A range of activities are accomplished by staff leaders that con-
tribute to effective and efficient delivery of comprehensive guidance pro-
grams. Prerequisite to providing high-quality guidance programs is that
guidance department staff members work in healthy interpersonal cli-
mates. Such climates are established by staff leaders. They work with
their entire staff to share the vision for their comprehensive guidance pro-
gram, to strive continuously to improve it, and to work together as a
team. Leading a team requires them to effectively manage group rela-
tionships, dynamics, and processes and to strive for full involvement of
each staff member in program implementation. A primary vehicle for
bringing a staff group together as a team is to hold regular (weekly) staff
meetings.

Staff leaders lead the staff group as they organize themselves to
implement the program by developing the annual program calendar. The
calendaring process offers a good example of the differences between dis-
trict- and building-level guidance program staff leaders. The calendaring
system is initiated and managed by district-level leaders who train school
counselors in calendaring (i.e., designing calendar formats to be used and
the time frame for development, adjustment, and evaluation). While the
process is established and monitored at the district level, it is carried out
at the building level. Building-level leaders sit down with their staff
members and complete the format, review it, and submit it. They period-
ically check their progress in implementation of the program as planned
and lead the staff in changing it as needed. At the end of the year they
assist individuals in assessing their contributions to the planned program
and the group as a whole in order to evaluate the accomplishment and
effectiveness of the program plan.

Advocacy for Clients, Program and Staff

Building- and district-level guidance program staff leaders advo-
cate guidance program clients, the program itself, and the staff—collec-
tively or individually. The programs’ clients (i.e., students, parents, teach-
ers, and other educators) sometimes benefit from having professionals
work on their behalf as they struggle to work within the educational sys-
tem or to change it. Especially as they are designed and changed, com-
prehensive guidance programs need explanation to others, and clarifica-
tion about the program design (i.e., its priorities and parameters and
activities that fit it). Not unlike the programs’ clients, school counselors




or other guidance department staff members sometimes benefit from the
assistance of their program leaders as they work to resolve interprofes-
sional issues in the buildings or at the district level.

Building- and district-level guidance program staff leaders advo-
cate on behalf of guidance positions and issues with similar categories of
groups or individuals. Differences are in the size of the sphere of influ-
ence and, often, in the intensity of the relationships within which advo-
cacy occurs. School buildings and their communities are smaller than
school districts and their communities. Fewer people are involved in, or
impacted by, building-level interactions than by district-level interac-
tions. Individuals receive more attention in less-populated settings than
when they are vying with more people for attention. In the larger seiting,
contact is less frequent and less intimate.

In carrying out advacacy tasks, guidance program staff leaders
interact with principals and other administrators, site-level decision-
making entities, teachers and their leaders, and with their colleagues in
the school district guidance community. They interact with parents and
families, with representatives from the community in media, politics,
business and labor, and civic groups. They relate with representatives
from the mental health community outside of their buildings and school
districts and the professional counseling community.

Circumstances in which guidance program staff leaders advocate
on behalf of clients, their programs, or staff members call for a variety of
responses and skills. In advocating, they may act as administrators (e.g.,
clarifying rules and procedures) or consultants (e.g., helping others find
solutions to their issues). In carrying out advocacy tasks, guidance lead-
ers basically use their communication, consultation, and political skills.
Depending on when they learn about a situation, they may act proac-
tively, responsively, or reactively. Their responses also vary according to
the topic which arises. In general, topics requiring advocacy may reflect
guidance agendas (e.g., effective guidance curriculum implementation),
others’ agendas (e.g., student recruitment for special programs), or
shared agendas (e.g., multiculturalism).

They choose their levels of involvement in advocating on issues or
with groups from a wide range of responses. At the least involved end of
this continuum, they may choose to be present at an event to represent
the guidance perspective. Increasing their level of participation, they may
choose to share information with others. More involved advocacy
responses include welcoming otliers into the guidance frame of reference
or reaching out to them, inviting them into the guidance frame of refer-
ence. Active participation as an advocacy response includes supporting
individuals or causes and cooperating or collaborating with others in
accomplishing mutually desired ends. Guidance program staff leadcrs
are most activelv involved in advocacy tasks when they choose to consult
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with others (i.e., share their expertise) on behalf of a case or cause or
advocate (i.e., initiate or lead the efforts) on behalf of a case or cause.

The two major tasks just described—organizing for program
implementation and advocating for the program, iis staff, or its clients—
are guidance leadership functions which directly relate to the quality of
comprehensive guidance program implementation. The former involves
working with the team of guidance department staff members; the lattex
with those outside of the guidance department whose actions affect the
program. The next section of this chapter describes five major tasks that
focus directly on school counselors’ performance. The importance of
these tasks is based on this assumption: “The higher the quality of school
counselors’ performance, the higher the quality of the comprehensive
guidance program.”

Performance Leadership

The five performance-focused staff leadership tasks, listed previ-
ously, comprise the counselor performance improvement systems of
school districts. Quality of performance is the result of individual coun-
selors’ levels of professionalism—defined as a combination of one’s com-
petence and one's commitment. The activities which comprise this sys-
tem are aimed at helping school counselors enhance their professionalism
levels, thereby improving not only their own levels of performance but
also the quality of the comprehensive guidance program.

Although individuals are primarily responsible for the quality of
their performance, performance-improvement system activities are most
effective when school counselors and their guidance program staff lead-
ers work together (e.g., striving for mutually determined ends, partici-
pating with equal energy). Staff leaders’ responsibilities for motivating
school counselors to strive for performance improvement depends on the
counselors’ own level of commitment. Effective leaders vary their meth-
ods for assisting individuals in professior.alism enhancement, basing
their efforts on the current level of the counselors’ professionalism.
Highly competent and highly committed school counsclors are nurtured
through a collegial approach, with staff leaders acting as consultants and
mentors. School counselors who are highly committed, yet demonsirate
lower levels of competence than is desired are best assisted through col-
laboration and constructive confrontation. Staff leaders mentor school
counselors for maintaining their commitment levels and teach and coach
them as they enhance their competence levels. For school counselors who
are highly competent but lack commitment, staff leaders use somewhat
directive approaches, coaching them regarding commitment expecta-
tions, consulting with them to encourage their contlinued competence
development. School counselors who fall short in both their competence
and commitment levels are best led through a directive, perhaps even
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controlling, approach. Such counselors may need to relearn competen-
cies, or they may need career or personal counseling to help them rekin-
dle their professional commitment. It is not appropriate for guidance pro-
gram staff leaders to provide that counseling but, rather, to have ready a
referral list of qualified community-based counselors.

The performance-improvement activities are more efficient when
they are envisioned and implemented as a system (i.e., they are interre-
lated and flow naturally from one to the other). Most performance-
improvement system activities already occur in school districts because
they are required by laws related to employment contracts. Contracts are
tied to descriptions of individuals’ jobs and evaluations of their perfor-
mance in those jobs. These activities are grouped into five components:
professionalism assessment, job definition, goal setting/implementing,
supervision, and performance evaluation. Each of these is briefly
described next.

Professionalism Assessment

School counselors assess their own levels of professionalism by
analyzing data based on their professional behaviors. Their building-
level guidance program staff leaders assess them also, using behavioral
data they have gathered. This data are gathered primarily through super-
vision and evaluation activities, as well as previous professionalism-
enhancement efforts. By sharing the assessments from their twa perspec-
tives, school counselors and their leaders derive assessments based on
the collective, more complete information, rather than the data cach has
separately. Building-level leaders assess their own professionalism levels,
and their district-level guidance program staff leaders assess thes. «.
well. They, in turn, bring their perspectives together to better descr™ e i2.:
professionalism level of the building-level guidance leader.

As used in this chapter, professionalism is defined as the «vinban.:
tion of school counselors’ competence to perform their various roles and
functions within comprehensive guidance programs and their level of
commitment to their work. The competence factor includes professional
knowledge and skills. The commitment factor includes professional atti-
tudes and values. In establishing their performance-improvement sys-
tems, school districts identify the standards for each of these factors.
School counselors and building-level guidance leaders determine profes-
sionalism levels by comparing and contrasting their professional behav-
iors with the estabiished standards.

Basic competence standards are defined by the school counseling
profession for the roles required of school counselors in corprehensive
guidance programs (Gysbers & Henderson, 1994). Such roles inciude
guidance, counsclinyg, consultation, coordination, student assessment,
program management, and professionalism. Indicators and descriptors




of role-related competencies are found throughout the profession’s liter-
ature.

Commitment standards are also described by the school counsel-
ing profession. Examples of commitment standards are the ethical stan-
dards (American Counseling Association, 1995, American School
Counselor Association, 1992). States, through laws and regulations, estab-
lish some legal standards relevant to school counselors. School districts
determine professional-practice standards for their programs and profes-
sional employees. The district designed and adopted the Comprehensive
Guidance Program Model which defines expectations for professional
practice. Standards for work habits are also defined within school dis- -
tricts and buildings. The application of these standards to individual

school counselors’ assigned jobs provides the basis for professionalism
assessments,

Job Definition

The definition of their specific jobs provides school counselors with
a clear definition of what is expected of them. Within the context of a fully
described comprehensive guidance program, each counselor’s specific
responsibilities and assignments can be spelled out. Specific to each
school counselor are such deiails as the description of their student case-
load (e.g., seventh graders; students whose last names begin with A
through those whose last names begin with F), the program-component
activities which they are required to conduct, and those which are option-
al, the activities which they have primary and secondary responsibility
for developing and training others in, their staff consultation assignments
(e.g., second-grade teachers, the English department), and their own pro-
fessional-growth goals. In practice, each individual counselor’s job
description is different than every other’s. Variations occur in their
assignments (caseload, special activity /task assignments); organizational
relationships (building, department); program improvement goals and
responsibilities; professionalism-enhancement goals and action plans.
School counselors with specialized expertise or assignments may have
different roles or time balances than those with comprehensive assign-
ments.

School counselors’ job descriptions are the bridge between the
comprehensive guidance program that is designed and planned in a
building and the performance-improvement system. The job description
clarifies individuals’ specific responsibilities for program implementa-
tion. The expected competencies and commitments are expressed, pro-
viding the basis for performance evaluation.

Through the process of defining individual counsclors’ job expec-
tations, both school counselors and their staff leaders begin the school
year with similar and cvertly stated expectations. As implied above,




these job descriptions are written after the annual program plan has been
developed. Individual and group assignments grow out of the program
design. Individual job description conferences are held betwreen build-
ing-level staff leaders and school counselors, and the results are recorded
for use as the year progresses.

In this performance-improvement system model, district-level
guidance program staff Jeaders conduct a similar process with building-
level guidance program staff leaders. When the annual building program
planning is completed and each staff members’ job is described, district-
level guidance leaders meet individually with building-level leaders,
review these plans, and clarify the expectations for the building-level
leaders’ jobs for the year. In addition to their program implementation
= responsibilities, building-level leaders outline their plans for providing
leadership to their individual staff members throughout the year.

[l
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Goal Setting/lmplementing

— School counselors set professional-development goals for each
| year. Goal targets are based on rhe assessment of individuals’ profession-
= alism levels as determined by school counselors and staff leaders. They
| vary from counselor to counselor, and for a counselor each year.
Depending on individual and program needs, goals target competence,
commitment enhancements, or both. Staff leaders have the responsibility
not only to help school counselors target relevant and meaningful goals
but also to assist them in deveioping and implementing their plans for
achieving the goals

B In order to achieve professionalism-enhancement goals, individu-
=] als develop plans to guide their actions (Gysbers & Henderson, 1994).
;__# Developmeit of a goal-related action plan includes specifying objectives

or incremental achievements which, when successfully achieved, lead to
goal attainment—the product objectives. Next, strategies for achieving the
objectives are identificd. These sirategies include the tasks or activities to
— o be performed by schooi counselors—*Hie process objectives. The tasks (c.g.,
, read journal articies, write a paper) and activities (e.g., atten:d a work-
i shop) are sequenced for optimum learning, and a time frame for the

# entire plan is laid out. This time frame inclucles the time line for the ‘
- accomplishment of each of the strategies and the deadline for plan com- _
3 pletion, objectives, and goal attainment. Potential evidence of accom- ‘
— plishment of each of these strategies should be identified to facilitate -

school counselors’ accountability to their plans und to their staff leaders.

= ”; As the tasks and activities are accomplished, ‘he dates and available evi-
e dence are recorded and—depending somewhat on the overall perfor
J/‘; mance-improvement svatem—iated by «chool counselots or their huild-
- "! ing-level guidance program staff leaders or both. At the end of the plan

cycle, the overall level of accomplishiment of the strotegies and achieve-
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ment of the professionalism-enhancement objectives and goals are
assessed.

As with other elements of performance-improvement systems,
school counselors have primary responsibility for committing to their
professionalism-enhancement goals and the action plans developed to
achieve them. Many professional development activities entail school
counselors working on their own time and independently; these efforts,
in turn, result in enhanced value of themselves as professionals.
Guidance program staff leaders provide leadership and support through
the goal-setting and action-plan implementation processes. They sched-
ule the individual conferences and monitor progress. District-level guid-
ance program staff leaders provide the same activities and support for
‘building-level leaders.

Supervision ,

Guidance program staff leaders supervise school counselors in the
contexts of guidance program implementation and performance-
improvement system activities throughout most of the work year.
Because it is individual-specific, supervision is the most meaningful tool
for helping subordinates mature in their profession. Supervision requires
staff leaders to apply their skills and professional values in different
ways. It entails application of instructional and counseling competencies,
effective communication skills, data gathering, analysis, and fuedback—
all of which are skills that staff leaders utilized in their background work
as teachers and counselors. Using these skills with highly educated adult
learners poses new challenges to supervisors. In addition to appreciating
the effectiveness of supervision in professionalism-enhancement efforts,
guidance program staff leaders’ work is based on the values of the coun-
seling profession (i.e., professional detachment, respect for individuals,
openness to inpui, cross-cultural effectiveness). Applying these values
with colleagues also challenges supervisors.

As described by Henderson and Gysbers (in press), building-level
guidance program staff leaders provide three kinds of supervision to
school counselors: clinical, developmental, and administrative. Clinical
supervision entails a five-step process centering around supervisors’
firsthand observations of school counselors applying their professional
competencies. Developmental supervision targets cognitive and affective
growth of school counselors, enhancing their professional maturity. Staff
leaders assist school counselors through the activities associated with the
goal-related action plan implementation previously described. They also
nurture school counselors” develepment through such activities as strue-
fured case consultations, mentoring, inservice education and training,
and encouragement of professional association affiliation, Administrative
supervision targets professional and work-related habits, attitudes, judg-
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ment, ethics and relationships, rules and standards compliance, and the
individuals’ job-related mental health. Whereas the activities provided by
staff leaders in the other two kinds of supervision are structured and
planned, administrative supervision is often provided spontanéously. It
occurs through formal and informal individual conferences, staff meet-
ings, and the delegation of leadership responsibilities.

Both building- and district-level guidance leaders often supervise
other guidance program staff members as well. Depending on the size of
the school and the professional staff, staff leaders may supervise para-
professionals and secretaries (e.g., registrars, career center technicians,
counselors’ secretaries, data processing clerks). In addition, they super-
vise other professionals when they fulfill roles in comprehensive guid-
ance programs (e.g., teachers when they teach guidance curriculum,
administrators when they are advising students regarding their individ-
ual plans). In order to help volunteers make effective contributions to
guidance programs, guidance leaders provide them with school-appro-
priate supervision as well. Career speakers, consultants, agency-based
counselors, parent-association volunteers, peace officers teaching guid-
ance curriculum—they all benefit from supervision which enhances their
competence in working with young people.

District-level guidance program staff leaders provide the three
kinds of supervision for building-level leaders as they fulfill their pro-
gram and staff leadership roles. Clinical supervision entails observation
of staff leadership functions, such as conducting conferences, consulta-
tions, or staff meetings. Developmental supervision entails facilitating
building-level leaders’ maturation as supervisors. Again, administrative
supervision is similar to that provided by building-level leaders for
school counselors, but different in that the focus is on working with staff
members rather than with students. It entails assisting them with such
things as problematic staff issues, program standards compliance, and
management of their program and staff leadership responsibilities.

Performance Evaluation

Ir several ways, performance evaluation is the culmination of the
performance-improvement system. The job-related performance, cthical
and legal standards, and the data gathered through supervision come
together as guidance program staff leaders make summary cvaluative
judgements, rating the quality of the performance of school counselors.
Most meaningful professionalism-enhancement goals emerge as a result
of the counclusions drawn in the evaluation and the recommendaticns
made for improvement. In most states, performance evaluation supports
contract-status recommendations (e.g., merit, continued, or termination)
for educators. It is guidance program staff leaders” administrative author-




ity to make evaluative judgments about school counselors’ performance
that sets them apart from their staff members.

In the system described here, evaluation of school counselors’ per-
formance is differentiated between guidance program evaluation or stu-
dent-outcome evaluation. Guidance programs are evaluated as com-
pared/contrasted with the standards for program implementation.
Student outcome evaluation assesses what students learn or do better as
a result of program participation and counselors’ work (i.e., how much or
how well they have learned or applied guidance content). The standards
against which counselors’ performance is rated are those describing the
competency and commitmenr expectations for job-related behaviors.

Performance evaluation is not a onetime event; it is a continuous
process. It begins each year with orientation and training in the perfor-
mance-improvement system as a whole, including the evaluation com-
ponent and the interrelationships between the components. The stan-
dards upon which the system is based are re-established. From the eval-
uation perspective, the job description establishes the standard for an
individual. The job description onference is also a “pre-evaluation” con-
ference. Data gathering through supervision activities occurs from the
beginning of the contract year until it ends.

The centerpiece of the performance-evaluation component is the
evaluation conference. In this conference, guidance program staff leaders
and school counselors come together to share evaluative judgments and
discuss recommendations for enhancing the professionalism of the coun-
selors. In preparing for evaluation conferences, school counselors and
staff leaders separately analyze data they have collected in light of the
performance standards, draw their evaluative conclusions, consider any
relevant contextual variables, and derive summary evaluation judg-
ments.

Guidance program staff leaders plan how they will conduct each
evaluation cornference. As a result of their self-evaluations, school coun-
selors come prepared with their agendas as well. The conferences are
held, and after each conference, staff leaders and school counselors reflect
on its content and their thoughts and feelings. Because the relationship
between school counselor and guidance program staff leader is typically
long term, any unfinished business should be dealt with as soon as pos-
sible. It is the guidance leaders’ responsibility to ensure th.t the legal pro-
cedures are followed in completing and distributing copies of evaluation
forms. The recommendations made regarding school counselors’ perfor-
mance evaluation leads to professionalism-enhancement goal setting.

District-level guidance program staff leaders fulfill all or part of the
evaluative role with building-level guidance leaders. Often, this respon-
sibility is shared with building principals and must be conducted collab-
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oratively. In addition to the standards set for school counselors, staff lead-
ers are evaluated in light of leadership standards, (e.g., those established
by the performance-improvement system and adopted from the profes-
sion such as the “Standards for Counseling Supervisors,” Association for
Counselor Education and Supervision, 1989). The procedures follow the
same pattern as those just described for school counselors and building-
level guidance program staff leaders.

SUMMARY

Historically, guidance programs were defined by the manner in
which individual school counselors carried out their roles, or they were
defined by the manner in which their principals perceived the coun-
selor’s role. Comprehensive guidance programs present a reversal: the
program structure (i.e., its rationale, assumptions, and definition) and
design (i.e., its priorities and balance) are determined, and they dictatz
appropriate roles for school counselors. School counselors’ time and tal-
ent are the most valuable resources appropriated to the program.

The quality of the program depends not only on the appropriate
allocation of school counselors’ time but also on the quality of their tal-
ent. Highest quality talent is best ensured through the provision of mean-
ingful leadership to school counselors as they seek to attain optimum lev-
els of professionalism. Historically, the leadership provided to school
counselors as they have sought continuous improvement of their perfor-
mance has been inconsistent.

The guidance programs and staff leadership are most effectively
provided when those leaders are placed appropriately in the organiza-
tional structure in school buildings and school districts, and when theyv
have clearly delegated authority to carry out their roles. Four leadership
roles are required to support school counselors: administration, supervi-
sion, management, and professional leadership. These four roles and the
related leadership tasks are carried out in three contexts: comprehensive
guidance programs, counselor performance-improvement systems,
school buildings and districts.

Seven major staff leadership tasks are described in this chapter,
two of which are program focused and five of which target the perfor-
mance of school counselors. The performance-related tasks describe
guidance program staff leaders’ responsibilities in the implementation of
the components of counselor performance improvement systems: profes-
sionalism assessment. job definition, professionalism enhancement, goal
setting and implementation, supervision, and performance evaluation.
Meaningful leadership is essential to effective guidance program mple-
mentation.
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Missouri Comprehensive

Guidance: A Modei for

Program Development,
Implementation, and Evaluation

| MARONESTARR

The Missouri Comprehensive Guidance Program Model, developed
by the Missouri Department of Elemenitary and Secondary Education, was
field-tested in 22 selected school districts serving approximately 15,000 stu-
dents during the 198485 school year. Since the initia! field-testing and
development, the program has been implemented in 42 (92%) of the
school districts statewide, serving approximately 793,000 students K-12.

As we move into the 21st century, the needs and concerns of cur
youth will be much different from those of today and in the past. While
we tend to think «.f the 21st century as being in the distant future, this
period of time is only a very few years away. The rapid advances in the
world of technoiogy will bring about major changes in the nation’s work-
force and in the way we must prepare our youth to function in the world
of the next century. To meet the needs of our youth today and into the
next millennium, we must provide them with a systematic process that
will enable them to develop sound educational and career plans. This
process must include the following: extensive career-awareness activities
beginning at the elementary level, followed by ongoing career explo-
ration and planning activities that will provide the basis for making
sound career choices; increased knowledge of self and others; greater
knowledge of our changing world; enhanced decision-making skills and
life-coping skills. The Missouri Comprehensive Guidance Program pro-
vides the process and structure that will enable students to gain the skills
to facilitate effective educational and career planning which, in turn, will
help them succeed in their world of the future.

Comprehensive guidance, when viewed as an educational pro-
gram equal to other instructional programs in the school system, is a con-
temporary concept for many administrators and school counselors.
Through full implementation of the comprehensive guidance program,




school counselors have made a tremendous impact on the lives of thou-
sands of students across the state of Missouri and around the nation. If
school counselors are to continue reaching a majority of the students in
our schools and to provide maximum program benefits, they will have to
continue to redirect their efforts and continue to focus on further devel-
opment, refinement, and implementation of comprehensive guidance
programs at the local level.

“Missouri Comprehensive Guidance: A Model for Program
Development, Implementation, and Evaluation” provides school dis-
tricts, administrators, and counselors responsible for comprehensive
guidance with a structure and process that will provide maximum bene-
fits to all students in our schools. “Excellence in Education” continues to
be a major thrust within the Missouri educational system, and Missouri
Comprehensive Guidance continues to be a vital link in the achievement
of education excellence.

PURPOSE AND RATIONALE

The major purpose of the Missouri Comprehensive Guidance
Program Model continues to be the same since the inception of the pro-
gram in 1984-85: that is, to help districts develop, implement, and evalu-
ate comprehensive and systematic guidance programs K-12. To ensure
that all students gain maximum benefits from the guidance program,

local school districts develop programs based on the state model that are
sequential and developmental, with an identified scope and sequence of
program activities. The purpose of the Missouri Comprehensive
Guidance Program Model is to ensure that guidance program efforts
reach all students, that guidance is viewed as an educational program
with specific content equal to other instructional programs, that program
accountability is achieved, and that students develop and attain compe-
tencies as a result of guidance program efforts. When a comprehensive
guidance program is fully implemented, school counselors are able to
devote 100% of their time to the program, eliminating many of the
nonguidance tasks, and focusing their efforts on the personal, education-
al, and career-planning needs of the youth within their schools.

The need to refocus guidance program activities and to continual-
ly refine guidance within a programmatic framework is an ongoing
process. The process of revision and refinement is critical if schools are to
meet the changing needs of students, to meet state and federal initiatives
related to educational and career planning, and to keep pace with
advances in technology. To ensure that the Missouri Comprehensive
Guidance Program Model continues to keep pace with increased
demands, a complete revision of the total program was initiated during
the 1996-97 school year. In keeping with the state philosophy, a task force
comprising local school personnel played a key role in formulating the




process and procedures to redesign and revise the total system, K-12.
Although the Missouri Comprehensive Guidance Program is a state
model, local districts have flexibility and are encouraged to modify it in
order to meet local needs and demands.

WHAT IS THE MISSOURI MODIEL?

Conceptual Framework for the Model

The Missouri Comprehensive Guidance Program Model has two
major parts: structural and program. Within each of the two parts there
are specified components which define the total program. The structural
part consists of five basic components: program definition and philoso-
phy, facilities, advisory council, resources, and staffing pattern/budget.
The structural part of the model is primarily concerned with aspects of
the program that do not involve direct contact with students but which
are essential in the development and formulation of the overall design of
the program. The Missouri Comprehensive Guidance Program has four
major components which form the nucleus of the program: guidance cur-
riculum, individual planning, responsive services, and system support.

For many counselors, the focus on guidance curriculum continues
to be a major change within the existing program structure. The
Guidance curriculum component consists of structured developmental
experiences presented systematically through classroom and group activ-
ities. The primary purpose of the curriculum component is to provide
students with knowledge of normal growth and development, to pro-
mote their positive mental health, and to assist them in acquiring and
using life skills.

The guidance curriculum is organized around three major areas:

1. Career planning and exploration

2. Knowledge of self and others

3. Educational and vocational development
These three areas become the focus for the curriculum component at all
levels, K-12.

The individual planning component consists of activities that help
all students plan, monitor, and manage their own learning, as well as
their personal and career development. Within this component, students
cvaluate their educational, occupational, and personal goals and plans.
The activities in this component are counselor planned and directed and
arc delivered on an individual basis by working with individuals in small
groups or in advisement groups. Activities within the advisement groups
are counselor planned and initiated and can be led by counselors, teach-
ers, or other staff members,

The responsive services component consists of activities to meet
the immediate needs and concerns of students, whether they require
counscling, consultation, referral, or information. This component is




available to all students and is often student initiated. However, it is not
assumed that all students need to have counseling or consultation. While
school counselors have special training and skills to respond to these
needs and concerns, the cooperation and support of the entire faculty and
staff is necessary for successful implementation of this component.

The system support component consists of management activities
that establish, maintain, and enhance the total guidance program. This
component is implemented and carried out through activities in the areas
of professional development, staff and community relations, consultation
with teachers, advisory councils, community outreach, program manage-
ment and operations, and research and development.

MISSOURI COMPREHENSIVE
GUIDANCE PROGRAM DEFINITION

”Guidance and counseling is an integral part of each school’s total
educational program. It is developmental by design and includes sequen-
tial activities, organized and implemented by certified school counselors
with the support of teachers, administrators, students and parents. The
guidance program includes the following: guidance curriculum, individ-
ual planning, responsive services, and system support. The program is
designed to address the needs of all students by helping them acquire
competencies in career planning and exploration, knowledge of self and
others, and educational and vocational development.

While this definition is a part of the state model, local schools are
encouraged to modify this definition or to develop a similar definition for
use within their respective school districts.

ORGANIZING TO MAKE THE CHANGE TO
A COMPREHENSIVE GUIDANCE PROGRAM

Four phases and 10 steps are involved in the transition to a com-
prehensive guidance program at the local level. The process requires the
ability to envision the futurc and to invest a great deal of initial planning
and effort. It also requires healthy doses of reality testing, optimism, and
patience. The total process of restructuring a local district comprehensive
guidance program, including the phase in/phaseot’, can be expected to
take a minimum of three years.

The challenge that districts face is how to make the transition from
their current program to a program based on the Missouri
Comprehensive Guidance Program Model. The organizational structure
that is currently operational will remain in place while the new organiza-
tional plan is implemented. This, in reality, becomes the phase in/phase-
out aspect of program redesign and implementation. This necessitates a
team effort that requires full and direct support from the district policy-
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makers, including school board, superintendent, and building-level
administration.

The challenge is worth the time and energy. Developing a compre-
hensive approach revitalizes the current program, making it more mean-
ingful and responsive to changing student, school, and community
needs. The steps, outlined as follows, will enable school counselors “o
manage the process of transition to a comprehensive and developmental
guidance program. During the period of transition you must repeatedly
ask these questions: “Where are we now?” ” Where do we want to be?”
“How can we get to where we want to be?”

These questions will apply to the structure and content of the dis-
trict’s comprehensive guidance program, as well as to the existing orga-
nizational structure and curriculum of the school. For change to occur in
one aspect of the school program, change must also occur in other areas.
Following is a detailed description of each of the steps that will need to
occur during the period of transition.

MANAGING THE CHANGE TO
A COMPREHENSIVE GUIDANCE PROGRAM

There are four phases in the change process.

I. Planning: Setting the stage for the work that is to follow. Tasks
involve gaining the commitment of key people, learning about the
Missouri Comprehensive Guidance Program Model, and making an

assessment of the current program.

II. Designing: Envisioning the future. Tasks include developing a
locally relevant program and an implementation plan based on the pre-
sent and future needs of the district’s students.

IIl. Implementing: Adopting the program and putting the imple-
mentation plan into action. Tasks include the formal adoption of the pro-
gram by the Board of Education and achieving counselor job descriptions
in which 100% of the counselor’s time is devoted to the comprehensive
guidance program of the district.

IV. Evaluating: Assessing the effectiveness of the program and
reentering the planning phase of the vision.

Within the four phases are 10 steps which, when followed, will
enable the district to successfully install a comprehensive guidance pro-
gram. The steps are as follows:

PHASE 1: PLANNING

Step 1. Establishing the vision: (a) organize for the work to follow,
(b) select and meet with the steering committee, (c) understand change as
a process.

Step 2. Building the foundation: (a) become knowledgeable about
the Missouri Comprehensive Guidance Program Model, (b) develop a




locally relevant district definition and philosophy of guidance based on
the Missouri Model, (¢) meet with administration and the Board of
Education to gain support and authorization to proceed with the pro-
gram planning and designing, (d) select and meet with advisory council.

Step 3. Assessing the current program: (a) conduct time and task
analysis; (b) appoint work groups to conduct assessment of the current
program, including internal and external factors and trends; (c) report
findings and implications for planning.

PHASE II. DESIGNING

Step 4. Determining program direction: (a) complete the needs
assessment process for students, teachers, and parents and, based on
results, determine student needs to be addressed; (b)identify student
competencies that address the need areas ranked highest on the Missouri
Comprehensive Needs Surveys; (c) design the local program based on the
results of the current program assessment and the needs assessment; (d)
determine where competencies can best be achieved within the district’s
comprehensive guidance program; (e) reach consensus on priority areas
to be established and identify activities that will be used to accomplish
priorities; (f) categorize activities by the form programmatic components;
() develop a job description that will enable counselors to fully imple-
ment the district’s comprehensive guidance program; (h) determine staff
development needs; (i) develop a districtwide comprehensive guidance
program manual that can be used to ensure svstematic and sequential
delivery of the program to all students.

PHASE I1I: tMPLEMENTATION

Step 5. Obtaining Board of Education approval for the district’s
comprehensive guidance program: (a) present program to the board for
approval, (b) initiate a plan for the reassignment of nonguidance func-
t ons, (¢) conduct staff development activities.

Step 6. Managing the program: (a) implement counselor’s jab
description, put budgetary procedures, program facilities, and resources
in place, (b) establish master calendar of activities for cach month of the
vear, (¢} continue staff-development programs.

Step 7. Launching the program: {a) work with classroom teachers
to implement scquential guidance curriculum for cach grade level or
grade-level grouping, (b) plan a media event to announce the implemen-
tation of the district’s comprehensive guidance program.

PHASE 1V: EVALUATING

Step 8. Manitoring program progress;

Step 9. Assessing counselor accomplishments;

Step 10 Measuring student competency attainment program time
distribution.
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If guidance programs are to be effectively developed and imple-
mented, if restructuring is to take place, and if guidance personsiel are to
operate within the concept of a program, then they must be allotted the
time to carry out the four major components of the program. The per-
centages that follow are based on the results of projects carried out in
approximately 65 school districts, as well as results of additional studies
conducted over the last 10 years. Districts are encouraged to manage their
programs within the framework shown in Table 3.1.

Based on this suggested time distribution, it is the goal of the pro-
gram to reduce the involvement of school guidance personnel in
nonguidance tasks to 0%. However, it is also recognized, within the cor-
text of the program, that every member of the faculty has a responsibility
to ensure the effective management of the school. Thus, “fair share”
responsibilities, when equitabiy distributed among all faculty, are acceptable.

INVOLVEMENT OF OTHER KEY INDIVIDUALS
IS CRITICAL TO PROGRAM SUCCESS

The success of the Missouri Comprehensive Guidance Progiam
Model is based exclusively on its merits and the overall impac! that com-
prehensive guidance wili have within the school system. The successful
infusion of the Missouri Comprehensive Guidance Program Model into
483 school districts throughout the state of Missouri has depended on the
acceptance and endorsement of key groups and individuals responsible
for directing the future of Missouri education. The road to statewide
implementation began with the understanding, acceptance, and endorse-
ment by the State Board of Education, the State Commissioner of
Education, Department of Education leaders and the Missouri School
Counselors Association. Additionally, to ensure that other groups became
knowledgeable about the model, presentations were made to the
Missouri School Boards Association, the Missouri Association o1 School
Administrators, the Missouri Association of Elementary School
Principals, and the Missouri Association of Secondary School Principals.
The Missouri School Boards Association has included a policy statement

Guidance Individual  Responsive System
Curriculum Planning Services Support

tlementary 35%-45"% 5%-10% 30%-40% 10%-15%
Middle/Junior High 25%-35% 15%-25% 30%-40% 10%-15%
High School 15%:-20% 25%-35% 25%-35% 15%-25%

Table 3.1. Time framework suggested for carrying out the four major components
of comprehensive guidance.




relative to comprehensive guidance in its policy manual and the other
groups have endorsed the Missouri Comprehensive Guidance Program
Model.

If a program of this magnitude is to be successfully implemented,
it must be a team effort involving other individuals in the school system.
The building-level administrator is key to the success of the program. It
is this individual who ultimately has the responsibility for the success of
all programs, including comprehensive guidance. It is the responsibility
of the administration, both at the district and building level, to become
knowledgeable about the Missouri Comprehensive Guidance Program
Model and to approve and support the local implementation plan.

If the guidance program is to be successful and meet the needs of
all students, the administration will have to be responsible for the fol-
lowing: to make sure that adequate time and resources (finances, time,
staff, etc.) are provided for counselors to develop the program; to support
the necessary changes and restructuring during program implementa-
tion; to ensure that the school staif and the public are informed about the
aims and purposes of the comprehensive guidance program.

Key to successful implementation of the district's comprehensive
guidance program is the involvement of teaching staff. The involvement
of teachers is critical; they should have the opportunity to volunteer, and
they should be actively encouraged to participate in program planning
and implementation. Counselors and teachers must work together as a
team in order to plan and deliver the guidance-learning activities which
are the basis of the curriculum component. Guidance learning activities
must be presented in appropriate content areas, therefore the counselor
and teacher, as a team, should decide when, and under what conditions,
these units are to be presented in order to achiecve maximum impact with
the students.

Since the initial development of the Missouri Comprehensive
Guidance Program Model in 1984 and throughout the continuous refine-
ment, revision, and statewide implementation to date, the extensive
involvement of hundreds of counselors, administrators, central office
staff members, and counselor educators has been vital. The extensive
involvement of local district personnel from across the state has ensured
that the model is understood. The need for a comprehensive guidance
program which will assist all students has become a reality throughout
the state of Missouri.

Within Missouri’s higher education system, there are 11 universi-
tics that have graduate programs offering a masler’s degree in school
counseling. All of Missouri’s counselor education programs now require
course work in comprehensive guidance, based on the Missouri Mode)
and its components. Additionally, plans are being developed to ensure
that all cducation administration students have course work in the model.




As with most programs of this magnitude, it is essential to have an
advisory group. The Missouri Comprehensive Guidance Program is no
exception. Since 1985, the advisory group has played a key role in help-
ing to establish program guidelines to develop inservice programs, to
coordinate extensive program research, and to determine future program
direction.

MISSOURI COMPREHENSIVE GUIDANCE AND
THE MISSOURI SCHOOL IMPROVEMENT PROGRAM

The Missouri School Improvement Program is designed to pro-
mote excellence in the public schools of the state. The state of Missouri
has a dual responsibility for the quality of education provided its citizens.
First, it must ensure that all schools meet certain basic standards. Second,
it has a responsibility to see that the schools continue to strive for excel-
lence in an increasingly competitive world. The state’s vision and expec-
tation for quality schools are set forth in standards which are organized
in three sections: Resource Standards, Process Standards, and
Performance Standards. The standards and indicators that drive the
Missouri Comprehensive Guidance Program Model are incorporated in
the Process Standards. These standards are concerned with the qualita-
tive dimension of schools and include standards on curriculum, instruc-
tion, instructional climate, learning resources, guidance and counseling,
professional development, special programs, governance and adminis-
tration, facilities and safetv, and support services. Each of the Process
Standards incorporates multiple criteria and cannot be easily quantified.
Therefore, assessment of process standards is accomplished through an
on-site review by a team of trained individuals. Each of the school dis-
tricts throughout the state will have an on-site visit once every five years,
It is through this process that guidance programs are reviewed against
the standards and indicators that follow.

1ILIA - Structured developmental experiences are presented sys-
tematically through both classroom and group activities in grades K-12.

* 1. The guidance curriculum addresses students’ needs in the
areas of career planning and exploration; knowledge of self and others;
and educational, vocational, and carcer development, including effective
employment-secking and employment-retention skills at grade levels 7- 12,

* 2. Based upon needs assessment data collected at least once
every three years, the written guidance curriculum is develepmental and
sequential in nature and is articulated through all grade levels to ensure
continuity of learning and the extension of skills, knowledge, and com-
petencices.

* 3 Compelencies to be addressed through the guidance curricu-




lum and other aspects of the comprehensive guidance program have
been identified and prioritized based on needs assessment data obtaired
through a survey of students, staff, parents, or guardians administered
every three years in grades 4-12.

11.1B  Students are provided opportunities to develop, monitor,
and manage their educational and career plans through a structured, sys-
tematic, individual planning system.

¢ 1. Activities and procedures provide a comprehensive program
of career awareness and exploration in grades K~12.

® 2. A system for individual planning (which includes the neces-
sary forms and procedures and begins no later than seventh grade) pro-
vides assistance to students, in collaboration with parents and guardians,
to develop educational and career plans. It includes assessment, advise-
ment, and identification of short- and long-range goals.

* 3. Educational and vocational information resources are readily
available to students.

11.1C Students have access to responsive services that assist them
in addressing issues and concerns that may affect their personal, social,
educational, vocational, and career development.

* 1. Responsive services, which include individual and small-
group counseling, crisis counseling, and referral to other agencies or pro-

fessional resources, are provided to students as needed.

* 2. The district has board-approved policics and procedures to be
followed when referring students to outside agencies or resources.

* 3. Consuitation is provided to teachers, administrators, and par-
ents or guardians regarding individual student’s academic progress and
personal/social concerns.

11.1D Management and support activities are in place for imple-
menting the comprehensive guidance program.

* 1. Information and assistance is provided to teachers, adminis-
trators, and parents relative to individual student educational progress
and personal/social concerns.

* 2. School counselors inform students, staff, the Board of
Education, and school district patrons about the guidance program'’s pur-
poses and practices.

3. School counselors (grades 7-12) periodically interact with or
visit community agencies, work sites, personnel in business and industry,
and postsecondary training facilities to stay current with various employ-
ment and training needs.

1L1E A guidance program is implemented in cach attendance
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center and appropriate structures and procedures are in place to evaluate
the districts guidance program.

¢ 1. A written, districtwide procedural plan which contains a defi-
nition of the guidance program, a statement of program philosophy, iden-
tified competencies, service delivery activities, and procedures for evalu-
ating the guidance program has been adopted by the Board of Education.

¢ 2. Guidance facilities, equipment, and resource materials needed
to implement the guidance prograin are provided. The guidance facility
provides for privacy.

¢ 3. An advisory committee, comprising school and community
members, has been established. It reviews the guidance program’s activ-
ities and is actively functioning,.

4. School counselors are evaluated using a performance-based
format which is based upon job descriptions designed around the dis-
trict’s comprehensive guidance program.

5. The district’s comprehensive guidance program is coordinated
by a person with school counselor certification.

6. Ethical, legal, and professional standards for school counselors
are included in the district’s procedural guidance plan.

**Note: Those indicators identified with a black dot must always be
addressed within the written report and will be utilized in determining
the degree to which the district is meeting the intent of the program.

Relevant information in relation tc non-black-dot indicators should also
be included in the report.

CCNCLUSION

School counselors have a responsibility to provide a comprehen-
sive guidance program, with appropriate content and structure, that will
address the needs of all students in grades K-12 within the school system.
To facilitate this, counselors must work closely with administration,
teachers, staff, and parents in order to enhance their effectiveness iri
working with students. School counselors have to assume a major
responsibility to ensure a quality, comprehensive guidance program
which centers around the following:

1. Teaching and implementing the appropriate curriculum and
guidance learning activities to meet the identified needs of students;

2. Guiding and counseling, both individuals and groups of stu-
dents, through the development of educational and career plans;

3. Counseling both small groups of students and individual stu-
dents with problems;

4. Consulting with teachers, staff, and parents regarding the devel-
opmental needs of students;

5. Referring students with severe problems to appropriate commu-




nity resources after consultation with appropriate parties;

6. Participating in, coordinating, or conducting activities which
contribute to the effective operation of the school;

7. Evaluating and revising the building guidance program;

8. Pursuing professional growth opportunities.

Through the continued refinement and implementation of
"Missouri Comprehensive Guidance: A Model For Program
Development, Implementation and Evaluation,” we have found an effec-
tive means to ensure that there will be quality guidance programs—
developmental and systematic by design—in schools throughout the
state of Missouri. Emphasis on guidance as a program is a way to demon-
strate that schools are committed to ensuring the future success of all stu-
dents.

A key concept, both at the state level and the local level, is the
process of “continuous improvement”’—going about the process of
strengthening the program and making it better and better, day by day. If
this is accomplished, we will truly help our youth meet the challenges
that they will face in the years to come.




Comprehensive Guidance
Program of the
St. Joseph District

'MARK HARGENS .
JUDITH K. FUSTON

The $t. Joseph School District is located in Buchanan County in the
northwest part of the state of Missouri. The city of St. Joseph covers 44.6
square miles and has a population of 71,852 residents; Buchanan county
has 83,083 residents. The school district routinely serves 12,000 to 12,500
students in 18 elementary schools, 4 middle schools, 3 high schools, and
1 vocational technical school. The city population could best be described
as predominately working class with a long history of manufacturing
employment. §t. Joseph is historically best known as the place where the
Pony Express began and Jesse James ended.

In the early 1980s, schools in the St. Joseph School District were
experiencing a recession in educational funding and a decline in enroll-
ment. This was a time of financial retrenchment and a general question-
ing of what was important to provide in the schools. Against that back-
drop, a group of counselors began meeting to assess what they were
doing and its importance to the educational process. It quickly became
apparent that across the St. Joseph District, schools were not providing
the same guidance services. Some provided personal counseling pro-
grams; others provided only academic advisement to students. There was
neither a common vocabulary among counselors nor an agreement on
what counselors should be doing. Guidance personnel agreed that this
was not a good situation and decided to begin a process of defining guid-
ance and counseling in the district.

The decision to want to change was a major step we stumbled into
inadvertently. Dr. Norman Gysbers talks about the change process in his
book Improving Guidance Programs (Gysbers & Moore, 1981) and notes
that deciding to change is the first step of the change process.

This first step led us into a three-year program that involved
assessing our program, deciding to adopt a new program model, and
moving through the transition to the new model. It was net a quick or
easy process.




We formed working subcommittees that had differing responsibil-
ities. One subcommittee was responsible for developing and initiating a
study to get a true assessment of how counselors were spending their
time. A second subcommittee was formed to visit other school districts
known for having good guidance and counseling programs. A third sub-
committee held a series of counselor meetings in which counselors were
asked to identify services and activities that were needed but not provid-
ed by our counselors. All of this information was then assembled and
given back to the general committee composed of counselors, parents,
administrators, and school board members.

From this data, a picture began to emerge of what St. Joseph want-
ed as a comprehensive guidance and counseling program. Some of the
central tenets agreed upon for our program were the following: (a) it
should provide benefits to all children, (b) it needed to be developmental
from kindergarten through 12th grade, (c) it needed an effective curricu-
lum, and (d) it needed structure and a shared descriptive vocabulary.

With these tenets in mind, we initiated a guidance program
described in great detail by Gysbers and Henderson (1994). This program
organizes the comprchensive guidance program around four compo-
nents: a curriculum componerit, an individual planning component, a
responsive services component, and a systems support component.

The model desciibed above was adapted by the state of Missouri
and published as the Missouri Comprehensive Guidance Model in 1986.
In this model, there is an effective curriculum for students K-12. There is
also an individual planning component where students are presented
with relevant information and assisted in making educational or voca-
tional decisions. A responsive services component continues to provide
counseling, referrals, and consultation to students with problems or con-
cerns. Systems support refers to all the duties a counselor needs to com-
plete in order to keep the comprehensive guidance program functioning
smoothly.

Our adapted model also required a serious look at what activities
would be provided under each component and what percentage of time
would be allocated for each component. Our original program and time
allocations are shown in Table 4.1 (Hargens, 1982).

This model has been updated regularly. A total revision was com-
pleted in 1993 and included changes in adtivitics and time allocations as
shown in Table 4.2 (Fuston, 1993).

The great thing about this model is that counselors are in charge of
their own program. It is flexible and can be altered or revised regularly. It
provides a framework for discussing counselors’ roles with administra-
tors, school board members, and the public. Most important, it allows all
students to receive the expertise of a guidance counselor.

A guidance curriculum is often a new concept to many counselors
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PERCENT OF TIME ALLOCATED

L E.S. M.S. H.S. .
Curriculum Component 35% 25% 15% :
Classroom and large-group presentations
a. Guidance curriculum X X X w
b. Drug/alcohol curriculum X X X \~
Individual Planning 10% 20% 30%
a. Educational/vocational counseling X X X
b. Placement X
¢. Advisement X
d. Career counseling {individual) X
Responsive Services 45% 40% 30%
a. Consultation X X X
b. Personal counseling (small-group/individual)  x X X
c. Qut-of-district referrals X X X
d. Crisis counseling X X X
Systems Support 10% 15% 25%
a. Registration X X
h. Research X X X ‘
c. Testing X X
d. Orientations X X
e. Inservice X X X
f. Scholarships X
#. Curriculum-development support X X X
T 00%  100%  100%

Table 4.1, Original program time allocations.
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PERCENT OF TIME ALLOCATED

I. Curriculum Component

Classroom and large-group presentations
a. Guidance curriculum
b. Drug/alcohol curriculum

i1 Individual Planning

i.. Educational and vocational counseling
b. Placement

c. Advisement

d. Career counseling (individual)

Iil. Responsive Services

a. Consultation

b. Personal counseling {group/individiual)
c. Out-of-district referrals

d. Crisis counseling

N. Systems Support

. Registration
. Research
. Testing
. Orientations
. Inservice
Scholarships
. Curriculum-development support
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Table 4.2. Revised program time allocations,

ESe M HS VI
25% 20" 15% 10%
X X X
X X X
5%  15% 30%  40%
X X X X
X X
X X
X X X
60%  50%  35%  30%
X X X \
X \ X X
X X N N
X X X X
10%  15%  20%  20%
% X X
X X X X
X \ X
% X X
A X X X
X X
X x X X
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(Gysbers, 1990). Our model identifies competencies at each grade level.
Those competencies are then turned into learner outcomes that can be
measured. Individual counselors can choose to address the competencies
through purchased materials, homemade items, or whatever else they
can think to try. Each counselor then goes into classrooms for a specified
amount of time to deliver the curriculum. Examples of our curriculum'’s
competencies follow:

Kindergarten

Objective 1: I understand and like myself.

Learner Outcome: I can illustrate and name three things about
myself that are unique and special.

Objective 3: I know how to listen.

Learner Qutcome: I will state and apply the rules of group discus-
sion and model appropriate listening skills.

Objective 5: I know what drugs are and what they do to people.

Learner Qutcome: I can name four drugs and can tell if they are
harmful or helpful.

Fifth Grade

Objective 1: T know some things that cause stress in life.
Learner Outcome: T can list three things that cause stress in life.
Objective 3: T understand my friends and classmates.

Learner Outcome: I can demnonstrate an understanding of another
person’s point of view

Objective 5: I understand people who are different than me.

Learner Outcome: | can identify four groups of people who are dif-
ferent than we. I can describe my experience with being different.

Eighth Grade

Objective 1: 1 know how to explore careers in which | may be interested.

Learner Outcome: I can identify three careers I might be interested
in and tell why I am interested.

Objective 3: I understand how my thoughts and feelings affect my
behavior.

Learner Outcome: 1 can describe a past situation where my
thoughts and feelings led to unacceptable/acceptable behaviors.

Obijective 5: T respect other people even though they may be different.

Learner Qutcome: | can discuss differences in cultures and reli-
gions with others in a respectful manner.

Twelfth Grade
Objective 1: T know how to develop a career plan,
Learner Qutcome: [will develop a five-year career plan including




a specific career choice and the education/training necessary to achieve
that choice.

Objective 3: 1 know how to obtain scholarship and financial-aid
information.

Learner Outcome: I can show others how to access scholarship and
financial-aid data from any institution.

Objective 5: I know what my goals are and the value of these goals.

Learner Outcome: 1 will state my goals in my five-year career plan.

Development of delivery of the guidance curriculum continues to
allow expression of individual counselor talents. Some elementary coun-
selors use hand puppets, others use storytelling or songs. The medium
does not matter as long as the particular competency identified for a
grade level is addressed. This flexibility is very necessary for counselors
who, by their nature, are often very creative and talented. This is true for
counselors of all grade levels.

SUCCESSFUL OUTCOMES

Need for Counselors

In the 10 years we have been using this model, St. Joseph has cho-
sen to hire an additional 11 counselors. Schools in the district received
State Department of Education grants to fund the positions in the begin-

ning, then slowly absorbed the cost through local funds. Most of these
were at the elementary level as few were employed when the maodel pro-
gram was initiated.

Paraprofessionals were added in the high schools to work individ-
ually with students on career exploration, college searches, and financial-
aid information. These people, one at each high school, were funded
through the AmeriCorps program, President Clinton’s “internal
PeaceCorps.” Besides providing human resources, this grant brought
techinology and guidance materials to the high school counseling offices.
Secretarial help was added at the high school levels and middle school
levels to help reduce paperwork.

Counsclors are considered indispensable by teachers and adminis-
trators. We cxperienced another round of budget cutting in the carly
1990s and instead of talking about reducing the guidance and counscling
department, talk centered around increasing it. The district goals of
reducing the dropout rate and encouraging healthy children have
increased the vitality of the counselor’s role.

Technology

Because so much of the work demanded ot high school guidance
personnel involves records, and because the department is always look-
ing for a way to “work smarter,” a group of counsclors was encouraged
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to research computer programs that could streamline record keeping,
make information instantly available, and be time efficient.

After a year of demonstrations and heated conversations, a com-
puter program that could offer this tc the high school/middle school set-
ting was chosen. Two years later, St. Joseph counselors had state-of-the-
art hardware on their desks. They use a state-of-the-art computer pro-
gram (SASI-XP) to make schedule changes, view health- and discipline-
related concerns, understand attendance concerns, and gather a holistic
picture of a student instantaneously. These counselors are working
smarter through technoiogy.

The guidance department has never been closer than we are now-—
only a keystroke away! Thanks to a fiber-optics network, all buildings in
the district are connected, allowing department members to communi-
cate through the “Quick-Mail” system. Meeting notices, general informa-
tion, and staff-development opportunities are but a few categories of
news that can be disseminated through the Quick-Mail system.
Counselors can also provide consultation to one another on difficult
cases.

Technology has provided the high school career centers with the
ability to be connected to the world. Working through the Internet, stu-
dents can connect with colleges, community colleges, trade schools, etc.
Costs, prerequisites, and other pertinent information can be transinitted
instantly. Through the magic of CDD-ROM, students can learn about thou-

sands of careers and even be interactive with folks who do that particu-
lar work. Computer programs connected with closed-circuit television
allow the whole school to view career information daily. Working smarter
is personificd daily in the career centers of the St. Joseph School District.
We are also working to keep the centers open a few evenings a week so
that parents can use the available technology.)

SPECIAL AT-RISK PROGRAMS

Elementary School

1. "KIC”

Designed for children in grades 4-6, KIC (Kids in Charge) is an
after-school training program featuring an individualized curriculum to
improve skills for students who may go home to an empty house. These
include general home safety, neighborhood safety, cooking safety, nutri-
tion, food preparation, hygiene/health, dental health, clothes care, self-
evaluation, and review. Parents have praised KIC for its training value in
important life skills. More parents are becoming involved, helping with
tutoring and fund-raising activities, Started by an clementary counselor
and a preschool teacher three years ago, KIC has now expanded to eight
schools.




2. “FLASH”

Designed for children in grades K-3, FLASH was a collaborative
effort of an elementary school counselor and a school nurse. Together,
they planned lessons that taught low-income students the skills of hand
washing, diet planning, proper dressing, hygiene, and other health-pro-
moting activities. Originating in one school, FLASH is now replicated in
several of the district’s elementary buildings. Community dollars have
helped fund this program.

3. Peer Helpers

Found in many elementary buildings, peer-helping groups match
academically challenged siudents with their socially adept, academically
achieving peers. Designed by an elenientary school counselor, this pro-
gram features up-front training for the "helpars” and ongoing support
for them. It also offers staff development for teachers on ways to best real-
ize the benefit of peer helpers.

Middle School

1. "Choices”

By cofacilitating with a staff member from the Y.W.C.A., middle
school counselors provide Choices groups. The purchased curriculum
teaches small groups of adoiescents such skills as decision making,
understanding and predicting consequences, and self-appreciation. This
eight-week program, paid for by a grant submitted by the YW.C.A,, gives
middle school girls the opportunity to bond with caring adults and peers.

2. "Natural Helpers”

The Natural Helpers program is based on a simple premise: Within
every school an informal helping network exists. Students facing problems
naturally seek out other students whoin they trust. They seek them out
for advice, for help in getting assistance, or just for empathetic listening.
The Natural Helpers program utilizes this existing helping network and
provides training to students and adults who are already serving as infor-
mal helpers. It gives them skil's to more effectively help others. Natural
Helpers includes a cross section of students that are identified and select-
ed by schoolwide student surveys. After the helpers are identified, they
are invited to participate in a training werkshop. The training covers
communication and decision-making skills, information on major prob-
lems facing students, and awareness of their limits as helpers. it helps
them to listen empatheticz:ly and to help others make their own choices.
Then they work in a variety of roles within the school such as providing
one-to-one listening, tutoring, support and referral, and guidance.

High School

1. Carcer Awarencess

Working with an AmeriCorps carcer technician, the high school
counselors provide seminars on careers to students with similar interests.




Using video, CD-ROM, closed-circuit television, and computer pro-
grams, counselors educate students on types of post-high-school training
needed, aptitudes best suited for that career pathway, and job and career
possibilities. Connecting school to work seems to be a message many at-
risk youth really understand.

2. Pride

These groups bring together students who have concerns with sub-
stance abuse. Counselors receive facilitator training. Usually a Pride
group is cofacilitated by a teacher and a counselor. Pride groups begin in
the seventh grade and are offered throughout high school.

CONFLICT MEDIATION

Long before Missouri passed special safe-schools legislation, coun-
selors in St. Joseph, Missouri started working systematically to help make
schools safer. The skills of conflict resolution are taught to every student.
Counselors have been trained in conflict mediation and have, in turn,
trained school staff and students. Most elementary schools in town have
active conflict-mediation programs. Middle school counselors were the
first to be trained and to initiate formal mediation in the school setting,

Since the fall of 1994, high school counselors have been working to
bring mediation to secondary schools. Through a program called “Project
Peace,” teachers, vice principals, and students from the city’s three high
schools have worked together to learn the necessary skills to become
competent mediators. School officials have been trained by administra-
tors from other districts, and in the spring of 1996, formal conflict medi-
ation was a discipline alternative in St. Joseph high schools.

This is another important piece in the crisis-management puzzle.
St. Joseph counselors were so skilled at this, that in the summer of 1995,
the Missouri Department of Health and Safety contracted with the guid-
ance department to teach others in Northwest Missouri these important
skills. That summer, St. Joseph counselors trained over 300 people in the
process of conflict mediation and the personal skills of conflict resolution.

COMPREHENSIVE CRISIS MANAGEMENT

As a counseling department, we have studied various facets of cri-
sis management. We have developed crisis teams in all our schools and
have learned (through reading and practice) how to deal efficiently and
systematically with a crisis. We have studied adolescent suicide and
childhood depression and have learned to recognize, find help for, or
react to affected students. Our counselors are available to all St. Joseph
schools in times of crisis; they are also available to schools in the sur-
reunding area. Dealing with crisis is one of our hardest jobs, but we have
been trained to handle it. Help provided in this area by the Missouri
School Counsclor Assaciation has been invaluable,




Inservice

Systematic professional development is provided for all coun-
selors. Decisions on topics come from surveys and ideas generated by
counselors. Recently, our counselors have had the opportunity to attend
inservices, including the following: “How the Grief Process Works,”
“Suicide Prevention,” “Childhood Depression,” ”“Sexual Harassment,”
“Stopping Violence,” “Drug and Alcohol Group Training,” and
“Operating the SASI Software.” There are also monthly counselors’ meet-
ings and a mentoring program for new counselors.

Budgeting

Although schools of the St. Joseph School District have continued
to increase the number of counselors on staff, they have been less enthu-
siastic about increasing the budget for materials and supplies. As a result,
our counselors have become very adept at finding other ways to get the
items they need. For example, a community collaboration of youth-serv-
ing agencies, the St. Joseph Youth Alliance, paid for conflict-mediation
training for students and staff and for peace-education materials.

Often, elementary counselors want to run groups that require large
quantities of materials. The Kids in Charge program is an excellent exam-
ple. This after-school club teaches children, who find themselves home
alone, safe ways of coping. Once again, the St. Joseph Youth Alliance pro-
vided funding—first for one school and then for any school that showed
an interest in having the program.

Through a large federal grant from AmeriCorps, the department
was able to fund not only a state-of-the-art career center but career tech-
nicians to run them as well. Timely materials, an attractive setting, a
knowledgeable assistant—all these things have been made possible
through this federal grant.

Professional development and “Safe and Drug-Free School” dol-
lars have also helped the counseling department. Yearly, many go to the
Missouri School Counselors Convention with their way partially paid by
the professional-development budget. Recently, Safe and Drug-Free
School money has allowed counselors to learn more about the “Love and
Logic” philosophy. Speakers have come to St. Joseph, counselors have
traveled to conferences, and books, tapes, and manuals have been pur-
chased and distributed. This collaborative cffort has greatly enhanced the
expertise of the department.

St. Joseph is a wonderful school district, but it is not wealthy.
Unfortunately, many innovations take dollars. Often, things happen
because grant money is pursued—AmeriCorps Grant (Federal), At Risk
Grant (Department of Elementary and Secondary Education), Project
Peace {privately funded), and Project PAYOFF (state dollars). These
grants have been written for the department at the district level.




However, many counselors write grants to fund programs at the building
level. We have been successful and it has allowed our program to grow.

SPECIAL PROBLEMS

Thank goodness for diagrostic consultants! In the St. Joseph School
District a decision was made to have professionals manage the referral
and testing process for special education. This allows the counselors to be
free from a duty that, in many districts, consumes 50% of a counselor’s
time. Counselors still attend many conferences or LE.I. meetings that
iriclude discussions of services we presently offer or can potentially offer.

In many of our schools, individual counseling time was reduced
and that time reallocated by the counselor-to-the-curriculum component.
This created a need for more efficient yet effective ways of handling stu-
dent concerns. A need for group counseling became apparent. Yet, many
of our more experienced counselors were not comfortable with that deliv-
ery system. This spawned a series of inservices that focused on how to
facilitate groups. These inservices were provided by local practitioners
who provided group counseling for mental-health agencies. Today we
run groups in collaboration with a variety of community agencies.

The biggest challenge to our model came from the high school
level. Counselors there were spending inordinate amounts of time with
registration, advisement, and course selection. A great discussion ensued
about whether or not those responsibilities should be a part of the coun-
selor’s role. After much debate, we agreed to keep those activities and to
focus on reducing the amount of time spent on them. This continues to be
a challenge, although technology has helped us bring the time spent clos-
er to our goal. We have completed a fiber-optic system within and among
all of our schools. Additionally, we have adopted a software program that
allows counselors to directly type in a student’s curriculum choices as
they talk to them about their career-related classes. This has reduced
paperwork, bubble sheets, computer lists, and the time spent on these
activities.

Getting any educator, let alone counselors, to think about evalua-
tion of their program is a challenge. Several methods have been used,
including a teacher- and student-satisfaction survey, knowledge evalua-
tions of curriculum units, student pre- and post-questionnaires and, of
course, supervisor evaluations. This arca is perhaps still the weakest part
of our program, with not enough attention to the details. It continues to
be a major challenge.

St. Joseph counselors were part of the solution—and vet some were
also a part of our problem. Some counselors want onlv to provide indi-
vidual and group counseling. Others feel comfortable acting only as edu-
cational adviser to students. It was, and is, a real challenge to convince
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these counselors that a more balanced approach reaps significant divi-
dends. Thus, student rieeds are better met, and all students receive bene-
fits from the program.

ADVICE TO NEW IMPLEMENTERS

Do not simply accept a guidarice model from another district and
implement it at your school. It is important to your counselors that they
have a hand in analyzing their present program, dream about what could
be, and plan for a new program. Counselors resist a prepackaged pro-
gram that they had no part in planning. Each school district has its
unique characteristics that require a difference in programs. Cookie-cut-
ter programming is not acceptable.

On the other hand, counselors need exposure to comprehensive
models for guidance programs. This particular model offers a very bal-
anced approach to the services that counselors could and should offer. It
offers individuality in the curriculum, group and individual counseling,
and a variety in career and educational planning. 1t only specifies com-
petencies, not how to accomplish those competencies. For example,
schools in your district may have a problem with excessive violence.
Under this model you might address that in the curriculum or perhaps in
group counseling. Schools in every district want students to understand
and express their feelings. This might be a common curriculum unit in
the counseling curriculum of all schools. The choice of what to address
and how to address it is yours.

Take your time. This is a multi-year project. Even after you have it
fully developed, vou will find yourself changing it as vour students’
needs change. By taking vour time and getting counselors to work on it,
they will begin to develop an ownership of their program. With the own-
ership will come a common vocabulary and a greater understanding of
their role. Activities are not just “things to do,” but are part of a larger
plan to meet the needs of students and their school.

PLANS FOR THE FUTURE

There are many things we would like lo mmprove upon.
Technologicaily, we need to maintain focus on improving connectedness
among counselors and with community agencies for assistance, consul-
tation, and information sharing. Constant inservice on new software will
be required. We can envision a time when school counselors will be pro-

vided with a consulting service or mavbe even a high level of supervision
through technology, We must also continue rescarching wavs whereby
students and parents receive the benefits of more information about edu-
cational choices and careers.




Like all of you, we are consistently trying to minimize time spent
on nonguidance duties. Often, administrator and teacher expectations of
the counselor fall into this area. This problem is more acute at the high
school level and middle school level where counselors served many years
in various roles before our compreheisive program was instituted. The
expectation that counselors should be available at any time, that coun-
selors should serve as registrars, and that counselors should spend more
time with paper than people, is hard to break. However, a unified coun-
seling department and an administration that supports a comprehensive
program is slowly moving forward.

Finally, there is a realization that counselors cannot go it alone. In
St. Joseph we are encouraged to collaborate with other agencies, busi-
nesses, school programs, and parents to bring resolution to some of the
larger community issues. For example, the dropout rate couldn’t be low-
ered without working with social service agencies, businesses that hire,
Adult Basic Education, and parents of at-risk students. In other areas,
community support must be pursued and obtained to maximize the
counselor’s effectiveness in dealing with a problem like abuse, alco-
holism, and suicide.

CELEBRATING SUCCESS

Take time to celebrate success. Our dropout rate went from a four-
year cumulative rate of 26.5% to 15.9% in the last eight years. Counselors

had a big role in this improvement. The number of violent incidents in St.
Joseph schools has declined due to active conflict-mediation programs.
Counselors had a big role in this improvement. Our schools had no orga-
nized method of handling crises until four years ago when they received
a manual and training for their staff. Counselors had a lead role in this
improvement. Students had little access to career or college information
until centers were organized three years ago to provide comprehensive
video, computer, and print sources plus a staff member to lead them
through it. Counselors had a lead role in this improvement. Get the idea?
There has been much success that we must tell each other about and cel-
ebiate!
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The Comprehensive
Guidance Program at
Cassville, Missouri

. GAYLE FIELDS
" PATRICIA MANLEY.

Located in the heart of the Ozarks, Cassville is a rural school district
of approximately 300 square miles in the southwest corner of Missouri. The
Cassville School District is located in one of the fastest growing areas in
the state and encompasses a diverse economic mix of farming, tourisin,
manufacturing, smail business, and a growing poultry industry.
Although excellent educational opportunities are available to the students,
itis one of the state’s lower socioeconomic regions. The district has a very
mobile population which makes it difficult for students to attain a solid
educational foundation. To help compensate for this mobility, the
schoolwide curriculum and Comprehensive Guidance Program are
designed to be both developmental and sequential. As the Comprehensive
Guidance Program moves statewide, students who move from district to
district will no longer lose out.

With the adoption of the model at Cassville, students and parents
have become aware of the fact that the administration and counseling staff
are committed to providing a program which will create a meaningful edu-
cational experience for every student.

During the 1985-86 school year, the Cassville R-4 District was con-
tacted by the Guidance and Placement Section of the Missouri
Department of Elementary and Secondary Education and asked to serve
as a pilot school in the implementation of Missouri’s Comprehensive
Guidance Program Mode! on the secondary level.

In addition to the framework and components already developed
by the Guidance and Placement 5ection of the Missouri Department of
Elementary and Secondary Education, counselors from the pilot schools
were to gather information and construct classroom guidance curriculum
units. These units were later edited and placed in activity kits Lo support
the development of guidance curricula at the local level, These activity
kits were then made available to counselors throughout the state,

After the success of implementing the program on the high school




level, the state developed the middle school and elementary school com-
ponents. Cassville Middle School and Eunice Thomas Elementary School
were asked to serve as pilot schools in the implementation of the second
phase as well.

ATTRACTIVENESS OF THE MODEL

Unlike many schools who adopted the model after seeing the ben-
efits attained by the pilot schools, Cassville, as a pilot school entered into
the program only to find out later that we were helping to develop a com-
prehensive guidance model that would reform guidance programs
throughout the state of Missouri.

When we entered the program we felt that we had a strong guid-
ance department. We soon realized, however, that although we were
working very hard to present career materials, work with the college
bound, and help students chronically in need of personal counseling, we
were, in reality, missing a significant percentage of the student popula-
tion. During the first meeting we participated in, expectations for imple-
menting the model were discussed and we quickly realized that our
guidance program was running us. Rather than taking time up front to
lay out a comprehensive plan and develop a schedule to accommodate
the plan, we spent most of our days responding to individual student,
teacher or administration requests. In essence, we were putting out fires
with a squirt gun. We found that we were not alone but, in fact, this was
a pervasive problem common to all of the pilot schools. The model
offered an alternative by providing a framework for guidance programs
statewide. Ths model enables counselors to deal with such issues as
accountability, effective time management, increasing the number of stu-
dents served, clarifying the counselor’s role, and establishing a clear-cut
way to evaluate the effectiveness of the program. The model provided
structure, yet allowed us to assess the needs of our students and design a
program to meet those needs.

One of the most attractive aspects of the comprehensive model for
Cessville was the curriculum component, as it allowed us to provide
iaformation in group settings rather than individually by request. As a
pilot school, we were asked to do a needs asscssment to determine the
specific inzormation needed by our students. Once this task was accom-
plished, we designed relevant curriculum units to use in the classroom
setting. Although we were initially concerned about the time expenditure
involved in doing the nceds assessment and developing and presenting
the curriculum units, we actually found that we had a reduction in the
amount of time needed to cover such topics as college admissions proce-
dures, information on careers, and job-readiness skills. In additior: to
reducing what would have otherwise been a repetitious method of dis-
seminating information, it enabled us to reach a larger audience.
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Classroom presentations allowed us to become more visible and ulti-
mately more approachable. As a result, those students who we had not
previously been serving felt comfortable in seeking our help.

Another very beneficial aspect of the comprehensive model was
that it definitely clarified the role of the counselor. Prior to the develop-
ment of the model, counselor training programs themselves were very
diverse, giving counselors only a vague understanding of what their
duties should encompass. In the past, many graduate programs focused
primarily on personal and crisis counseling with little emphasis on devel-
oping a suitable program for a school environment. Thus, much of our
training was not geared to prepare us for what we were expected to do.
As a result of the implementation of the model, many graduate programs
now include the comprehensive guidance model as part of their coun-
selor education program.

The diversity found in counselor training gave counselors and
members of school districts little idea of what a counseling program
should entail. Thus, each program had a different focus. Without a clear-
ly delineated role, counselors fell into many nonguidance activities such
as substituting and performing quasi-administrative tasks and secretari-
al duties. Although the model presented many responsibilities for coun-
selors, it also indicated those duties that were clearly outside the realm of
guidance. ‘

We found that a clearly defined role provided administrators and
counselors with a yardstick to measure accountability and program effec-
tiveness. The model’s standards provide for uniform guidance ~tandards
throughout the state. This enabled us to have the flexibility to design our
own program within a framework. A common framework provides a
uniform means with which to hold counselors and guidance programs
accountable. Prior to the model’s implementation, it was difficult to
assess accountability because much of what counselors did was with
individual students. Now, with the rnodel guidance program in place, we
no longer struggle to prove our accountability; our presence in the class-
room allows us to reach more students, as well as being a more visible
part of the total school curriculum.

As a result of using the Comprehensive Guidance Program Model
statewide, guidance programs at the local level are assessed by the same
set of uniferm standards. Although the state does not require us to be a
part of the model, most schools participate in order to meet statewide
standards established as a part of the Missouri School Improvement
Program. The statewide evaluation process gives recognition to guidance
as an integral part of the total school, not as an ancillary service. Schools
that do not have adequate guidance services available within their guid-
ance program are given a written notice of reprimand. This, coupled with
other areas of deficit, can result in a school’s loss of overall accreditation.
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Obviously, the ability to zerve a larger clientele of students coupled
with a clear-cut definition of counselor role and accountability are some
of the definite pluses resuiting frotn the implementation of the model. An
equally immportant advantage is found in the area of time management.

One of the initial phases in the adoption of the model required
counselors to do a time and task analysis to determine how their time
was being spert. The results of this process allowed us to analyze what
we were doing and develop more effective methods of utilizing our time.
Many counselors “alk at the idea of implementing the model because
they are already cverwhelmed with work. They feel, as we initially did,
that the model would add extra responsibilities, causing additional time
expenditure. We found, however, that the model enabled us to restruc-
ture our existing program, and, in so doing, we actually saved time due
to the classroom curriculum uniis and group activities that we were able
to add. The only additional time expenditure occurred in the initial phas-
es of implementation Ultimately, after our initial curriculum planning,
organizational time was virtually cut in half. As we moved from a deliv-
erv system which focused on meeting the needs of individuals fo offering
classroom units, we were not only saving time, but we were making our-
selves more accessible to students who had never sought our help betore.

ADOPTION OF THE MODEL

As a pilot school, Cassville was selected by the Department of
Elementary and Secondary Education to ficld-test the Missouri
Comprehensive Guidance Program Model. Despite the fact that we were
asked to serve as a pilot school, the steps we took to gain adoption of the
model were not unlike those taken by any other school.

In order to implement the program, we first obtained permission
from the administration to attend the initial informational meeiing.
Participation in the project required that both counsclors and building
principals attend. Although it seemed insignificant at the time, thc
requirement that administrators attend turned out to be one of the most
important aspects of the entire program. '

In the initial meeting, each of the four program componenis of the
model was discussed in detail. Counselor responsibilities, as they related
to the model, were clearly delincated. Information presented at the meet-
ing allowed our principal to see the requirements of a total guidance pro-
gram. After the program, he expressed that although he had been very
pleased with our existing program, he previously had only a vague
notion as of the demands placed on counselors. Due to his newfound
awareness of these demands, he understood the importance of not
assigning nonguidance tasks to counsclors. He realized that o comply
with the model, we simply did not have time to do extra tasks. He alse
saw the importance of providing clerical assistance for our department.
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Upon our return, we made arrangements to present to the Board of
Education our plan to implement a comprehensive guidance program
based on the information we had received. It was essential to gain
approval by the Board of Education, as the implementation of the model
would virtually restructure the existing guidance program. The board
seemed particularly interested in the curriculum component of the pro-
ject because it would enable us to reach a wider cross section of the stu-
dent body. The Board of Education had always been very supportive of
our program and was pleased with our willingness to be a part of
statewide guidance reform.

After gaining board approval, one of the first phases of implemen-
tation was to do a thorough time and task analysis. This enabled us to see
if we fit within the time allocations recommended by the comprehensive
guidance program. The results of this time and task analysis are indicat-
ed in Table 5.1.

In analyzing our time and task analysis results, we found that at
the high school level we were spending the bulk of our time in the
responsive services area. One of our main concerns in implementing the
model was that the time spent on curriculum units would take us away
from those students who were really in need of help. A further analysis
of the number of those students served through individual counseling
sessions revealed that several students, through multiple visits, were tak-
ing up a disproportionate amount of counselor time. Although we were
very busy every day, we were only serving the needs of a small percent-
age of the actual student body in the responsive services area. We found
that the curriculum units we developed, especially those addressing such
topics as self-awareness and communication skills, were enabling us to
cover issues that often became one-on-one sessions. Providing informa-
tion in a group setting allowed us to reach a larger cross section of stu-
dents. In one regpect it decreased tlie number of potential individual con-
ferences; in another respect, it made students who were uncomfortable

' 'Titine and Task Analysis Prior to Model Implementation

High School Middle School Elementary
Guidance Curriculum 15 15 35
Responsive Services 35 25 20
Individual Planning 20 25 25
System Support 15 IS5 10
Nonguidance 5 20 10

Table 5.1. Results ot the time and task analysis that was undertaken as
one of the first steps toward implementation,




about seeking help more willing to come in. The net result was a stream-
lining of the responsive services component. Although we do fall within
the appropriate time guidelines in each component, our responsive ser-
vices remain at the upper end of the scale while our guidance curriculum
falls at the lower end of the recommended time allotment.

Although the initial steps of gaining adoption of the model were
easily accomplished, some obstacles remained. In order for t' @ program
to operate successfully, we realized that we would need to employ addi-
tional counselors and acquire secretarial help. Though we were not given
this extra help when we initiated the program, the success of the model
guidance program coupled with the growth of the district enabled us to
justify the need for the additional personnel. When we entered the pro-
gram in the 1985-86 school year, we had three counselors assigned to
cover the K-12 population. Since that time, we have added three addi-
tional counselors and one full-time secretary. We still are in need of a full-
time psychological examiner and additional secretarial assistance.

HOW DOES THE PROGRAM FUNCTION?

The Cassville Comprehensive Guidance Program is developed
around a framework comprising the following: guidance curriculum,
individual planning, responsive services, and systems support.

Guidance Curriculum

One of the most beneficial aspects of implementing the program
was in the development of the curriculum component. It was the catalyst
that compelled us to revamp our guidance philosophy and better align
our K-12 guidance program. The result of implementation was a com-
prehensive and sequential guidance system.

In developing our curriculum, the first step was to assess student
needs in cach division of the K-12 population. Once the needs were
assessed, curriculum units were developed to address student needs.
Other units were added to address relevant topics not indicated on the
nceds assessment. K-12 counselors then met to ensure that those topics
relevant to all divisions (i.e., career development, self-awareness, drug
and alcohot information) were covered in a comprehensive manner.

Curriculum alignment is formally reviewed every three years to
coincide with administration of the Missouri Comprehensive Student
Needs Survey. Informal curriculum revision oceurs on an ongoing basis
as relevant topics are added to the guidance curriculum,

In carrying out our program and in meeting state guidelines, coun-
selors are in the classroom on a regular basis. We appreciate our faculty
and work with them to ensure that our visits to the classroom are com-
patible with their scheduled activities. Qur teachers are very complimen-
tary and supportive of our counseling program. In order for the guidance




component to be effective, this type of rapport with teachers is essential.
In essence, they make this aspect of our program work.

Responsive Services

Prior to our participation in the pilot praject, the percentage of time
spent in our responsive services caseload was very high, as mentioned
earlier in the chapter. On the secondary school level, it still remains at the
upper end of the desired range. Attempts to streamline our responsive
services have decreased this number somewhat.

One of the ways we have reduced the frequency of student
demand for repeat visits to the counselor’s office is to give them tools to
resolve their own problems. This can be done individually with students
or through curriculum units dealing with such topics as conflict resolu-
tion, anger management, self-awareness, self-esteem, and developing
respect for or.oself and others.

In addition to individual counseling, our responsive services needs
are also met through group counseling activities. On the elementary level
the “Breakfast Club” is designed to enhance self-esteem. Each morning
the elementary counselor meets with a group of students to offer encour-
agement, listen to their problems, and provide a hug when necessary.
With our fast-paced lifestyles and varied hume environments, this time
allows children to .eceive the special attention they sc often crave. The
elementary counselor also conducts a group called the “BUG Club”
which stands for “Bringing Up Grades.” This helps students monitor
their progress while enhancing their study skills. “Banana Splits”
addresses the needs of students who are coping with issues of divorce or
separation.

As a follow up to the BUG Club on the middle school and high
school levels, gioups of students experiencing academic difficulty meet
to receive help with attitude and grades. In some cases, tutoring is pro-
vided. Groups dealing with conflict resolution are also provided on these
levels.

The “Care Club” is a group unique to the middle school. Students
who express an interest in try:ng to help other students cope with issues
of isolation, self-esteem, and problems with family or friends meet to
offer help and encouragement. Special notes, small gifts, and words of
kindness are offered to let students know that someone cares.

On the secondary school level, the at-risk counselor meets with the
“Moms” group to discuss issues relevant to teenage mothers. This
encourages teenage mothers to stay in school.

The high school “Teen Issues” groups deal with contemporary
problems facing our students. Topics include coping with stress, alcohol
and drug abuse, teenage sexuality, suicide, depression, and communivat-
ing wilh parents and peers.




An important aspect of the responsive services component
involves the ability to deal with crisis situations when they arise. The
Cassville K-12 counseling staff has developed a schoolwide crisis inter-
vention plan that addresses such issues as how to deal with the death of
a student or faculty member, acts of violence, or catastrophic events (i.e.,
tornadoes, fire). The schoolwide plan provides a means to notify faculty
of the crisis and helps counselors coordinate efforts of informing and
dealing with the student body. Cassville counselors also serve on a
Southwest Missouri School Counselor Crisis Team in which counselors
reciprocally provide assistance to neighboring districts in time of need.

Another aspect of our responsive services component involves the
development of a referral services list. When it becomes apparent that a
student is in need of ongoing therapy or a specialized program, we pro-
vide appropriate referral sources to help parents seek outside help.

Individual Planning

The individual planning component at Cassville encompasses ori-
entation, scheduling, assessment, and career planning. This component
begins in the elementary grades and continues throughout the child’s
educational experience. All too often we tend to relegate individual plan-
ning to the high school level as we tend to think of this component in
terms of college and career planning. The comprehensive guidance
framework forced us to focus on this aspect and re-evaluate our program.
As we did this, we realized that career decisions are not just a high school
concern. Although at each division we were involved in some aspect of
individual planning, we operated as separate entities, rather than as an
integrated unit.

One key aspect of individual planning is assessment. It begins with
preschool screening and continues throughout school with achievement,
aptitude, and interest testing. Students may also, upon referral, be tested
for placement in our gifted or special education programs. The informa-
tion compiled through assessment is used to assist students in making
appropriate educational and career decisions.

Another aspect of the individual planning component involves
career and vocational awareness. Students are introduced to the world of
work at the kindergarten level with parents serving as career speakers.
Carcer awareness continues throughout elementary school and carly
middle school years. During middle school, career exploration is empha-
sized with programs such as “Career Dress-Up Day” where students
rescarch a chosen career, conduct interviews, and dress the part on career
day. Another activity designed for middle schoolers to take carcer explo-
ration a step further is called “Career Shakers and Movers.” This activity
focuses on job awareness and work ethics. At the eighth-grade level, stu-
dents are able to utilize this information to help select a carcer pathway
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to pursue during high school. At the high school level, course selection
revolves around this chosen career pathway and is subsequently re-eval-
uated each year. The goal of Cassville’s individual planning component
is that all students graduate adequately prepared to enter the workforce
and pursue postsecondary training or a college degree. Parents, as well as
students, are involved in this process. In order to help students evaluate
their eighth grade career pathway decicion, students are given the oppor-
tunity to further explore careers. This may prompt high school students
to change career pathways as their interests develop. As a result, career
exploration evolves into career decision making. To further assist in mak-
ing career decisions, students have the opportunity to research and
receive in-depth information about a variety of careers and the postsec-
ondary education options available.

Beginning in middle school and continuing throughout high
schoo), a series of informational workshops are presented for students
and parents. Topics covered include high school planning, a review of
college and vocational /technical schoc! options, entrance requirements,
scholarships, and financial aid.

In order to streamline our individual planning component and
make it more time efficient, group presentations are utilized to dissemi-
nate information rather than the previous method of providing this infor-
mation on an individual basis. The net result is a tremendous time sav-
ings.

System Support

The Cassville system support component includes the Teacher
Assistance Team, Student Support Team, parent education programs,
staff inservice, advisory board participation, teacher /administrator con-
sultation, counselor professional development, research and publishing,
public relations, and community outreach.

The Teacher Assistance Teams and the Student Support Teams are
very similar in their function. Both offer a source of refe ral for students
who face academic, personal, social, or family problems. Counselors
serve on both teams to assist other faculty team members in finding
appropriate strategies or sources of referral to help individual students.

Parent education programs include a six-week Positive Parenting
Program, a program designed to help parents of at-risk students in need
of academic help. 1t also covers other relevant topics of parent interest.
This program is offered periodically on a “by demand” basis.

Staff inservice is presented at all levels and includes such topics as
the following: guidance services available, interpretation of test results,
explanation of testing/scheduling procedures, recognizing signs of
depression and suicide, and referral procedure. Professional develop-
ment mservice programs are also presented by the counseling staff on
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such topics as attention deficit disorder, learning styles, and personality
profiles.

Serving on local, area, and state advisory boards and committees
allows the Cassville counselors to remain cognizant of topical issues
affecting guidance and school-related programs. Of the committees we
have served on, the most beneficial has been the Missouri
Comprehensive Guidance Committee because it has allowed us to have
input into the development and subsequent revision of the state’s guid-
ance model.

Professional development has always been a high priority for the
Cassville K-12 counseling department. We feel that it is important to stay
abreast of current issues by attending both local and state conferences.
Counselors have not only attended the meetings, but have presented pro-
fessional development workshops at neighboring school districts, state
conferences, and at a series of workshops offered for educators through-
out the state. For over 15 years, members of the counseling staff have
served on the Southwest Missouti School Counselor Executive Board as
officers or board members. Currently, three Cassville counselors serve in
this capacity. Counselors have also served as officers or committee mem-
bers for various other prefessional educational organizations.

We feel that public relations and comr.:unity outreach are extreme-
ly important, as they allow counselors to be visible witliin the communi-
ty. As a result, Cassville counselors serve on community-outreach com-
mittees, are often called upon to do community presentations, and serve
as liaisons on various commui:ity projects. A grant written by the at-risk
counselor enabled the district to fund an after-school day care center
designed to meet the needs of our community.

CONTEMPORARY/PROFESSIONAL ISSUES

A proactive approach to guidance demands that counselors keep
abreast of current issues and educational trends as they deve:op. As com-
puters in the classroom have become a viable delivery mode, counselors,
as well as other educators, need to avail themselves of this new technol-
ogy. At Cassville, we have worked diligently in a K-12 effort to utilize the
latest technology to enhance our classroom curriculum units. The
Missouri View “Choices” program sponsored by the state has become an
integral part of our career guidance program. Information on how apti-
tude and interests relate to job selection, job requirements, salary ranges,
training programs available, and employment outlook statistics is imme-
diately available. Through networking our program, many students can
be served in a very time-efficient manner while receiving valuable cur-
riculum and individual planning information. College and scholarship
search informciion is also enhanced through the use of technology. We
are constantly looking for new sources of relevant information.
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This year, Cassville was selected as one of the recipients of the A+
School Grant sponcored by the Missouri Department of Elementary and
Secondary Education. The main focus of the grant is to equip students for
successful entry into the world of work or prepare them for some form of
postsecondary training. Preparation demands early career exploration
and encourages a focused educational plan. Funding made available
through this grant has allowed our school to expand the use of technolo-
gy in the classroom. It has also been a catalyst for our school to realign the
curriculum into career pathways, altering our guidance program accord-
ingly.

Another issue facing all counselors involves the increase in the
dropout rate, the potential for school violence and gang involvement,
teenage parenthood, and increased use of drugs and alcohol. To help
address these issues, our district has employed a K-12 at-risk counselor.
The counselor works with students individually or in small-group set-
tings, provides help with tutoring when necessary, makes home visits,
and is involved in several community outreach programs. Although the
counselor helps at-risk students deal with the problems they currently
face, the main focus of the program in the early grades is prevention.

SUCCESS OF THE PROGRAM

Adoption of the Missouri Comprehensive Guidance Program
Model at Cassville has resulted in a complete restructuring of our K-12
guidance program. Although implemented in phases as a pilot, we have
made a conscientious effort to ensure that our program is both sequential
and developmental in focus. In order to accomplish this, counselors from
each division meet regularly to ensure that our program, as a whole, is
aligned. Through the use of the components, we are able to more effec-
tively use our time to meet the needs of a larger proportion of the K-12
population. The classroom-curriculum delivery mode allows us to be not
only accessible but also highly visible. As a result, students, parents,
teachers, and administrators view cur program as an integral part of the
total educational process. The adoption of the model has clearly delin-
cated the counselor’s role and provided a clear-cut way to evaluate our
accountability and the effectiveness of the program.

We have found that evaluation is one of the key aspects in mauin-
taining a successful program. Whether evaluating an individual unit to
assess its effectiveness or evaluating the program as a whole, data
received are reviewed in an effort to continually update and improve our
counseling services. Results from student, parent, and faculty evaluations
have indicated that our K-12 guidance program is serving the needs of
our students and has received an excellent rating. Due to these results,
the administrators in our district selected the Cassville K~12 guidance
program as cxemplary during our recent state accreditation review.




Members of the state review team also cited the K-12 guidance program
as one of the district’s strengths. We credit the adoption of the model for
providing the framework around which our program was developed. In
addition to this recognition, our program was recently honored by the
Southwest Missouri School Counselor Association as ”Counseling
Program of the Year.” Due to the success we have experienced using the
Missouri Comprehensive Guidance Program Model, we have been asked
by the State Department to share information with other school districts.

Despite the success of the program, some obstacles remain. Some
counselors have resumed nonguidance tasks such as daily lunchroom
supervising, substituting, and performing secretarial duties. Although,
due to the model, we are still ahead of where we started with cespect to
nonguidance tasks, the fear is that by assuming these extra tasks, the
duties by which we are evaluated will not get done.

As the State Department continues to increase the level of respon-
sibility placed on counselors, the need for all districts to employ psycho-
logical examiners and to decrease the 1:500 courselor to pupil ratio
remain critical issues for Missouri school counselors.

PLANS FOR THE FUTURE

In order to maintain an effective program, constant updating and
revision are necessary. Since we adopted the comprehensive guidance
program 11 years ago, we have not had the opportunity to complete any
major changes or revisions. As a result, our plans for the future revolve
around the addition of activities to enhance our existing program. Our
plans for the immediate future include adding additional programs to
address self-esteem and belonging, parent involvement, drug and alcohol
prevention. Additional student-based group activities and mentoring
programs are planned as well.

To enhance self-esteem and give students a feeling of belonging,
we plan to add an “Ambassador's Group.” Cassville students who vol-
unteer to serve as an ambassador will meet monthly with new students
and pirticipate in a variety of mixers and mentoring activities.

We also plan to have a series of workshops to enable parents to
work with their children in the selection of a career pathway and in the
planning of their postsecondary education. Our at-risk counselor also
plans to target 10 families with potentially at-risk students and do an
intervention program in the home that addresses the needs of the entire
family. In addition to our family mentoring, program, we hope to involve
our students in a mentoring program.

Although we have a fairly comprehensive K-12 drug-and-alcohol
prevention program, we hepe to add an additional prevention program
designed to give students alternatives to drug and alcohol use and to
help students develop healthy lifestyles. The plan of the program is to




provide a safe and structured environment for middle schoolers to go to
after school. Students attending the after-school program will have an
afternoon to socialize and receive tutoring if necessary.

In order tc implement programs like these, we realize that we will
need to either w.u additional help or delete something that we are
already doing. It is our hope that we can add a full-time psychological
examiner and additional secretarial help at the middle school and ele-
mentary school levels. We feel that the success of our current program
will justify these additions.

ADVICE FOR NEW IMPLEMENTERS

As new implementers, it is important to realize that adoption of the
program model largely involves a restructuring of those duties coun-
selors are already doing. Although it may appear to add additional duties
and it may seem overwhelming at first, this model ultimately makes our
job easier through more efficient use of time management.

Before implementing the program model, all division counselors
must buy into the idea and be willing to change their current practices.
Unless we, as counselors, are convinced that this restructuring is valu-
able, we cannot possibly sell the concept to administrators and board
members.

Administrative support is absolutely essential for the guidance
program concept to survive. Attendance at the initial comprehensive
guidance meetings enables the administrator to have a more clearly
defined idea of the counselor’s role and an appreciation for the total pro-
gram. We would suggest that after the program is in place, any new
administrators attend an informational meeting so that the model contin-
ues to receive their support. It may be beneficial for building administra-
tors to attend update meetings as well.

Based upon our experience with the program model, we have
found that secretarial assistance is invaluable. It has not only relieved us
from many nonguidance tasks, but it has allowed us to devote more time
to addressing student needs. Since counseling offices often house the
bulk of the student records, a tremendous amount of time is needed to
keep these records up-to-date and organized. Our secretary does so in an
extremely efficient manner and also serves as a receptionist to handle the
flow of students, parents, and teachers who come to our office daily.

Another suggestion to those adopting the comprehensive guidance
program is to schedule regular meetings with all counseling staff mem-
bers. This allows us to network with each other, share common concerns
and ideas, and coordinate program offerings.

One of the most important ideas expressed during one of our meet-
ings was the need to develop program evaluations for the elementary
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school, middle school, and high school divisions. We strongly recom-
mend that counselors evaluate their programs throughout the adoption
process and undertake ongoing evaluation of the program cnce it is fully
implemented.

Our final and perhaps most important recommendation: Adopt the
comprehensive guidance program! The advantages far outweigh the dis-
advantages. To put it simply—"It works!” Do not let material you read
about the program overwhelm you because the flexibility of the program
ensures that no two programs need be alike. Adapt it to fit the needs of
your school. We realize that any change involves some element of risk.
Taking risks implies the chance of either winning or losing. You cannot
lose with this program, and the real winners are the students.
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The Comprehensive
Guidance Program in Utah

The state of Utah is located in the center of the Rocky Mountain
region with a population of slightly over two million residents. The state is
highly urbanized with approximately 80% of the reside.ts living in a nar-
row corridor within 50 miles of Salt Lake City. Schools in 40 school districts
serve 473,666 students. In 1988, the Utah State Office of Education
launched an initiative to restructure the state’s public secondary school
guidance program based on a model developed by Dr. Norman Gysbers
at the University of Missouri-Columbia, and program implementation
strategies developed in Missouri. Utah is now in the eighth year of its
implementation of the Comprehensive Guidance Program Model.

During the decade of the 1980s, there was a growing sense of con-
cern with the counseling and guidance program in Utah’s public sec-
ondary schools. Counselor numbers were not keeping pace with a bur-
geoning student population. During this time, pupil-to-counselor ratios
rose from 430:1 to 550:1. The counselor’s role was frequently debated,
widely varied, and dominated by a myriad of nonguidance activities. The
counselor’s job was not viewed as very attractive, counselor training
institutions were producing very few counselors, and the shortage of
trained counselors was so severe that “certification” requirements were
substantially reduced for entry-level counselors.

Counselors in the state were frequently criticized for providing
one-dimensional “university-bound” guidance to students, and voca-
tional educators had become particularly dissatisfied with the lack of
guidance for students seeking to pursue vocational and technical train-
ing, work-based learning options, and direct entry into the workforce.
Program administrators in the State Office of Education and leaders of
the local vocational directors’ group believed that dramatic measures
were needed to restructure guidance in the state. They agreed to commit
up to 10% of federal, state, and local vocational education resources for
guidance support. However, tied to this commitment was a stipulation
that guidance be established as a full-fledged education program.

The Utah Comprehensive Guidance Program Model varies little




from Gysbers’ model, described in Developing and Managing Your School
Guidance Program (Gysbers & Henderson, 1994) and The Missouri Model
(Starr & Gysbers, 1993). However, Utah adopted the National
Occupational Information Coordinating Committee (NOICC)
Competencies as its desired student outcomes. Though the
Comprehensive Guidance Program Model, which has been adopted in
Utah, shares all of the major characteristics of the Gysbers/Henderson
and the Missouri Models, it is singularly unique in its statewide approach
to implementation and the near universal adoption of the model by the
middle/junior high schools and high schools of the state.

By the Fall of 1996, all but six of the 235 middle/junior high schools
and high schools had committed to the model and had participated in
training, and 155 had met stringent program “standards” which qualified
them to receive their share of $4.4 million appropriated by the legislature
for the program. A collegial system of program management involving
the State Office of Education, regional and district administrators, and a
peer-review process are used to ensure that each school’s program main-
tains fidelity to a set of very high program standards. Following is a
description of the strategies used to effect this level of comprehensive
guidance program implementation, successes achieved to date, planned
future directions, and some analysis and advice for those seeking to
implement or obtain funding for the model.

ATTRACTIVENESS OF THE MODEL

In order to understand what led Utah schools to become so thor-
oughly attracted to the Comprehensive Guidance Model, it is necessary
to recount briefly some of the events that culminated in a statewide adop-
tion of the model. Prior to 1987, several comprehensive guidance work-
shops were conducted in Utah and the model was widely embraced con-
ceptually, both at the local Jevel and State Office of Education level.
However, though many counselors spoke favorably of the model, sys-
ternatic and full in plementation failed to materialize in most schools. In
retrospect, missing were two major ingredients:

1. Lack of schoolwide commitment, including the school principal;

2. Chronic lack of time to escape ongoing activities in order to plan
and restructure a new program.

In 1989, amid growing dissatisfaction with counseling and guid-
ance, a debate developed concerning the best approach to redirect and
strengthen career guidance services in the schools. Some local vocational
directors advocated adding an additional “vocational” councelor at each
school. Others, including the State Office of Education staff, saw a deep-
er problem and sought a solution that would rid all counselors of quasi-
administrative and clerical duties. At about this time, the NOICC
Guidelines were published, and an effort was made to implement this




|

h

model in six high schools and five middle/junior high schools. While the
NOICC trainers were very capable, the program restructuring portion
was not well received and little action ensued. A decision was made to
adopt the student-competencies portion of the NOICC model and train
the same eleven schools in the comprehensive guidance implementation
model. The schools responded very favorably to the Comprehensive
Guidance Model and began working earnestly to restructure their pro-
grams. A complete description of the state and local mechanisms used to
support the efforts of these schools will be detailed later; in brief, howev-
er, schools committed to a three-year training and implementation time
line, and “beyond contract time” was allocated to counselors for planning
end developing their school’s comprehensive guidance program. At this
time, another key concept was beginning to emerge which held that if
guidance was to function as a “program,” it should receive funding in
some pattern. People were beginning to realize that budgets and funding
are embedded elements of an education “program.’

As the restructuring of the first eleven schools progressed, word
spread about their success and the improved delivery of career informa-
tion and student planning in those schools. In the second year of imple-
mentation, an additional 12 schools committed to implement the pro-
gram, and all 11 of the initial schools continued their program develop-
ment efforts. Approximately 50 additional schools have been added in
each of the last three years. As of the beginning of 1997, a total of 155 mid-
dle/junior high schools and high schools have completed three or more
years in the comprehensive guidance program Lmplementation initiative
and have met State Board of Education adopted program standards. All
but four schools have committed to the program, attended training, and
begun implementation efforts.

In retrospect, several key elements of the Comprehensive
Guidance Model emerge as key factors in attracting the entire state pub-
lic school system to the model. The model had considerable face validity
with counsclors. The paradigm shift from position to program was not
only consistent with the mission of education but also established ratio-
nal consistency throughout all of the components of the model. The
model had a rationale and framework for ridding > nselors of numer-
ous nonguidance activities which occupied much of their time. The con-
cept of “displacement,” allocating 100% program, and allocating time
among program components with not less than 80% of the counselor’s
time devoted to “direct services” to students, were particularly appealing
aspects of the Comprehensive Guidance Model.

Within a year or two, it was evident that the model had the power
to spur counselors into action. School counselor teams enthnsiastically
rosc to the challenge of remodeling their program. Administrators and
the community became aware of improved guidance in the pilot schools.
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A third factor which drew the state towards the Comprehensive
Guidance Model was precipitated by a State Board of Education mandate
for schools to develop a Student Education and Occupation Plan (SEOP)
with each middle/junior high school and high school student and the
student’s parent or guardian. This requirement had considerable support
from the State Parent Teacher Association and the state Legislature. As
schools implemented the Comprehensive Guidance Model with its time
allocation for individual planning, counselors were finally finding the
time to conduct meaningful SEOP conferences. This led to considerable
levels of support for the model among state office administrators, PTA
leaders, and the state Legislature.

Finally, there was a growing idea in the state that there should be
some relationship between funding support for educational programs
tied to standards or accountability measures. As this concept developed,
State Office of Education administrators and legislative analysts crafted a
funding approach to the Utah Comprehensive Guidance Model which
provided both an incentive and an approach to program accountability
tied to program funding. The structured components of the model
(including steering and advisory comunittees, adequate resource materi-
als and equipment, departmental budgets, staffing patterns, adequate
facilities and space) and the program components of the medel (guidance
curriculum, individual planning, responsive services, system support)
combined with the concepts of time allocation, and all of these compo-
nents focused on student competencies were readily translated into pro-
gram standards. When funds were appropriated and then allocated to
school districts on the basis that schools would develop a guidance pro-
gram that met Comprehensive Guidance program standards, a final
powerful incentive was created to bring about a statewide embrace and
adoption of the model.

STRATEGY USED IN GAINING ADOPTION OF THE MODEL

The state leadership for counseling and guidance in Utah was
aware of an ongoing effort in Missouri to systematically train counselors
and implement the comprehensive guidance program. A decision was
made to develop an adaptation of that initiative as the change-agent strat-
egy for Utah. Experience had convinced us that several things were criti-
cal for an effective restructuring of a program:

1. a new model had to be endorsed and supported by a broad
based group of education leaders in the state;

2. adequate time must be devoted to the change process;

3. the change must be supported and facilitated by the key build-
ing administrator which is the principal;

4. a full team of all of the school’s counselors and other key teach-
ers and administrators must participate in the change process;
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5. the change process must be adequately funded to give the coun-
selors planning and development time above and beyond their regular
“contract” days and to provide for the purchase of needed curriculum,
materials, and equipment. It was also our belief that a small number of
“lead schools” should be selected to initiate the process and that a sup-
portive environment should exist at both the school and school district
level in order to maximize the chances of a successful program imple-
mentation in these lead schools.

To select the lead schools, state staff consulted with district student
services and vocational education directors from a number of districts to
obtain nominations for junior high and senicr high schools which would
be strong candidates for lead schools. A second round of meetings was
held with school principals and counselors from the “nominated
schools.” Each school was asked to express their interest in implementing
the Comprehensive Guidance Program Model and their willingness to
make a long-term commitment of resources and time to achieve a suc-
cessful adoption of the model.

Eleven schools (high schools and junior high schools) were select-
ed to serve as lead schools. Each made a commitment to attend a one-
and-half day inservice each August for a three-year time period. This
training was to be attended by the school principal and all counselors
along with any other key individuals the school selected to attend. A
commitment was also made to provide the counselors with an addition-
al 7-10 days of time, for each of the three years, to plan and develop pro-
gram strategies, activities, and evaluation processes.

The State Office of Education made a commitment of $4,000-
$10,000 in funding for each of the schools, based on a formula developed
by the state “Select Committee for Comprehensive Guidance.” The local
district vocational director committed to provide the schools with the
prescribed levels of funding after the first year of the project, in the event
Perkins funding was no longer available, Twelve new schools were invit-
ed to join the comprehensive guidance program implementation process
the following year. These twelve schools also received Perkins funds, but
all funding in subsequent years has becn provided by the local school dis-
tricts. The comprehensive guidance program was so enthusiastically
received and demonstrated by the lead schools that 23 schools committed
to participate the third year, and approximately 50 new schools have
committed to the program each year since the fourth year.

Several key strategies contributed to the successful adoption of the
model in Utah. A state steering committee composed of counselors, prin-
cipals, district administrators, counselor training institutions, and statc
staff, which came to be known as the Select Committee for
Comprehensive Guidance, was organized. This committee carefully
reviewed state models for comprehensive guidance from a number of
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states, but particularly Missouri, New Hampshire, and Alaska, and
adapted/adopted from those models to create the model for Utah
Comprehensive Counseling and Guidance Programs. This model was
refined over time and adopted by the Utah State Board of Education.
Nearly all of the state’s 40 local school districts have also adopted the
“Utah Model” or a slightly variant version of it over the past several
years. The flexibility provided to local districts to adapt/adopt their
unique version of the model has proven to be a valuable strategy for
acceptance and ownership of the model. A second key strategy was the
strong commitment and support from the district vocational directors.
The district directors not only committed to fund the school’s implemen-
tation for a three year period but also committed to provide long-term
funding if “standards” for the comprehensive guidance program could
be developed and applied in such a manner as to determine if a program
met the standards and was eligible for the funding. The state Legislature
in Utah appropriates money to a categorical fund to pay for the “added
cost” of vocational programs such as expensive equipment updates, nec-
essary curriculum modifications to keep pace with technical advances in
the workplace, and the lower teacher-to-pupil ratios required for effective
instruction in vocational labs. Local directors resolved to allocate up to
10% of this categorical funding for a guidance program that was driven
by standards. It seemed only reasonable to this visionary group of voca-
tional directors that a strong guidance program be considered integral to
good student planning and informed course selection and that, like other
education programs, guidance was not onlv deserving but needed fund-
ing to be successful.

The final ingredient for successful adoption of the Comprehensive
Guidance Model was the high level of commitment and professionalism
of the counselo ; in the state. All of the inservice training, model devel-
opment, and even the prospect of program funding would have gone for
naught had the counselors not rolled up their sleeves and gone to work.
As school after school successfully adopted and implemented the pro-
gram, working in most cases for three or more years to achieve base-level
recognition that they were meeting the program standards, the profes-
sionalism of the counselors began to emerge. The state counseling associ-
ation adepted the model and worked hard to encourage all counselors to
meet the challenge. The counselor training institutions were invited to
help review the state’s training standards against the model, and as a
result, a recommendation was sent to the State Board of Education to sub-
slantially modify counselor certification standards in support of the
Comprehensive Guidance Model. The professional standard for coun-
selors in Utah which has emerged is one of a counselor who understands
and can demonstrate the skills required to meet comprehensive guidance
program standards,



PROGRAM FUNCTION

The State Role

The Utah State Office of Education plays an integral role in the
overall function of the comprehensive guidance program. The state guid-
ance specialists provide leadership for inservice and technical assistance
in the Comprehensive Guidance Program Model to counselors, adminis-
trators, teachers, district-level and state-level personnel, and others. In
addition, the state provides leadership and assistance in the development
of materials and resources to assist schools and districts in strengthening
individual components of the Utah Model. In effect, the state specialists
have developed a statewide strategy for implementation of the model
that individual schools and districts can easily follow.

The state guidance specialists work with districts to identify
schools that are ready for training in the comprehensive guidance pro-
gram. Any public secondary school is eligible to participate; however,
only schools which enroll students in grades 7 or above are eligible to
qualify for state-legislated funding. Once schools are approved by dis-
tricts to begin the training and implementation process, school guidance
teams are organized. They make a commitment to attend three years of
state-sponsored training. The school guidance team consists of coun-
selors, administrators, teachers, and others who are key to the overall
success of the program. It has been our observation that schools experi-
ence greater program success with the support of a visionary, supportive
administrator who is involved in the training from the onset.

The state-sponsored inservice training is held annually in August.
School guidance teams attend a first-year, second-year, or third-year ses-
sion. Gysbers has served as the major trainer in the state’s extensive inser-
vice training effort since August 1989. The first year, schools are trained
in the basic components of developing and managing a school guidance
program and are introduced to the Utah Model. The second and third
year, schools review comprehensive guidance concepts, their past year’s
accomplishments, and then move on to a more focused training, concen-
trating on the areas of program assessment and evaluation and “Utah-
specific” comprehensive guidance issues. The comprehensive guidance
training has been a huge success. In August 1996, more than 600 educa-
tors participated in first-year, second-year, or third-year training. In addi-
tion, more than 350 educators attended a Reunion Schools Conference.
Our best estimate suggests that well over 1,000 Utah educators have
received at least three years of comprehensive guidance training.

The state specialists also provide supplemental training in com-
prehensive guidance program implementation. As schools completed
their required three years of training, it became apparent that the state
needed to organize supplemental training to keep schools apprised of
current comprehensive guidance issues. A “Reunion Schools Conference”




was added to the traditional August training. In addition, the state orga-
nizes annually a “Rural School Counselor Conference” and a “Wasatch
Front (Urban) School Counselor Conference.” Both conferences are struc-
tured with general sessions and break-out sessions in each of the four
comporents of the Comprehensive Guidance Model. The state specialists
also organize and support regional and district-level inservice training
activities.

The state guidance specialists, in consultation with the state Select
Committee for Comprehensive Guidance, have developed standards and
objectives for the comprehensive guidance program which have been
approved by the Utah State Board of Education. These standards are
embedded in a statute which defines the state’s contribution to the com-
prehensive guidance program. The standards follow:

R277-462-3 A. (3) Comprehensive guidance program funds
shall be distributed to districts for each school within the district that
meet all of the following criteria:

(a} Aschoolwide student/parent/teacher needs assess-

ment completed within the last four vears prior to the appli-

cation deadline for funding;

{b) Documentation that a school advisory and steering
committee have been organized and are functioning effec-
tivels;

(¢) Evidence that 80% of aggregate counselor time is
devoled to direct services to students;

(d) A program that reflects a commitment that all stu-
dents in the school benefit from the comprehensive guidance
program;

e} Approval of the program by the local Board of
Education:

tf) The establishment of the SEOP requirement for all
~tudents as both a process and a product consistent with
board rules, the elementary and secondary core curriculum,
and high school graduation requirements;

() Assistance for students in developing job sceking
and finding skills and in post high school placement;

(h)y Inclusion in the guidance curriculum of activities
for cach of the twelve National Occupational Information
Coordinating Committee (NOICC) competencies (available
from the state guidance specialist);

) Distibution to and discussion with teeder ~chools of
the comprehensive guidance program;

(j)Sufficient district budget to adequately provide for
guidance facilities, materials, equipment, and clerical sup-
port. (Utah State Board of education Administrative Rule
R277-362-3)




The state guidance specialists monitor the status of program imple-
mentation and make recommendations to the Utah State Board of
Education for funding increases. The funding (building block) request
proceeds through a rigorous prioritization process. After this process
takes place, a recommendation is made by the Utah State Office of
Education to the Utah State Legislature for additional program funds.
This process requires looking at the funding formula, the total number of
schools trained in comprehensive guidance and anticipating their readi-
ness for meeting program standards. The formula used to calculate the
funds that schools receive is based on the Weighted Pupil Unit (WPU)
and school enrollment. For example, schools with enrollment of 1-399
students = 6 WPUs, 400-799 students = 12 WPUs, 800-1199 students = 18
WPUs, and 1200 students + = 24 WPUs. The value of the WPU increases
with inflation. The current value of the WPU for FY97 is $1,679. Schoois
receive funds in approximate increments of $10,000, $20,000, $30,000 and
$40,000. The state Legislature has been very close in appropriating
enough funding for the number of schools meeting program standards
and qualifying to receive funding. Total appropriation for comprehensive
guidance in FY97 is $4.4 million which will fund 155 secondary schools
which have met program standards. Funds can be used for personnel,
career center equipment and materials, inservice training, extended day
or year if required to run the program, and guidance curriculum materi-
als. Funds cannot be used for nonguidance purposes or to supplant funds
already being provided for the guidance program. By 1974, 53 secondary
schools had progressed confidently in the program implementation
process to meet the Utah State Board of Education approved program
standards and qualify to receive funds. In 1995, the number of secondary
schools meeting program standards increased to 95, and by 1996, 155 sec-
ondary schools had met program standards. It is our best estimate that
the remaining 80 target secondary schools will meet program standards
and qualify to receive funding by 1998 (see Figure 6.1).

Regional and District Roles

Utah’s 40 school districts have been organized geographically in
nine regions. The regional and district roles in the comprehensive guid-
ance program center on the program approval process. When a district
believes that a school’s coinprehensive guidance program has progressed
to the point that the program standards can be met, the school guidance
leam will be asked to complete a self study and submit it to the district
vocational education director or the district student services director for
review and recommendation. If the district level administrators (ind the
program meets program standards, the district vocational director will
recommend the program {o the regional committee for vocational educa-
tion for review.




SCHOOLS MEETING COMPREHENSIVE GUIDANCE PROGRAM STANDARDS
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Figure 6.1. it 1 estimated that the remaining 80 target secondary schools will meet
program standards by 1998.

The district vocational education director and student services
director have the responsibility to formulate an on-site review team com-
posed of a vocational education director, a student services director, two
counselors, and a principal, all of whom are familiar with the compo-
nents of the comprehensive guidance program. This team visits the
school and reviews the comprehensive guidance program. Where feasi-
ble, all review team members should be from outside the applicant dis-
trict. The regional review committee will certify the degree to which the
guidance program meets program standards.

Upon receiving approval of the program by the regional review
committee, the district vocational education director will forward a copy
of the school program review form, school program manual, and any
other pertinent information to the state guidance specialists. District
administrators, school principals, and school guidance department chairs
certify in writing that schools have met and will maintain program stan-
dards as outlined by the Utah State Office of Education and the Utah
State Legislature. Schools meeting program standards will be reviewed
cvery three years. The btate Office of Education is also required to collect
data and complete an annual report on the progress and success of the
comprehensive guidance program for the Legislature.




RESCURCES

As a result of a thorough and competitive review process, the state,
under the direction of the Utah SOICC (State Occupational Information
Coordinating Committee), selected “Choices” as Utah’s state-sponsored
career-information delivery system in 1991, Today, the Utah Choices pro-
gram is accessible to virtually every high school.

The Davis County School District, under the direction of the dis-
trict coordinator for comprehensive guidance, developed two volumes
(middle/junior high and high school) of guidance curriculum activities.
The curriculum was aligned with the NOICC competencies and indica-
tors. Each secondary school has a copy of the grade-appropriate curricu-
lum manual.

The Applied Technology Education Resource Center has materials
and resources available which support comprehensive guidance. The
materials range from career development textbooks, workbocks, maga-
zines, and videos to individual school comprehensive guidance program
manuals.

PROGRAM SUCCESS

Implementation of the Utah Comprehensive Guidance Model
began with 11 pilot secondary schools in August 1989. Thesc schools rep-

resented both rural and urban areas statewide. The schools were selected
on the basis of district recommendation with consideration given to guid-
ance team leadership qualities and capabilities and, more important,
visionary, supportive administrators. The number of schools involved in
program implementation increased incrementally over the next few
years. Twelve new schools were added in 1990, 14 new schools in 1991,
and 21 new schools in 1992. In 1993, 57 new schools were added, 48 new
schouls were added in 1994, 50 new schools in 1995, and 78 new schools
in 1996 (see Figure 6.2).

Initially, Utah officials recognized that the vision of this new para-
digm for guidance was not likely to become a reality unless funds were
made available to train school counselors, administrators, teachers and
other school personnel key to the success of the program. Once legisla-
tive, budgetary support for program implementation was established as
a separate funding program, participation of sccondary schools in the
program grew dramatically. In 1993, the state legislature appropriated
$1.5 million to fund the first phase of a four-phase cffort and the number
of schools participating, in the program doubled from the previous year.
Hlustrated in Figure 6.2 is the progression of schools involved in inservice
training over an eight-year period. Currently, all but four of Utah's sec-
ondary schools (middle/junior high schools and high schools) are
involved at varying levels of program implementation, and the 1996 state
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Figure 6.2 The number of school involved in program implementation increased
icrementally over an eight-year period.

legislature approved $4.4 million in ongoing funds for comprehensive
guidance.

Beyond the scope of schnol participation, other areas of program
success can be identified. In a survey conducted in November 1994, it
was reported that school districts hired 23 additional counselors and 44
paraprofessionals with comprehensive guidance funds. Because funds
can be used to hire additional personnel, the pupil to counselor ratio,
while still very high, improved to approximately 480:1 by 1995.

Results from the 1993-94 ACT assessmenl provide additional sup-
port for the comprehensive guidance program. In Utah high schools
where the comprehensive guidance program has been implemented, stu-
dents evaluated the school’s Guidance Practice and Carcer Education
Programs significantly higher than did students in schools where the pro-
gram was not implemented.

A study was conducted to gather detailed information about actu-
al SEOP practices and products in 49 “approved” schools. Survey results




indicated a broad range of improvements in SEOP and career-related
activities as a result of implementation of the comprehensive guidance
program. The following are the most significant improvements: increased
counselor time spent on SEOP, class time spent on guidance curriculum,
and increased parental involvement in the SEOP process. Although the
study recognizes vast improvements in SEOP, overall obstacles identified
involve resources such as time, money, and counselor to student ratios.

The comprehensive guidance program has been recognized by
Utah's Parent-Teacher Association as the driving force behind meaning-
ful SEOP development for all students. The Utah SOICC has taken an
active role in promoting the program by providing a number of resources
such as a career tabloid job Outlook in Brief and participation in staff
development activities. The SOICC-sponsored computerized career
information delivery system (CIDS) has promoted the consistency in
communication of career information to Utah secondary students and
others through schools, the Department of Employment Security, reha-
bilitation, and other agencies. And finally, the program has received pos-
itive media coverage statewide.

SEOP (STUDENT EDUCATION OCCUPATION PLAN)

A Successful Feature

It is evident that the comprehensive guidance program enjoys
widespread support, but a special enthusiasm for the personalized edu-
cation occupation planning component deserves further attention. The
Student Education Occupation Plan (SEOP) is, in effect, the individual
planning component of the Utah Model. The SEOP is a process that
involves -tivities planned and directed by school counselors that assist
students i planning, monitoring, and managing their own learning as
well as their personal and career development. Through guidance activi-
ties, students are given opportunities to set and evaluate their education-
al and career goals and to connect them to activities that will help them
achieve their goals.

The Utah State Board of Education has had policy in place since
1984 requiring secondary schools to assist every student in preparing an
individual SEOP. The Utah State Public Education Strategic Plan (1992)
envisions a system that personalizes education for each student with
100% of Utah’s students achieving the objectives of their individually
developed plan. In recent years, the comprehensive guidance program
has emerged as a driving force for SEOP improvement. \*ith strong
emphasis on the SEOP, schools have created impressive fornuwuts for doc-
umenting student goals, plans, and progress. Schools have also recog-
nized the importance of parental involvement in the SEOP process.

The SEOP involves a process and a product that are directed by
individual student needs, educational needs and requirements, and real-
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istic assessment. As part of the planning process, student interests, tal-
ents, achievements, and goals are reviewed in an annual conference with
parents and a school counselor. A record of the planning process activi-
ties is kept in a personal portfolio or SEOP planning document.

Common elements of a successful SEOP include the following;:

* Coordinated guidance curriculum activities—sequenced by
grade level—in areas of self-knowledge, education and occupation explo-
ration, and career planning;

¢ Individual assessment: aptitude, interest, and achievement;

¢ Parental involvement through an annual conference with stu-
dent, parent, and counselors;

* Well-defined objectives such as goal setting, plans to attain goals,
and review of progress toward goals;

* A student education and career-planning document which
includes the following:

1. Evidence of school to work, education, and career goals

2. A written four-year plan

3. Evidence of Board of Education graduation requirements

4. Evidence of student, parent, and counselor participation in the
planning process

5. Record of SEOP process activities

Stronger legislation is now in place which requires school districts
lo establish policies to provide for the effective implementation of the
SEOP process and to train teachers in their role in SEOP devclopment
(Utah Code Annotated 53A-1a-106 and 53A-17a-131.8). With new SEOP
legislation school counselors face new challenges to accomplish these
tasks:

1. Integrate the SEOP process into a balanced comprehensive guid-
ance program, which suggests that 35% of counselor time at the high
school level and 25% of counselor time at the middle/junior high school
level is spent on individual planning.

2. Take the current school SEOP implementation plan to a higher
level.

3. Design a plan for SEOP implementation that is in compliance
with state statutes and board rules.

The Comprehensive Guidance Model, through the individual
planning (SEOP) component, has given considerable attention to special
population students. The SEOP process is designed to include all Utah
students, Through an effort with a federally funded project called STUDY
(Successful Transition of Utah’s Disabled Youth), a series of workshops
was held throughout the state to train special educators, school adminis-
trators, vocational education teachers, vocational rehabilitation person-
nel, and others about SEOP. The core of the training explained the inten-
sity of student “plans” (c.g., all students have a SEOP; some students may
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have an IEP, or a 504 accommodation plan, or a vocational rehabilitation
plan, etc., in addition to the SEOP). The training, as well as the philoso-
phy, was positively accepted by educators throughout the state. Districts
and schools are working to coordinate the student, parent, educator con-
ferences held in conjunction with each plan. They are also collaborating
as they create student planning documents.

OTHER SUCCESSFUL FEATURES

A strong successful feature of the model is the peer review evalua-
tion process based on statewide program approval standards. The peer
review process provides an opportunity for district and school adminis-
trators and counselors to leave their local areas and regions of assignment
to review schools for comprehensive guidance program approval. We
have found that this process facilitates training and networking among
educators and ultimately strengthens the program implementation
process.

Local school districts have taken the leadership role in developing
materials, resources, and technology to support the model. For example,
Davis County School District has written and published guidance cur-
riculum activities aligned with each of the NOICC competencies and
indicators. This curriculum has been distributed statewide. In addition,
this same school district has developed a districtwide computerized
SEOP process complete with opportunity for parents to access student
information at home through the Internet.

Provo High School in the Provo School District has instituted a
telephone registration system connected to SEOP goals and “next step”
planning. Students are involved in multi-year planning at Provo High
School as they make course selections based on career goals.

With the support of the Utah Education Network and UtahLINK, a
home page on the Internet for both the Comprehensive Guidance Model
and SEOP is now a reality. Through the SEOP home page, students can
link to a broad base of education and career information with the empha-
sis of the home page focusing on the importance of student planning.

FUTURE GOALS

The most ambitious goal we face in Utah is to move all secondary
schools to “approved” status and to secure legislative funding. This will
require continued leadership at the state level and support from local dis-
tricts and individual schools. The importance of funding comprehensive
guidance for all students, grades kindergarten through high school, can-
not be overemphasized. Plans are in place to extend comprehensive
guidance program implementation to include elementary schools. Seven
pilot clementary siles were selected in 1996 through a competitive review
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process, but we recognize that there is a great amount of work to do in
order to establish an elementary comprehensive guidance program in 444
elementary schools. Only 17 of Utah’s 40 school districts have elementary
guidance personnel in place, and they stretch their services, on average,
to two or more schools.

As comprehensive guidance enjoys widespread support, it also
faces a serious challenge to interface a guidance program with services
provided by other student services personnel. Clearly, many other stu-
dent services personnel have felt “left out” of the comprehensive guid-
ance program implementation process and legislative funding. Districts
and schools are encouraged to collaborate with other student services
personnel to strengthen the responsive services component of the Utah
Model. It is our goal to expand and coordinate responsive services deliv-
ery with a state-supported manual for student services protocol.

ADVICE TO NEW IMPLEMENTERS

While the Comprehensive Guidance Model is certainly of value to
an individual counselor, it is most effective when implemented as a
school, or better still, as a district program. Our experience, and the feed-
back we receive from schools, is that the strongest programs are in those
schools which receive strong and consistent support from the district. For
this reason, we believe that a school which is considering adoption of the
model should elicit a commitment from the principal to be involved in
the training and implementation process. It is critical for the building
principal to understand the conceptual framework of the model, the lan-
guage of the model, and the desired outcomes. In short, the principal
must become a full stockholder in the new program.

Itis also essential that all of the counselors in the school and, if pos-
sible, some key teachers and administrators participate as members of the
implementation “team” and members of the steering and advisory com-
mittees. The proper formation and use of the steering and advisory com-
mittees has proven to be extremely beneficial to schools as they move to
adopt the model. The supportive voice and action of key opinion formers
in the school and in the community have often proven to be invaluable in
establishing advocacy for the program. One school district board added
an additional counselor in each of its secondary schools as a result of
input from a school-level advisory committee.

For those who have already made a decision to implement the pro-
gram, we would offer this advice: Be willing to participate in the basic
training for the model two or three times and review your implementa-
tion efforts against the model periodically. On numerous occasions, we
have had counselors express gratitude that we brought them back a sec-
ond and third year for training. Frequently heard was the expression I
don’t know why, but this is my third year and I am finally really getting




it!” 1t seems that the new model represents such a fundamental shift in
thinking that it takes both time and repetition for all of the pieces to fit
together or have full meaning in a counselor’s mind. We have also
learned that while it seems cumbersome, there is a great deal of value in
documenting time allocation. To implement a comprehensive guidance
program requires a balanced allocation of time. This can only be accom-
plished when counselors know where their time is being spent.

We would also advise implementers of the model to make provi-
sion for the program implementation team to plan and develop their pro-
gram. This must be time away from the demands of their daily routine.
Our experience suggests that perhaps four to six days before school starts
and then two to four days intermittently allocated during the year pro-
vides the minimal amount of time needed to plan and develop the pro-
gram. After several years, these functions can be absorbed within the sys-
tem support component of the model. However, we believe this added
time is critical in the first several years of implementation.

Finally, we would advise counselors to be patient and continue to
make incremental improvement in your program. Our experience sug-
gests that three to five years are needed to make the transition to the com-
prehensive guidance program. We have some schools that have devel-
oped very strong programs in three years, and we have some others that
have more to do after five years. Most of our schools are able to meet the
state “minimal” program standards in three years. We do believe, how-
ever, that counselors have a professional responsibility to constantly seek
an incremental improvement of the program. No counselor should be sat-
isfied if their school guidance program is not better this year than it was
last year. The counselors in Utah tell us that implementing a comprehen-
sive guidance program is very hard work. Many tell us they have never
worked harder in their lives. They also tell us they have never been more
happy or satisfied in their professional role. There is an almost universal
expression of an enhanced professional image, increased opportunity to
productively affect student’s lives, and a sense of professional pride
being expressed. The school counselor’s view of the worth of the pro-
gram is mirrored in the expressions of administrators, school board mem-
bers, the PTA organization, the Governor’s Office, state legislators, and a
wide range of other groups which enthusiastically support the program.
Our advice: Go for it! Hard work will pay rich aividends.
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CHAPTER T -

The Comprehensive
Guidance Program in
Davis County Schools

DIANN DAVIS

Davis School District is located between Salt Lake City and Ogden
in Utah. The county is primarily residential with Hill Air Force Base being
the largest employer. There are 220,000 people residing in the county with
approximately 58,000 students enrolted in 70 schools. All secondary scheols
have the Comprehensive Guidance Program well established. The ele-
mentary school phase of the K-12 program will begin this fall.

The success of the Davis County Schools Comprehensive Guidance
Program is a result of a combined, dedicated effort and support from
numerous entities. The Board of Education, central administration, cur-
riculum, data processing, student services, applied technology education,
assessment, counselors, administrators, and teachers from each school,
students, parents, community support, and the Utah State Office of
Education—all have been major contributors. Countless hours and mil-
lions of dollars have gone into the program. This exceptional commit-
ment will continue because this program has proved educaticnally sound
and beneficial for all students, parents, teachers, administrators, the
Board of Education, business, industry, labor, and the guidance person-
nel.

The mission of Davis County Schools is to educate all students as
they prepare for a productive life in a changing world. This comprehen-
sive guidance program is designed to be a major contributor in accom-
plishing this mission. The following elements were built into the pro-
gram: guidance curriculum with competencies, individual planning,
Student Education Plan (SEP) for all students, Student Education
Occupation Plan (SEOP) for all students, responsive services of counsel-
ing consultation and referral, and system support (such as program man-
agement, professional growth, and accountability). The developmental
design includes numerous sequential activities for cach grade. 1t is orga-
nized and implemented by counselors, teachers, administrators, parents,
and community representatives; the primary focus is all students.
Curriculum developed by the district features self knowledge, educa-
tional and occupational exploration, and career planning. The SEP guides
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elementary students in goal setting and career awareness. The SEOP for
secondary students highlights six major components: comprehensive
counseling and guidance curriculum, career exploration, selection of
career paths, postsecondary intent, diploma emphasis options, and mul-
tiple-year planning. They are all utilized to facilitate one annual individ-
ual SEOP with student, parents, and counselors and one small group
SEOF meeting. The components are managed by an electronic system
designed and developed by the district. Students and parents have con-
stant electronic access to monitor their individual SEOP at all schools and
at homes that are electronically linked.

The purpose of the program is to provide a system that personal-
izes education for every student. Expected outcomes include the follow-
ing: educational relevancy; long-range planning; articulation within and
throughout the educational system; connections with business, commu-
nity and educational institutions; support from counselors, teachers,
adminijstrators; involvement of the educational family; and directed use
of educational time.

All students in the district benefit because of the developmental,
systematic program offered to them. Elementary students have SEP con-
ferences three times a year. Annual SEOP conferences with secondary stu-
dents, parents, and counselors culminate the process of numerous cur-
riculum competencies, activities, and assessments into an individual
product. Advisement provides continuity to the entire planning process.
It is the means by which students, counselors, teachers, and parents
maintain an organized understanding of where students are and what
needs to be done to help them move forward and accomplish their goals.
Advisement is set up in such a way that students have a major responsi-
bility for making decisions about their future. Advisement occurs fre-
quently throughout the school year and is less formal thar the SEOP
process and conference. Interaction with the student, as needed, provides
the consistency of a comprehensive program.

Davis County Schools have developed an electronic student-man-
agement computer system. A complete SEOP features current informa-
tion on every student. Competency-based comprehensive counseling and
guidance curriculum, career exploration, career paths, recommended
courses, multiple-year planning, transcripts, assessments, and immediate
classroom status are some of the components available to students and
their parents in grades 7-12. Annual SEOP conferences and advisement
allow all students to get constant information about educational and
occupational opportunities.

The Davis County School System is sectioned into seven cones
with a high school at the top of each cone. Junior high schools and ele-
mentary schools that feed into that pattern are part of that cone. Specific
coordination between cach high school and its feeder junior high schools
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are held monthly; elementary is held as needed. The chairperson of each
high school counseling department is designated as cone chair. The seven
cone chairs also meet frequently with the director of comprehensive
guidance to ensure district coordination. All district counselors meet
together monthly for staff development. Principals also meet frequently
for district cone coordination to ensure that articulation is clear and
smooth. This structure provides seamless services for all students in cur-
riculum and SEOP sequencing.

Student goals are documented in each student’s computer portfo-
lio. The goals selected and expected outcomes identified during a SEOP
conference are tracked electronically, as are student and parent involve-
ment. The SEOP is also used for individual guidance on strategies to
reach goals and expected outcomes. Competency coverage is compre-
hensive with counselors and teachers working together to teach the com-
petencies. A checklist of the competencies identifies areas of strength.
Any competency not being taught becomes a priority. Portfolio informa-
tion is available on computers for each student. An extensive portfolio is
being developed with a sizable grant from the Utah State Office of
Education. Each school has annual program accountability. Every three
years each school must pass an extensive review of its site-based pro-
gram. This review is directed by the Utah State Office of Education.

Davis County Schools has a comprehensive guidance program in
grades 7-12. Program components are in place or are being developed for
K-6. Some of the features are advanced technology, competency-based
curriculum, assessment, portfolio, School-To-Careers, technical prepara-
tion (Tech-Prep), career exploration, career paths, postsecondary intent,
diploma emphasis options, and multiple-year planning. The entire pack-
age, through a PowerPoint® computer presentation, has been presented
throughout Utah, at national conventions, and to visitors investigating
the program from several states, Japan, and Canada. The most outstand-
ing feature of the program lies in the creativity, dedication, and commit-
ment of our entire school system providing these services for all students.

ATTRACTIVENESS OF THE MODEL

The Davis County Schools Comprehensive Guidance Program is
comprehensive in design. It is integrated throughout the entire school
curriculum in the areas of self-knowledge, educational and occupational
exploration, and educational career planning.

Teachers, counseclors, parents, industry, business, labor, postsec-
ondary cducation, arent Teacher Student Association (PTSA), and
numerous other volunteers frequently participate in the following activi-
ties: classroom presentations, career days, career fairs, college fairs,
applicd-technology training awareness, job shadowing, financial aid




information, internships, work-based learning, concurrent enrollment,
labor market information, training programs, and field trips.

Prior to the adoption of the comprehensive guidance program, a
technology vision had begun and was progressing through vast hard-
ware expenditures and software and programming tailored for our dis-
trict goals, strategic planning, and mission. Comprehensive guidance
became the vehicle with which all of this information could be dissemi-
nated to students and parents.

Several assessments measuring abilities, aptitudes, achievement,
and interest are strategically administered and interpreted throughout
the SEOP process. All students participate in guidance curriculum activ-
ities and have an individual SEOQP prepared with student, parent, and
counselor input. The individual SEOP includes the disadvantaged stu-
dent; students with diverse racial, ethnic, or cultural backgrounds; stu-
dents with disabilities; students with limited English proficiency; and
gifted and talented students.

Contributing to each student’s SEQP are the following: a develop-
mental and sequential competency-based curriculum; numerous assess-
ments; a large menu of career awareness and exploration; specialization
activities and events; and an informed school staff, community, and parents.

Guidance curriculum is a major component of this program. A cur-
riculum that was complete in scope and sequence, developmental in
design, and which complimented the Utah State Core Curriculum was
not previously available. A guidance curriculum that was competency-
based was also a priority. As a result, money was made available from the
Davis County School’s curriculum director, Fred Brown, to pay coun-
selors in order to write curriculum that correlated with the National
Occupational Information Coordinating Committee (NOICC) and the
State Occupational Information Coordinating Committee (SOICC) com-
petencies and indicators. The curriculum was published in junior high
and high school manuals in a developmental and sequential format. This
curriculum is used throughout Davis County Schools and also in most
secondary schools in Utah. It has also been purchased for schools outside
Utah. Curriculum supervisors, under the direction of the curriculum
director, have written numerous documents that are critical to the SEOP.
The Davis Course of Study Curriculum Framework K-12 is frequently
used by the counselors to guide students in proper class selection and
placement during the SEOP. “A High School Graduation Planning Guide
for Students and PParents—An Outline of Requirements for a High School
Diploma Committee” was chaired by curriculum supervisors. All cur-
riculum supervisors in the department contributed to the choice of cours-
es required to earn diploma emphasis seals. The director and speciatists
frequently meet with counselors to assimilate current and accurate cur-
riculumt information for cach SEOR.




Applied Technology Education (ATE) has a major role in career
planning in Davis County Schools. Each high school has an ATE coordi-
nator that works closely with counselors and teachers. Students that have
technical training in their SEOP are assisted by the coordinators for place-
ment at the Davis Applied Technology Center (DATC). The coordinators
also work cooperatively with an individual representing the Job Service
and Davis County Schools. Several employees are housed among the
high schools to facilitate apprenticeships and similar job placement
opportunities for students.

The ATE curriculum has four levels of focus:

1. Awareness in elementary schools;

2. Exploration in junior high;

3. Focus and pre-specialization in high schools with specific skill
training available in some areas;

4. Specific skill training and retraining and lifelong learning in the
postsecondary system.

Within these four levels, a core of essential experiences and content
has been identified. Two units have been identified in keeping with the
State Board for ATE definition of “core” as a body of knowledge that all
students must be well instructed in and master at a high level of compe-
tence and demonstrate mastery of through assessment accountability.

The first is in the junior high exploration level and the second is in the
high school pre-specialization level. This exploration is to be accom-
plished in seventh grade through hands-on activities in business, health,
marketing, home economics, agriculture, and technology occupations.
The second is designed to provide all students—whether dropout, high
school completer, or college bound—witli coping skills to make the tran-
sition from school to work through insight about resource management,
the effects of technology on home and work life, and the importance of
good work habits and attitudes in today’s economic system. These two
units do not remove or disrupt the specific skill offerings, the basic skill
mastery, or the enrichment and personal interest offerings. Rather, they
provide the essential elements of understanding to promote a successful
transition into the world of work. They also provide a sound basis for
courses which, when completed, will render the student ready for
employment or further training,.

The value of Utah’s ATE leadership organizations has been recog-
nized for many years. They function as an integral part of the related cur-
ricutum for students enrolled in ATE programs. Any student in an ATE
class may join the organization for that subject field. In many cases, this
experience is the first step toward a lifetime of active public involvement
on the local, state, regional, and even national level. Participation in lead-
ership organizations helps students bridge the gap between school and
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community by promoting the live interaction of educators and students
with business, industry, and other components of the world of work.
Opportunities abound for meaningful involvement in community
improvement projects. Programs of awards, degrees, and other activities
complement the objectives of classroom instruction as well.

Tech Prep training takes advantage of school, business, communi-
ty partnerships, and integration of applied technology and academic cur-
riculum to promote a seamless transition from secondary to postsec-
ondary schools and then job placement. Some high school courses have
been articulated with two-year degree certificate programs in postsec-
ondary institutions.

Davis County Schools began the “Capacity Building Phase” of
School-To-Careers in the fall of 1995. A coordinator has been hired to
move this educational approach into the “Implementation Phase.”
Comumittees are all in place with educators, business, znd community
representatives serving in various areas. School-To-Careers will provide
a system for all students through six major areas of focus:

1. Counseling and Guidance—Career awareness, exploration;

2. Work-Based Learning—Exposure and instruction of workplace
competencies;

3. Career Majors—Initial selection not later than tenth grade;

4. Collaboration—Local partnerships;

5. Curriculum Integration— High academic and occupational skill
standards;

6. Articulation—Strong links between elementary, secondary, and
postsecondary education.

The core elements of School-To-Careers are school-based learning,
work-based learning, and conrecting activities. School-To-Careers is an
organized, comprehensive system to help students prepare for, and enter,
the work force in a chosen career. Increasing demands of a highly com-
petitive, changing world economy mcan that employers need people
with high academic, analytical, nd technical skills. We are making nec-
essary systemic educational changes so that our students will have these
skills as they prepare for a productive life in a changing world.
Comprehensive Guidarce and School-To-Careers complement one
another, producing a strong programmatic educational system for all stu-
dents.

Responsive services have always been a hallmark for Davis
County School counselors. Each school offers a variety of counseling,
consultation, and referral services. The unique population, needs of each
school, and needs of individual students are determining factors for the
many programs offered. Some schools offer group support during school,
others offer after-school programs. Such areas as divorce adjustment,




school adjustment, anger management, violence prevention, coping
skills, and grief are a few examples of school responsive services.

As a district, we have a crisis team that responds to every school
when services are requested. It is composed of counselors, social work-
ers, and psychologists who have been trained in crisis response, suicide,
and other traumas. They volunteer their time for crisis work. The team
assembles at a school, by invitation of the principal, when the death of a
student or faculty member has occurred. In coordination with the
school’s existing mental health professionals, the team conducts crisis
groups with students who have been affected.

In the group, students are encouraged to express grief, to develop
a strategy for coping with the crisis, and to identify peers and adults who
can be their support network. In the event of a suicide, crisis workers ask
for a commitment from each group member not to copy the suicide.

The team notifies the parents of students identified as being at risk
and encourages them to immediately seek '. ental health intervention.

The goals of the crisis team are to prcvent copycat suicides, offer
grieving students emotional support, and enable students to develop
coping strategies. Support systems identify students for immediate refer-
ral that are at risk for self destructive behavior. The crisis team acts as an
carly-response team to meet the initial needs of the school during a crisis;
they do not provide long-term counseling for students.

The professional agreement for Davis County Schools agrees in
writing to provide for system support. The agreement states that coun-
selors will receive two hours of additional release time per month to
attend district staff development and professional development activi-
ties.

This is usually a minimum of hours reserved for program manage-
ment, professional growth and accountability. Paid summer conferences
and training, as well as school-year system support, are utilized by coun-
sclors and their staff.

STRATEGY USED IN GAINING ADOPTION

Davis County Schools began with a pilot comprehensive guidance
program in one junior high school and one high school. One counselor
and a parent from each school made an informative presentation to the
school board. There was reserved interest in adopting the program at that
time. However, more schools became involved in training, and the
momentum of comprehensive guidance grew.

A pivotal event took place when Dr. Nancy Fleming, assistant
superintendent and former counselor, attended comprehensive guidance
training. She became an active advocate for the program. Specific dis-
trictwide Comprehensive Guidance plans were organized and again the
board was approached. This time Dr. Fleming was the presenter and
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board adoption of comprehensive guidance was the goal.

On June 15, 1993, the Davis School Board adopted comprehensive
guidance as a program that would be planned, developed, implemented,
maintained, and evaluated in every secondary school. To support the
adoption, the school board requested a reduction of the counselor-to-
pupil ratio by hiring additional counselors. A directive was also given
that the staff of each counseling department and the school administra-
tion be trained in comprehensive guidance.

Administrators encouraged and expected counselors to restructure
their position as counselors in a program that provided direct services to
students at least 80% of the time. Counselors were allotted 16 extra paid
days during the summer months and numerous hours after school for
restructuring. Staff Development from the Utah State Office of Education
and Davis County Schools provided direction, instruction, assistance,
and advocac for this superlative program that is now integrated
throughout every secondary school. In the initial stages of program
change, only a few schools quickly accepted the challenge for redefining
their job expectations. The paradigm of change happened in various
degrees and with shades of intensity. Eventually, all schools have moved
from a reactive position to a proactive program.

The major responsibility for change was required of the counselors
for managing the entire structure. Their support came through service
from teachers, parents, business, and community; hardware and soft-
ware; individualized technology SEOP; materials from the district office;
and a committed working vision of an excellent program from district
and building administrators. From this commitment, all have benefited.

HOW THE PROGRAM FUNCTIONS N OUR DISTRICY

The purpose of the Davis County Schools SEOP is to have the
school, student and parents, business and community members harvest
the benefits of the comprehensive guidance program. The purposes
include educational relevancy, long-range planning, articulation, connec-
tions, involvement of the educational family, and directed use of educa-
tional time. This shared common purpose of a comprehensive program
creates confidence in all concerned that their collective action will make
a difference in every student’s life.

Davis County Schools is constantly improving an extensive com-
puterized SEOP process which is closely aligned with an effective district
comprehensive guidance program. The SEOP includes student career
information and individual student portfolios, as well as recommended
courses relevant {o specific career goals for students.

Students in kindergarten through sixth grade are introduced to,
and made aware of, the world of work. Career awareness curriculum and
activities used in these grades are integrated with the “Choices Jr.” guid-
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ance information program. Students, parents, and teacher meet three
times a year for SEP conferences in elementary schools. This begins the
foundation for the SEOP in the secondary schools. Individual student
portfolios become a component of the SEOP toward the end of the ele-
mentary school experience and continue with the students until gradua-
tion.

Junior high students are asse sed in regard to their career interests,
aptitudes, and abilities. They pursue additional career exploration
through the Technology-Life Careers (TLC) program and other career
guidance curriculum which has been developed for grades 5-12. Also
during seventh and eighth grades, all students utilize the “Planning My
Future” computer program to explore additional career opportunity
information.

Toward the end of eighth grade, all students will complete a four-
year registration plan based on individual career goals. School counselors
and parents are closely involved with students as these goals are deter-
mined and courses selected. If students change career goals after the ini-
tial four-year registration is completed, their registration plan will like-
wise be adjusted. An annual individual SEOP conference is held with all
students, their parents, and a school counselor. Numerous activities are
conducted each year by counselors, teachers, business labor and industr:
and postsecondary institutions to assist students and parents in choosing
an appropriate SEOP.

Recommended courses for grades 9-12 have been identified by
teams of counselors, teachers, and administrators; business, labor and
industry representatives; postsecondary representatives; and district
staff. Students have access to these recommended courses for each of 23
job families (occupational clusters) which include more than 95% of cur-
rent U.S. labor force occupations. The 23 job families fall under six major
career paths: business contact (marketing), business operations, technical,
science, aris, and social services.

Three postsecondary intent levels are identified for cach of the
major career paths: Level one recommends courses which will best help
students prepare for entry-level employment; level two identifies basic
courses which will be most beneficial for students who plan to enter one
of the job families which require up to two years of postsecondary train-
ing; and level three identifies those courses recommended for students
preparing for four or more years of schooling beyond high school.

Ninth-grade and high school students are further exposed to career
information through the “Choices” computer program. The Career
Planning Program (CI'P)—individual student interest and ability assess-
ment—i» administered o every ninth-grade student in the district and
assists students in determining career direction.

During, « SEOP, students and their parents, with the guidance of a
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counselor, may select courses leading to a diploma and an emphasis seal.
All graduating students will receive a high school diploma. Through
planning and achieving goals set in the SEOP, a seal with an academic
emphasis, technical emphasis, or fine arts emphasis may be added to the
diploma. It is possible to earn two diploma emphasis seals by taking sev-
eral high-level courses in the required areas.

Electronics will play an important role as college and university
information becomes available and is transferred to high school students.
Transcripts and entrance application forms may be electronically trans-
ferred to institutions of higher learning through the district SEOP.

Recording and storing the SEOP for all students in a school district
requires an enormous amount of space and organization. Information
needed for each student includes the following: career exploration, career
paths, postsecondary intent, recommended courses, multiple-year plan-
ning, transcripts, current status in class work, class rank, attendance, and
assessment.

Several years ago, a vision of a completely electronic student man-
agement system began to be realized. Today, in Davis County Schools, it
is a reality. The system is sophisticated yet user-friendly. Counselors have
considerable information about every student with the touch of a key-
board. Security and confidentiality have been priorities. Students and
their parents are able to view their individual information at all schools
and in homes that are electronically linked. Any changes or updating of
the SEOP requires the security of a counselor, administrator, or staff
trained with security for the SEOP.

Before the formulation of a SEOP, there have been numerous career
exploration activities on the computer. Student-centered activities, in*er-
active lessons, and individual assessments also give students and parents
individualized information that usually formulate a student profile.
Interest, aptitudes, and abilities are also important information used in a
SEOP. Counselors and teachers use developmentally appropriate materi-
als that are sequenced to enhance each year of understanding and level
of decision making.

Parents are invited, by phone or mailed appointments, to attend an
annual SEOP with a counselor and the student. Counselors also have
after-school hours and evening SEOP time to accommodate all parents.
An inconvenient time or canceled SEOP is always rescheduled.
Adjustments to the SEOP are always considered. Parents and student
SEOP participation is very high in Davis School District. The quality of
ea- it SEOP is an individualized educational and occupational multiple-
year plan. Students, parents, and counselors have beconie valuable edu-
cational partners as they develop each SEOP.

Parent and students are also invited to attend career fairs, an open
house to view each school’s department offerings, post-high-school day,
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financial assistance for post-high-school training, and a variety of pro-
grams to assist parents and students with specialized needs.

Each school gives genera! information to students and parents con-
cerning numerous course offerings, alternative education, skills and tech-
nical training, work options, job shadowing, and apprenticeships related
to their career goal. This same information becomes more individualized
in SEOP.

Technology has released counselors from the endless paperwork
that once defined their position. Tracking each student’s progress, instan-
taneously identifying students in need of assistance, and generating a
variety of student lists with specific data allows counselors the time to
meet individual student needs.

The SEOP has greatly minimized the number of changes that stu-
dents make to their schedules. The SEOP now is the focus of each stu-
dent’s education. In several schools, counselors have chosen to allow stu-
dents and parents to enter their registration on the computer, choosing
their class periods and teachers. Students are then responsible for resolv-
ing any conflicts in courses desired and making educated decisions. The
computer has the capability of placing students with the same career
goals in designated classes so the teacher can adapt the core curriculum
to specific career needs. Our district computer programmers have an
understanding of SEOP as a futuristic approach to their work. They are
constantly improving, making additions and adjustments for a state-of-
the-art technological student management system,

Coordination begins with communication. Communication
becomes valuable when understanding is reached by everyone involved.
Coordination also requires motivation and dedication to follow through
on decisions and tasks.

Each of our 20 secondary schools has formed advisory and steering
committees. The advisory committee develops purpose, direction, and
goals for the school’s comprehensive guidance program. This committee
comprises school staff, students, parents, PTSA leaders, board members,
business, labor, and industry representatives. School goals are defined
within the district’s mission and strategic plan. Site-based goals are cho-
sen as a result of identified needs that are collected from a needs assess-
ment. Students, school staff, and parents are all invited and encouraged
to respond. The steering committee provides on-site school management
for the program. The membership consists of a broad representation of
the school staff.

All members clearly understand that their purpose is to support
expected outcomes for all students. They are founded in the district mis-
sion statement, strategic plan, and school philosophy.

Counselors have monthly inservice meetings with the comprehen-
sive guidance director, curriculum director, curriculum specialists, data
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processing personnel, Alternative Education, ATE coordinators, assess-
ment director, and others as needed. A monthly inservice meeting allows
all counselors to receive current information for program management
and districtwide coordination. These meetings are conducted by the
director of Comprehensive Counseling and Guidance. Meeting agendas
are sensitive to the suggestions and information requested by chairs of
each cone. These chairs meet frequently with all counselors in the cone
for planning, networking, and coordination specific to their needs.

Cone chairs function as an advisory group to the director of com-
prehensive counseling and guidance. They have leadership responsibili-
ties in their own cone as well as in district committees. Counselors and
administrators also have frequent inservice meetings. Because Davis
County Schools is a rapidly growing district in population and in new
and improved programs, constant communication training and coordi-
nation is necessary.

All new counselors receive an initial inservice and welcome to their
position by the director of Comprehensive Counseling and Guidance.
They are assigned a counselor mentor that will work closely with them to
welp ensure that their position as counselor is both rewarding and pro-
ductive. The new counselors also receive individual training on the stu-
dent management SEOP computer program. They acclimate quickly into
a job with high expectations and constant demands.

Coordination is also immediately facilitated through E-mail.
Messages and memos can go to individuals, the entire group of coun-
selors, junior high schools, senior high schools, cone chairs, or other spe-
cific groups. Fax machines are utilized and in-district mail is also deliv-
cred daily. .

All programs offered from the district office are developmental and
interdisciplinary. They coordinate with district goals, strategic planning,
and our district mission. The Comprehensive Counseling and Guidance
Program offers self knowledge, educational and occupational explo-
ration, and carcer planning within the guidance curriculum. Counselors
share ideas, techniques, procedures, and programs with each other dur-
ing staff development to foster quality of services. Because of the excel-
lent structure of coordination, all students receive very similar services at
cach school and grade level throughout the district (see Figure 7.1).

SUCCESS OF THE PROGRAM TO DATE

Creating a strategic plan, a mission statement, expectations for stu-
dents, and a comprehensive guidance model was achieved through a col-
laborative effort of school, home, business, and community. Moving from
committee work to the written document to realistic implementation
requires extensive partnership involvement. As this revoltutionary way of
meeling student needs gained momentum, so did a need to refine what




had been created and affix each element together in a logical and orderly
manner. A lengthy evaluation of where we were and what we desired as
a complete package emerged. From this evaluation, 13 committees were
formed. Every counselor in the district was assigned to a committee.
They are the primary managers of this huge undertaking and their
endorsement was crucial. As they became involved in the creation or
refinement of a part of the program, they could envision how the other
parts, together, became a whole. The same realization happened to
administrators, parents, students, business, agencies, higher education,
and others as they worked collaboratively. The nature of each committee
assignment required different task completion dates. Some have finished
the assigned task, while others are moving as rapidly as technology and
other extenuating circumstances allow. Enthusiasm for the finished pro-
ject has not diminished. The time element has created a stronger, more
unified understanding and desire to see all phases complete. A residual
of the success of the program is that the creativity does not stop. We no
longer look at the goal as a product but as a continually improving
process.

With a desire to have everyone in the school and community
understand the SEOP and its benefits, a new project was introduced. A
grant application was written to the Utah State Office of Education
requesting matching funds for high school marketing students to design
a SEOP marketing campaign. The students would learn more about
SEOP, use the marketing skills learned in marketing class, and design and
implement their school cone campaign. Schools would present their final
campaign to their school feeder junior highs and elementary schocis.
Their SEOP marketing campaign will also be presented to a panel of
judges from the education and business sector. The winning high school
team will present their campaign to the Davis School Board of Education
and be available to the Utah State Office of Education as requested.

The 13 committees and the marketing campaign have been a
tremendous collaborative success. The greatest success, nonetheless, still
lies in the individual SEOP for every student. Parents have responded
very positively as they highlight their child’s interests, aptitudes, and
abilities and plan together for an educational and occupational plan.
Counselors, students, and parents are truly setting a collaborative exam-
ple in Davis County Schools.

All students determine career plans, set individual goals, and out-
line expected outcomes and strategies that will enable them to succeed.
All of this information is stored in their electronic SEOP. A space is pro-
vided on the computer screen to acknowledge that student, parent, and
counselor, individually, have approved the SEOP. An area for notes and
comments is also provided. This is used to keep documentation of other
important dialogue and decisions during the SEOP or other appoint-




STUDENT EDUCATION OCCUPATION PLANNING (SEOP)
DAVIS COUNTY SCHOOL DISTRICT

CAREER EXPLORATION
Awareness - Selection
*K-6 Exploration
*5-6 Choices Jr.
*7-8 Planning My Future
*9-12 Choices

SELECTION OF CAREER PATH
eCareer Cluster
*Job Families
*Specific Occupations

Business Business Techni . Social
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Contact /:\ Operation Service
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MULTIPLE-YEAR PLANNING (Grades 7.8, 9-12)
Selection of coursework and training to Support Careey Cluster

[{igh School Curriculum and Concurrent coursework
(i.e., ATC, College or University, Apprenticeship, and On-Job training)

Frgure 7.1, Due to the excellent structure of coordination, all students receive sim-
har services at each school and grade level throughout the district.
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The electronic system keeps current daily information about the
status of every student and his or her movement toward the SEOP.
Counselors and teachers work cooperatively to determine the competen-
cies that students are taught. Using a checklist and other charts, any com-
petency deficits are identified and then addressed.

The Utah State Office of Education provides a self-study for all
school counseling departments. From the data required in this study,
each department can readily determine that they are providing a quality
program for all students. This evidence is further confirmed when a team
of reviewers from outside the school evaluates, in depth, every portion of
its program. If the school program passes the standards that have been
determined by the Utah State Legislature, the school is then recognized
as a Comprehensive Counseling and Guidance School. For three years
thereafter, a report is submitted to the Utah State Office of Education to
acknowledge that standards are still being met. To maintain an excellent
and progressing quality program, a review team returns to the school
every three years for an on-site review. The review team again determines
if all standards are being met so that the Comprehensive Counseling and
Guidance School status may remain intact.

If a school does not pass standards during a review, it is given a
designated amount of time to work on areas of weakness in order to
become proficient in all areas. The following areas are all required to be
in place and effective before a school passes a review:

School board comprehensive counseling and guidance adoption
Advisory committee
Steering committee
Needs assessment
Time allocation
All students receive servires
Twelve NOICC competencies demonstrated
Technology Life Careers (TLC) junior high
Placement—high school

. SEOP

. Responsive services

. Program articulation

. Structural components

. Inservice training

. Overall rating

PLANS AND GOALS FOR THE FUTURE

“Working Together Works” is more than a theme for Davis County
Schools. If is an active philosophy that encourages continual success.
Future plans and goals include welcoming continued collaboration of
district office departments and all schools. Comprehensive guidance




must be an inclusive program for the model to reach its full potential.

Working together may require additional time. However, a consid-
eration of many ideas will produce a stronger product with committee
member ownership. That ownership will transfer into support.

A recently formed committee will create a K-12 comprehensive
guidance chart. This chart will indicate proper sequencing of SEOP and
career guidance curriculum at each grade level. This will give students,
parents, and educators a SEOP and comprehensive guidance curriculum
framework for districtwide services for all students. Each school has site-
based strategic plans that coordinate with the district strategic plan. The
chart framework will enable all district students to receive similar ser-
vices with site-based decisions.

Extending comprehensive guidance to a K-12 program is another
goal. During the 1996-97 school year the initial stages of this goal will
become a reality. Of 48 elementary schools, 15 will begin implementing
comprehensive guidance. Prior to the addition of the counselors, the
schools were embracing the SEP. Students, parents, and teachers have
worked together in the following SEP areas:

1. Celebrating the child (student strengths)

2. Areas for improvement (stretching for continual success)

3. Student goals (“I can do better by...”)

4. Parent goals of support (“I will support my child’s goals by...”)

Elementary counselors will be available to add support for the SEP.
Curriculum, responsive services, and system support will now be avail-
able to the elementary students, parents, staff, and community.

An additional goal that will be managed by our counselors is to
achieve more SEOP involvement from all teachers. Counselors will con-
duct staff development in comprehensive guidance for all teachers and
administrators at their school.

With every student having a SEOP, classroom relevancy will
strengthen the commitment to their plan. All teachers will be encouraged
to coordinate something in their curriculum with the SEOP.

The quality and character of the school district’s curriculum are
fundamental to the realization of a student’s learning achievements.
Below are the two key propositions underlying this curriculum frame-
work:

1. All students should have the right to a continuity of educational
experiences which meets their present and future academic and career
goals.

2. When an organized, thoughtful, curriculum plan is in place, sup-
ported by informed educators, the engagement of our students in the
learning process is maximized.




ADVICE TO NEW IMPLEMENTERS

As you begin implementing the Comprehensive Guidance Model,
think of the process as developmental—working toward a product. A key
factor for new implementers to remember is that each counselor is also in
a developmental stage of mentally adopting comprehensive guidance.

Some counselors are entering the profession having been taught
comprehensive guidance as a major component in their graduate studies.
Others have attended staff development, inservice, and conferences fea-
turing comprehensive guidance. Some have limited or no background in
the model.

Levels of experience and training are clearly important variables,
however a positive attitude or willingness to develop one is the crucial
element. For some, positive attitude comes naturally. For others it is a
developmental process with individual or team time lines.

Be very cautious about conveying the message that existing pro-
grams are to be discarded and replaced with an effective method of offer-
ing services to all students,

We are in the business of building and supporting not only stu-
dents but also professionals. Spend considerable time evaluating the
strengths of current services. Strengths are then placed into the model or
adapted to fit comprehensive guidance.

This procedure can be time consuming as well as rewarding.

Professional and program integrity is validated. The restructuring of the
program will be productive rather than interrupted, stalled, or terminat-
ed.

Be very deliberate in planning time and specific ways to revitalize,
renew, and care for your counseling te.m. Comprehensive guidance is
extremely demanding; unexpected, unscheduled needs of students also
require attention. Even the best program with dedicated professionals is
very susceptible to burnout. Because counselors are in a helping profes-
sion, they often want to be all things to all people at all times. Know that
this is impossible. The very best counseling tool that a counselor has is
himself. If counselors allow that tool to become dull or worn out, the pro-
gram and student will suffer. A consistent pattern of going to work early,
skipping lunch, and staying late will eventually damage or ruin your
tool. The result will not be improved services to students but instead a
counselor that is too tired to reach his or her potential.

Comprehensive guidance requires a team effort. Constant consid-
eration for both students and staff is essential. Put balance not only in
your comprehensive guidance program but also your life away from
school. Support and encourage your accomplishments individually and
collectively. Working together works.




Box Elder Comprehensive
Guidance Program
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Box Elder County School District geographically spans a 5,643 square
mile area and serves 11,305 students in 25 schools. The sprawling area pre-
sents a challenge by creating a geographic split of “district alter egos,”
looking something like north vs. south. Each mirrors the other in sec-
ondary level makeup—one high school (grades 10-12), one middle school
{grades 8-9), and one intermediate school {grades 6-7). It is an economi-
cally diverse district with a large agricultural and industrial base. The dis-
trict is rural yet has a strong urban flavor concentrated in one area. The
incremental shift from a traditional reactive counseling model to
Dr. Norman Gysbers’ highly successful Comprehensive Guidance Program
Model began in one rural school with one counselor who caught Gysbers’
vision at a state meeting. This counselor’s principal also became a propo-
nent of comprehensive guidance and both were willing to act on the con-
cept. The six secondary schools are now organized into a north and south
cone feeder system infrastructure, practicing comprehensive guidance and
serving 100% of our secondary students.

NOTE: This chapter is written from the perspective of a high school coun-
seling team member. Looking in on this slice of time, the two district high
schools were mazing their way along, coming onboard with comprehen-
sive guidance. Preston Checketts, the initiating counselor, spent one year
working as a specialist at the Utah State Office of Education where he
saw the “nuts and bolts” of implementation. Upon his return, he trained
counselors, thereby facilitating model implementation in each of six sec-
ondary schools. This led to the creation of the north and south feeder sys-
tem structure referred to as cones. The cone structure provides more
seamless communication between feeder schools and allows for grades 6-

12 planning to sequence assessment time lines, guidance curriculum, and
individual planning,

HIGHLIGHTING ATTRACTIVE FEATURES OF THE MODEL

Is this race for you?
Entering comprehensive guidance is like entering a race. A runner
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must study the course, obtain correct equipment, and work out daily to
get into shape. When counselors and district investigators first saw the
Comprehensive Guidance Program Model, they were immediately
attracted to the fact that it was designed to meet the needs of 100% of the
students. In assessing the Comprehensive Guidance model, it appeared
that each student would have an equal link to his/her counselor.
Counselors had long recognized the need for some order in the existing
system. As thev looked down, it was obvious that their old running shoes
were coming apart at the seams; they had far too many miles on them.

The new comprehensive guidance model would virtually pick
counselors up and put them down on a new path. They would slide into
new high-tech running shoes (see Figure 8.1), study the new program,
train, and plan every day to be ready to step up to the starting line and
lead their students down a course that, at long last, made sense!

As counselors crept on at a “petty pace” back at the urban school
within the sprawling district, many changes were taking place at the state
level to set the stage for comprehensive guidance development on the
grass-roots level:

¢ The Utah State Office of Education was making a major effort to
restructure guidance and counseling in secondary schools and legislative
suppaort was being sought.

* The course work in the counselor training programs throughout
the state was focusing on and supporting the restructuring effort bv pro-
viding instruction in comprehensive guidance. Counselors with this new
training were being hired in Utah schools.

Prior to 1993, schools in the Box Elder District were following the
clinical/medical counseling model-—schedule changing was a para-
mount feature of the position. This was a comical use of a master’s degree
in psychology. If counselors were ever out of their offices, it prompted an
immediate assumption: “They must necessarily be ‘goofing off” and not
doing their job, because I can’t see them, and they are not here to fulfill
my immediate needs.” Thus, counselors often waited in their offices for
the next crisis. They occasionally emerged and became visible to admin-
ister a schoolwide test, or to do a punitive round of hall duty. The prac-
tice was a very reactive, randomized model where the counselor’s job
description was formed by the person standing in front of him or her at
a particular moment in time. Control of a counselor’s time was deter-
mined by almost anyone—except the counselor. Staff meetings and a
vear-long planning calendar were unheard-of practices.

Counselors spent 1007, of their time working with 20", of the stu-
dents (the top 10% and the struggling 10%). Who was addressing, the
counscling needs of the remaining 80% of students? It became apparent
that the old model was actually a great barrier to effective counseling. It
was as if counselors were simulating a race by jogging in place; they were
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going nowhere. Moving from the concept of counselor as a position to a
programmatic system made great sense.

Imagine “Bingo Night” with the caller standing in front of a large
glass machine that continuously blows bingo balls up and around. The
old model greatly resembled this machine. The counselor—like the
caller—would reach into the chaotic machine and grab a bingo ball: “I
will now solve problem G-7.” One could say the counselor’s job lacked
scope and sequence. One could also say that the counselor’s job was con-
fusing and unfulfilling. Did anyone in the school community have regard
for these “fried Freudian misfits” waiting in fear for the next “clinical
bingo ball” to fly out of the machine? Or else they were peeking out of the
office door to view a long line of students whose desperate pleas for crit-
ical class changes quickly deteriorated into grimacing demands. Or else
they waited in anticipation of the next add-on ass gnment to be drop-
kicked down the chain of command into the counselor’s robotic
appendages.

Hindsight paints a grim picture, especially compared to the insight
that was provided when counselor Checketts returned from the Utah
State Office of Education after serving a year there as a specialist. He was
able to catch the state vision, and he brought his expertise to guide us
through a restructuring effort. He was assigned to work part time in the
Box Elder District and part time as a counselor at the high school.

By this time, the school had just hired three counselors, fresh out of
current programs, educated in comprehensive guidance concepts. The
talents of the team were diverse: one counselor had extensive career cen-
ter expertise, another had a public relations background. One team mem-
ber with clinical savvy negotiated the at-risk population via groups and
feeder-school outreach prevention. Our counseling chair had administra-
tive expertise, and our state office counselor was a technology expert
who had the know-how to keep us treading water while riding some of
the rough waves of change.

This team concept emerged as a significant, positive element of the
model that hadn't really been expected. We were able to use our skills to
work as a support system for each other, and we combined talents to
implement each of the program components. With this dynamic group in
place, the race was on!

The five-person counseling team became a high-powered force in
shaping the restructuring efforts within the school and within the district.
The team attended the third year of state-sponsored training of Gysbers’
Comprehensive Guidance Program Model and continued to create a site
vision and step-by-step plan to further progress. A sense of acceptance by
cach counsclor on the team was critical. Next, but not less important, was
acceptance by the administration and the district. As one may expect,
this occurred at varying rates and stages. Before moving ahead, training
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education and skill building had to be attended by the entire counseling
team—remembering that key administrators are an integral part of the
team. Each member of the team had to be willing to participate in com-
prehensive guidance at the school site in order to serve 100% of the stu-
dents. The Utah State Office of Education provides training meetings
annually in August which feature Gysbers. This is where our principal
caught the vision and saw comprehensive guidance as a vehicle for mak-
ing the entire school work more effectively. Any time a steep hill came in
front of us, the principal was on the sidelines cheering us on. He believed
in us and our ability to implement the guidance program! So, this was the
euphoric feeling described as the “runner’s high”!

With the support of the district vocational director and the princi-
pal, two important changes were implemented. First, a comprehensive
guidance clerk was hired as support staff to the counselors. Secondly,
construction began on a spacious, full-service career center that featured
a computer lab for the career information delivery system and several
professional offices for the counselors, the comprehensive guidance clerk,
and the counseling secretary.

The impressive counseling center was a visible, professional mes-
sage to the school community. We realized that in shifting a paradigm, we
need to be responsible for teaching others how to treat us. Sign-up sheets
at the desk for appointments put us in cc ntrol of our time and sent a clear
message that drop-ins were no longer preferred.

With acceptance from a new staff in place and support from the
administration and vocational director, the team followed the individ-
ual planning schedule, providing each of our 2,200 students with a for-
mal or informal Student Education Occupation Plan (SEOP).

After the first set of full-blown SEOPs, the team zealously
processed the experience in a staff meeting. The race became exhilarat-
ing—endorphins caused visions of future race events to flash across the
mind’s eye. In advising students about their futures, counselors had also
jearned more about the amazing power of comprehensive guidance as a
catapult to launch students into the next century. The theme for the next
year logically emerged: “There is no finish line in this race into the new
century.”

Perhaps in the old model, counselors accidentally educated stu-
dents to bclieve in a world that did not exist. Comprehensive guidance
allows counselors to educate student/clients in a world that is ever
changing, requires life-long learning, careful planning, and presents a
myriad of exciting opportunities. The career that a student will actually
perform in the future may still be on today’s drawing board. Counselors
must now tell their students not to close any doors, but to gear up for a
carecr path that is guaranteed to keep them going in the 21st century.

The world in which they will work will not be the one in which
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their parents worked. According to one futurist, Gerald Celente, 21st
Century America could see a return-to-home movement due to corporate
downsizing, transportation costs, and advanced technology. “It’s easy to
imagine the model 21st Century family as Ozzie and Harriet with lap-
tops!” People will work at home. Healthy, longer-living grandparents
will provide childcare and teaching for the children. Homes will be built
for multigenerational families, featuring privacy and shared responsibil-
ities (Celente, 1997).

Most counselors were attracted to the profession because they
wished to make a difference in the lives of young people. Looking
through the lens of comprehensive guidance, the ability to effect real
change in the lives of real students was coming into clear focus.

ATTRACTIVE FEATURES OF THE MODEL

* Serves 100% of student population;

* Equal link to counselors all each student;

* Scope and sequence: weekly planning staff meetings, yearly calen-
daring of program components, sign-up sheets for daily appointments (time
control), assessments (time and task analysis), needs of students, teachers,
parents (ongoing), feedback on curriculum and responsive service
groups, prevention programs, etc.;

» Professionalism and exposure in classrooms & school community;

¢ Full-service career center featuring career-information delivery
system;

¢ Comprehensive guidance clerk;

¢ Teaming concept (offering support and constant collaboration);

* Change from reactive to proactive model;

The ability to help students leave school with a plan;

The change from counselor as an undefined position concept to a
programmatic concept—"Qur program is as important as any other pro-
gram in the school”;

* It makes very good sense.

STRATEGY USED IN GAINING ADOPTION OF THE MODEL

“Don’t dream flat tires.” This line from a Joni Mitchell song comes
to mind when contemplating the anticipated resistance to adopting the
model.

Missionary zeal works wonders when approaching nonbelievers.
This was demonstrated in our district when others could see the passion
that counsclors were developing for the program,

We followed the state guidelines step-by-step and used the state
guidance specialist as a constant resource and consultant. We received
permission from our district to organize a team to attend the state-spon-
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sored training of Gysbers’ comprehensive model and to begin the imple-
mentation process. In 1992, the school board approved th: mcdel, and
start-up funding was provided by vocational education to make sure the
change occurred. In 1994, the first school met program standards; this
provided funding for the next steps in launching other sites. Our district
is currently one of the few to have a written comprehensive guidance pol-
icy supporting guidance as a program.

PROGRAM FUNCTION

Under the direction of our principal, counselors designed a pro-
gram to meet the program standards identified by the Utah State Office
of Education. We conducted a needs assessment with response represen-
tation from students, parents, and teachers. We tracked our time using a
time and task analysis sheet.

Teachers were invited to a faculty breakfast sponsored by the coun-
selors. A PowerPoint® presentation of an cverview of comprehensive
guidance was giv n, and teachers were asked to complete a document
listing which areas of the NOICC competencies they actually taught or
touched on. Feedback from the assessments was reviewed in counseling
department weekly staff meetings and curriculum was developed based
upon the results. :

Planning was a key element in the process. We appreciated
Gysbers’ analogy at the conference, likening implementation to fixing a
flat tire on a car while the car was still in motion. There were many
exhausting and frustrating days when we repeated that analogy out
loud—it somehow gave us humor and strength to regroup and go on.

Ascerting our newfound rights to professionalism, we took a sug-
gestion from the state guidance specialist to conduct a two-hour, uninter-
rupted staff meeting from 7:20 a.m. to 9:20 a.m. each Friday. With the
nod from our principal, we scheduled these staff meetings off campus at
the local Applied Technology Center boardroom. This may have been the
single most important thing we did to further our progress in program
implementation. Friday meetings were always well attended and fea-
tured an agenda that we strictly followed. Our comprehensive guidance
clerk took minutes of the meetings on a laptop computer. When we
returned to school, the minutes were printed and on our desks within an
hour. We have since added an “action list” section with names assigned
to cach weekly action item. These meetings were serious, yet they had
great therapeutic value as well. Counselors had a much-needed forum to
vent and process various challenges and to be heard by empathic col-
leagues. Perhaps the staff mectings doubled as a kind of support group
for the counseling team.

This two-hour time block with all counselors away from campus
had great benefit for the program and the students, but some adminis-




trators and teachers were extremely concerned about our unavailability
for those two hours on Friday mornings. One administrator who had not
attended the comprehensive guidance training and did not share the
vision commented, “Well, the next thing you know the janitors will be
getting a comprehensive program.” That comment indicated to us that
our value to some people was not going to easily shift away from their
notions of the counselor’s previous role.

Program activities may best be viewed in a component break-
down:

Curriculum
We were able to access students for the purposes of providing life-
skill building and career-information curriculum by going into ninth-
grade classes on Tuesdays and 10th-grade classes on Thursdays. In ninth
grade, all students registered for a class titled “Fundamentals of
Technology.” Here, counselors worked in dyads to conduct presentations.
This left the counseling center covered by the other counselors. Topics
included the following: learning style and hemisphericity assessments,
introduction to “Choices” (career information system) which was loaded
in the technology lab where we taught the session, and administration
and interpretation of the Harrington O’Shea Interest Inventory. Tenth
graders attended Driver’s Education where counselors teamed to teach
the following: decision making, futuring, budgeting, self-esteem, Choices
(advanced applications), interviewing, resumes, and individual SEOP
reviews.

Individual planning

With a goal of 35% of our time going to SEOPs, and 2,200 students
to meet with individually, we had to strategize again and again. We came
up with a plan to collaborate with the junior high counselors to conduct
SEOPs for eighth-grade students coming into ninth grade. We scheduled
individual appointments with student and guardian and counselor. They
were conducted on Saturdays and in the evenings. Students mapped out
their four-year plan with the combined expertise of two guidance staff
members available for resource. Monies from comprehensive guidance
funding were used to subsidize this effort. The public relations effect was
tremendous.

Ninth graders also received an individual SEOP session. Materials
from the curriculum presentations were filed in each student’s folder.
This gave parents and students insight into the student’s learning style,
interest inventory, and test scores. Career and personal goals were set
with parents and students endorsing the plan. These conferences were
held during the day for the most part. We believe that these conferences
are important enough for parents to take off work and come into the
school to plan with their child and the counselor. We were also under-
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standing and accommodating to parents that requested rescheduling
appointments in the evening. (It is reassuring to hear President Clinton
speak of legislation that will provide work leave for parents to attend
their children’s school conferences.)

Eleventh graders had exit interviews which were individual SEOPs
conducted in the summer before the senior year began. Counselors were
funded with guidance monies for some of this time. This was helpful in
assessing credit deficits for at-risk students, and we could keep advanced
students on track with next-step applications and resume-building ideas.
Each student was given resource information on their chosen career area
with a plan of how to proceed. Some internships, apprenticeships, and
transition plans were set up as a result of these sessions.

A plan was crafted for the special needs population that had a
resounding public relations effect. IEP/SEOP conferences were sched-
uled for special needs students and parents. The student’s IEP holder and
counselor were both at the meeting. This allowed us to help these stu-
dents to craft four-six year plans that would result in smooth transitions
into the world of work or ongoing training/education. Again, these indi-
vidual conferences were held in the evenings and funded by special edu-
cation and guidance monies. This collaboration paid great dividends as
we became more familiar with the resource students and were better able
to address their needs.

Responsive Services

Representatives from the various local agencies were invited to
come to counselor staff meetings to provide inservice on their various
offerings and protocols for referral. Clinical training became valuable for
quicker assessment of a student’s presenting problem and proper and
prompt referral to the appropriate agency. Often, students were referred
to on-site groups facilitated by counselors or agency cofacilitators.
Psycho-educational groups included anger management, life skills, grief,
and substance abuse.

One unique program initiated by a counselor was a psychodrama
troupe called REACH. This group was another collaborative effort
between guidance and drama. The troupe researched topics, received
artistic training, and traveled to feeder schools providing prevention skits
on such topics as substance abuse, self-esteem, abuse, cheating, and sex-
ual harassment. The counselors traveled with the troupe and processed
ecach topic with small groups of students. This was a very successful pre-
vention effort—the troupe received requests to perform and recognition
from many arcas of the community at large. In addition, it offered dis-
trictwide exposure for the high school comprehensive guidance coun-
selors.

Many departments and classroom teachers would invite the coun-




selors into their classes to present skill-building activities (several exam-
ples follow).

An English teacher presenting Romeo and Juliet invited a counselor
into the classroom to facilitate a discussion on relationships and teenage
suicide. Home economics invited a counselor to discuss budgeting. One
ninth-grade class had a particular need for counselors to teach stress-
management techniques. When an eating-disorders trend surfaced in the
cheerleading and drill-team squads, counselors prepared a workshop for
students and parents to address this critical issue. Responsive service
time was usually scheduled into each day with at least one of the coun-
seling staff members always available for crisis intervention.

System Support

Training and skill building are program enhancements that fund-
ing has made more accessable. Staying current is essential when one’s job
consists of delivering timely information. Also, involvement in profes-
sional organizations provides many networking opportunities with other
districts, counselors, and ideas.

SUCCESS TO DATE—OBSTACLES

The model and the program have met with a great deal of success
in our district. The vocational director states: “In 30 years of working in

education, [ haven't seen anything that has changed the face of what we
do more than the comprehensive guidance program.” This gentleman
was the former principal who gave the green light to the program in the
pilot school. He has had a global view of the project from the beginning
to the present.

As the counselor’s role was moving toward clearer definition, it
meant some responsibilities had to move away from the counselor. One
counselor duty that was handed down in our school was administering
individual special education placement testing. This was not something
that counselors were trained to do, yet it continued to be an expecration.
Finally, the head of a university psychology department came in and
explained to the principal and special education director that it was ille-
gal for counselors to administer psychological tests; it was not part of
their training—it certainly had no place in the comprehensive guidance
program components.

Successful features emerging from the model included establish-
ment of the cone concept. Advisory committees now serve entire district
cones. This provides many advantages, as many parent advisory board
members may have several children in various feeder schools, They are
better prepared to provide longitudinal feedback. Also, the sterility of a
steering committee meeting held in isolation did not provide as much
utility as we thought possible. We began to call our Friday meetings
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“substeering committee meetings.” We would invite various members of
the steering committee to come to the meeting and express their views
and offer input into counseling activities. This proved to be a very effec-
tive use of the steering committee members. Full committee meetings
would also acknowledge reports of subcomumittee activity. This was a
better use of time and provided more useful input.

The program momentum was so intense during the original imple-
mentation and move toward certification that one of our greatest chal-
lenges is to maintain that momentum. We sense some “slippage” occur-
ring at various sites. In order to have a comprehensive program, activities
must be continually occurring in each of the four component areas. We
hope that the cone meetings will be a place to provide training, share
information and ideas, and refine and improve our extremely successful
existing program.

One ongoing obstacle is faculty resistance to accessing students for
SEOP conferences during their respective class times. More groundwork
needs to take place connecting teachers to comprehensive guidance so
they will see the benefits. We would like to be a “comprehensive guid-
ance school” and not merely a school with a comprehensive guidance
program. We are all in the same business of preparing students to leave
school with skills and a plan for making good use of their educational
experience. Why is it that professionals in a school sometimes appear to
have forgotten that they are on the same side of the battle?

FUTURE PLANS AND GOALS

A lonig-range goal for our district is to move toward placing coun-
selors in each school and to produce a seamless comprehensive guidance
system that spans K-12.

Another critical issue under discussion by our advisory com:. .ittee
is the need for a district guidance specialist to head up a student services
department at the district office. In collaboration with the vocational
director, this individual is needed to keep the vision alive and generat-
ing.

Believing that an effective school is an affective school, a network
within the district for clinical referral and treatment as it relates to edu-
cational progress would make perfect sense. On the front lines of respon-
sive services, we sce that it is often difficult for parents to access thera-
pists who treat adolescent issues on an ongoing basis. Often, their treat-
ment is in isolation from the school setting with no communication or
suggestion for academic accommodations. We need referral, treatment
with releases for communication between school counselor and clinician,
and follow-up and follow-through with a specific educational plan. If this
clinical rapport could be a district provision, I can see many success{ul




outcomes made possible. We realize that this is a “wish list” iiem, but we
believe that it would make responsive services referral much more effec-
tive, and, most important, it would enable students to have healthier
interaction with the school community. At many sites, it is overwhelming
for counselors to conduct individual planning sessions without assis-
tance from trained teachers. The advent of electronic SEOPs would allow
other personnel to more efficiently access and utilize the SEOP folder and
thereby assist in conducting SEOP conferences. Ongoing training and
skill building are key to seeing that the program does not suffer from slippage.

ADVICE TO NEW IMPLEMENTERS

New implementers: Begiti at the beginning and take the necessary
time for all counselors and administrators to understand the conceptual
model and to attach to it. Allow each team member to visualize the par-
adigm shift and then let their newfound knowledge and excitement drive
the actual change.

The shift will require restructuring the thinking of all stakehold-
ers—teachers, parents, students, and the community-at-large. Use train-
ings and learn techniques for combating resistance.

When discouragement creeps in, regroup, retreat, and grab one of
Gysbers’ books and read to see how others fought and won a similar battle.
Once the eyes have been opened to this program, it is not possible to close
them again.

One final caveat: At a recent meeting a teacher was overheard to
say that the only reason counselors wanted this new program was the
money that it offered. We thought about that statement for about ten sec-
onds before responding “We believe in comprehensive guidance—It
works!” If there were no funds available, we would still attempt to imple-
ment this model. Lamentably, many aspects of the model that allow it to
work would be virtually impossible without funding provisions. The
attractive thread that weaves through comprehensive guidance and
makes it so valuable is that it maintains a genuine rationale of being stu-
dent centered and counselor friendly.
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CHAPTER B

A Statewide View of
School Guidance in Texas

- JOHN LUCAS

in 1991, the Texas legislature was convinced of the potential of
comprehensive, developmental guidance and set aside $5 million annually
to be used in competitive grants to schools to expand their elementary
guidance programs. This chapter follows the move away from the
traditionalreactive model toward the comprehensive/proactive mode} of
guidance. Features of the model, obstacles to adoption, success and prob-

lems in progam operation are covered, as well as evaluation for future revi-
sions.

CHARACTERISTICS, SETTING, SPECIALNESS

The evolution to the current focus on establishing and enhancing
comprehensive, developmental guidance and counseling programs has
occurred over many years. The concept of the counselor delivering a
guidance curriculum based on the maturity of students began in Texas in
the 1960s with strong clementary school guidance and counseling pro-
grams funded with federal money. It focused on producing students who
exhibit responsible behavior, have motivation to achieve, have decision-
making, goal-setting, planning, and problem-solving skills, and interper-
sonal and cross-cultural effectiveness.

These early elementary guidance and counseling programs moved
away from the focus of the 1958 National Defense Education Act (Public
Law 85-864) which funded counselor preparation programs for training
counselors in a collection of services.

In 1971, the U.S. Office of Education awarded a grant to the
University of Missouri at Columbia to assist all states in developing
guides on models for carcer guidance, counseling and placement. The
development of comprehensive, developmental models expanded
through the 1980s and into the 1990s.

The number of school counselors employed by Texas public
schools dramatically increased during this move away from the tradi-
tional model to the comprehensive model. For the 1994-95 school vear,
Texas public schools employed 8,529 counsclors. This number is far more
than any other state. New York State ranks second in counselor numbers
with 5,770, California ranks third with 4,999, Florida ranks fourth with
4,585, Ohio ranks fifth with 3,510.
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MODEL ATTRACTIVENESS, FEATURES/NEEDS

This model shifted focus from the traditional or reactive model to
the comprehensive or proactive model.

The comprehensive model came down squarely for a planned pro-
gram based on student needs and identified priorities. This comprehen-
sive/prevention model requires teaching students skills to appropriately
manage their lives. This comprehensive model places emphasis on stu-
dent goal attainment through a developmental curriculum evaluated
with improvement based on evaluation resuits.

This developmental model which provides consistent service to all
students is contrasted with the traditional or reactive model which was
intervention/crisis-oriented only. The traditional model was an unstruc-
tured program which provided uneven service to students and included
many clerical and administrative tasks (see Table 9.1).

Program Area Traditional Comprehensive
(Reactive) (Proactive)

Program Design Intervention/crisis Planned, based on needs
(Input) oriented only assessment and priorities,
Unstructured program prevention oriented
Designed program

* Emphasis on services Emphasis on program
Program Resources * Information dissemination Developmental curriculum
and Organization e Clerical administrative Student goal attainment
(Process) task oriented oriented
* Counselors only All school staff and the
community
Unmeasured resuits Evaluated, improvement
based on evaluation
results

Program Individual guidance and Group guidance and
Access/Results counseling only counseling
(Output) Uneven service to students Consistent service to all
students

TABLE 9.1. Key dimensions of the TEA comprehensive model vs. tradittonal madels
of counseling and guidance organized by relevant program areas. (Source: Major
portion of iable from The Comprehensive Guidance Program for Texas Public
Schools, TEA, 1990s, p. 7.)
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ADOPTION STRATEGY, OBSTACLES, REVIEW,
APPRECIATED ASPECTS, COUNSELORS’ ROLE IN ADOPTION

The Texas Education Agency (TEA) published The Comprehensive
Guidance Program For Texas Public Schools; A Guide For Program
Development Pre-K-12th Grade (TEA, 1990s).

In 1991, the Texas legislature was convinced of the potential of
comprehensive, developmental guidance as described in the TEA Guide
and set aside $5 million annually to be used in competitive grants to
schools to expand their elementary guidance programs. Schools submit-
ted applications for this grant money based upon implementation of
comprehensive, developmental guidance programs as described in the
TEA Guide. Evidence of the positive impact of this grant money was pre-
sented to the lawmakers during the 1993 legislative session resulting in
an increase to the $7.5 million annual grant for this purpose. Currently,
225 counselors are employed in 66 districts with these grant funds.

Although TEA, the Texas Counseling Association (TCA), and the
Texas School Counselors Association (TSCA) recommend this guide for
use by Texas public schools, the model is required only for those districts
funded by the competitive state grant.

PROGRAM FUNCTIONING, OPERATION

The role of the counselor is defined in the TEA Counselor Job
Description (Attachment 9.1) and Evaluation Form (Attachment 9.2)
developed in cooperation with TCA and TSCA. The role statements are
based on the 1992 Texas Evaluation Model for Professional School
Counselors (TEMPSC). This job description and evaluation form is con-
gruent with the TEA Comprehensive Guidance Model (see Table 9.2).

Districts are required to evaluate counselors’ performance; use of
the state form is recommended. However, the Texas Association of School
Boards (TASB) reference manual states, “The District shall use the job
description and evaluation form developed by the commissioner of edu-
cation to evaluate counselors. Education Code 21.356.” The TASB policy
is UPDATE 50, issued August 15, 1995, and is coded DNA (LEGAL). The
TASB policy clearly states that districts that adopt this policy must use
the TEA job description and evaluation form. Copies of the TEA job
description and evaluation forms are available from the Guidance and
Counseling Unit of TEA.

CONTEMPORARY PROFESSIONAL ISSUES

At this juncture, Texas has the Guide, Job Description and
Counsclor Evaluation Forms describing the comprehensive, develop-
mental guidance model for public schools. Additionally, the 1995
Examination for the Certification of Educators in Texas (ExCET), which
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Components

Role of the Counselor

Guidance Curriculum:
Provides guidance content in
a systematic way to all students.

Guidance: Teach the school developmental
guidance curriculum.

Assist teachers in the teaching of guidance-
related curriculum.

Responsive Services:
Addresses immediate concerns
of students.

Counseling: Counsel with students
individually about their concerns.

Counsel with small groups of students about
their concerns.

Use accepted theories and techniques
appropriate to school counseling.

Consultation; Consult with parents, teachers,
administrators, and other relevant individuals
to enhance their work with students.

Coordination: Coordinate with school and
community personnel to bring together
resources for students.

Use an effective referral process to help
students and others use special programs
and services.

Assessment: Use student data other than test
and appraisal results appropriately for
assessment purposes.

Individual Planning:

Helps students monitor and
understand their own
development.

Guidance: Guide individuals and groups
of students through the development of
educational, career, and personal plans.

Consultation: Consult with parents, teachers,
administrators, and other relevant individuals
to enhance their work with students.

Assessment: Interpret test and other appraisal
results appropriately.

System Support:
Includes program and statf
support activities and services

Program Management: Plan, implement, and
evaluate a comprehensive program of guid-
ance, including counseling services.

Supervise activities of cierical, paraprofessional,
and volunteer personnel.

Assessment: Help plan and evaluate the distnict/
campus group standardized tesung program.
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TABLE 9.2. Components of a comprehensive school guidance program and roles
of the counselor.




all counselor certification candidates must successfully pass to become
certified, is based upon the counselor proficiencies required to deliver a
comprehensive guidance program. The counselor proficiencies reflect the
same shift in focus to what counselors must know and be able todo in a
learner-centered environment.

Senate Bill 1, as passed by the 74th Texas Legislature in 1995, pro-
vided many changes in the Texas Education Code (TEC). The sections of
state statute (TEC §§33.001-33.006) describing guidance and counseling
programs funded through competitive state grants (TEC §42.1521)
include a provision requiring schools—before implementing the pro-
gram—to conduct a preview of the program materials for parents (TEC
§33.004). No curriculum or materials can be used in the program that are
not available for preview by parents. The law also allows, but does not
require, schools to obtain written parental consent for students to partic-
ipate in the guidance and counseling program.

There are a number of new provisions in the TEC granting greater
rights and responsibilities to parents. New provisions regarding rights
and responsibilities of all parents (TEC §§26.001-26.012) allow them
access to written records about their child, including counseling records
and counselor evaluations of the child. Parents are also entitled to review
all teaching materials, textbooks, and other teaching aids used in their
child’s classroom. School districts must obtain parental consent before
conducting a psychological examination, test, or treatment on a child
except under certain circumstances. New health and safety laws also
require parental permission to refer a student to an outside counselor for
care and treatment of a chemical dependency or an emotional or psycho-
logical condition (TEC §38.010).

Parent and counselor roles within the elementary competitive
grant programs funded under the state compensatory education allot-
ment (TEC §42.152) remain in law. Districts providing life skills programs
for students who are parents must include individual counseling, peer
counseling, and career counseling as components of those programs
(TEC §29.085). Parents with children who have attended optional extend-
ed-year programs, wanting their children retained in the current grade,
must meet with the child’s principal, teacher, and counselor (TEC
§29.082). During the meeting, school officials are expe«ted to explain the
longitudinal statistics on the academic performance of . tudents who are
not promoted to the next grade level; they also provide information on
the affect of retention on a student’s self-esteem and on the likelihood of
the student dropping out of school.

SUCCESS-TO-DATE, SUCCESSFUL FEATURES,
PROBLEM AREAS, RESPONSES, EVALUATION

These numbers of employed public school counselors attest to the
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fact that the developmental work of the counselor is valued by those the
school serves—the students and their parents.

The number of professional school counselors successfully passing
the ExCET and becoming certified is steadily increasing. In 1991-92, 650
candidates successfully passed the ExCET and became certified as school
counselors. This figure of 650 represents a pass rate on the ExCET of
91.9%. In 1992-93, the numbers were 762 with a pass rate of 91.6%. In
1993-94, it was 803 with a pass rate of 91.0%; in 1994-95, it was 927 with
a pass rate of 89.6%.

It is clearly evident from these numbers that certified counselor:
are being trained in ever-increasing numbers. This increase represents a
turnaround from the 1980s, when the numbers of newly certified coun-
selors were steadily decreasing.

The State Board of Education (SBOE) and Texas Legislature actions
within the last decade reflect a shared concern about the availability and
competency of counselors in the Texas Public School System. These con-
cerns resurfaced in 1994 and 1995 as counselor proficiencies and ExCET
competencies were developed, and as the Texas 74th Legislature reexam-
ined funding priorities. Consistent with the refocus of the state education
policy toward student academic performance within a policy climate that
emphasizies downsizing and deregulation, guidance policy has been dis-
tilled to assessing and ensuring quality programs that certify counselors
and to creating a form that districts can use in evaluating counselors.
Although statutes describing counseling programs and the role of school
counselors applies only to programs funded through competitive state
grants (TEC §42.152), it is consistent with the TEA Comprehensive
Model, which is considered to be the guide for all Texas counselors and
for all comprehensive guidance program development from Pre-K
through 12th grade. The TEA Comprehensive Model is consistent with
the learner-centered environment upon which the new counselor compe-
tencies developed for the ExCET are based, as well as the recent evalua-
tion form developed by TEA, TSCA, and TCA in consultation with the
commissioner of education.

FUTURE PLANS/GOALS, CHANGES,
REVISIONS, DELETIONS, ADDITIONS

Within an atmosphere of fiscal constraint and an overall movement
towards student performance-based systems, decision making with
regard to counseling and guidance programs will fall more and more
under local control. As the student population grows more diverse and
the challenges students face more complex, the need to develop compre-
hensive local guidance policies is now more critical than ever.




ADVICE TO NEW ADOPTERS/IMPLEMENTERS

Experience has shown that the transition from a traditicnal to a
comprehensive guidance and counseling program must be a gradual
process. It also underscores the importance of building planning time
into the counselor’s schedule. The guidance and counseling program
design must be conceptualized through a planning phase that includes
input from all stakeholders. Based on experience and the tremendous
success of comprehensive, developmental guidance in our state in meet-
ing student needs, the school counseling profession, with input from all
stakeholders, students, schools, districts, Education Service Center staff,
parents, community mcmbers, professional organizations, and policy-
makers, will meet the challenges with further implementation of com-
prehensive, developmental guidance programs that impact all students.
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PROFESSIONAL SCHOOL COUNSELOR JOB DESCRIPTION
g ROLE 1: PROGRAM MANAGEMENT

_, u A. PLANS, IMPLEMENTS, AND EVALUATES A COMPREHENSIVE PRO-
GRAM OF GUIDANCE, INCLUDING COUNSELING SERVICES.

1. Uses a planning process to define needs, priorities, and program
objectives.

2. Implements a comprehensive and halanced program.

3. Evaluates the effectiveness of individual activities and the overall
program in meeting desired student outcomes.

4. Educates the school staff, parents and the community about the
guidance program through a public information program.

ROLE 2: GUIDANCE

A, TEACHES THE SCHOOL DEVELOPMENTAL GUIDANCE CURRICULUM.
1. Qutlines, in writing, a campus guidance curriculum consistent
with the district’s guidance program plan and tailored to campus
needs.
2. Teaches guidance units effectively.

R, ASSISTS TEACHERS IN THE TEACHING OF GUIDANCE-RELATED

CURRICULUM.

1. Zonsults with administrators and teachers regarding the teacher’s
areas of responsibility in teaching the developmental guidance
curriculum,

2. Supports teachers in teaching “essential elements” identified in the
SBOE Rules for Curriculum which are guidance related.

o

GUIDES INDIVIDUALs AND GROUPS OF STUDENTS THROUGH THE
DEVELOPMENT OF EDUCATIGNAL PLANS AND CAREER AWARENESS.

1. Involves students in personalized educational and career awareness.

2. Presents relevant information accurately and without bias.

ROLE 3: COUNSELING

A COUNSELS INDIVIDUAL STUDENTS WITH PRESENTING NLIDS
CONCERNS.
1. Provides counsehing systematically.
2. Responds to students individually.

. , Attachment 9.1, Job descnption of the professional school counselor,
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COUNSELS SMALL GROUPS OF STUDENTS WITH PRESENTING
NEEDS/CONCERNS.

1. Provides counseling in groups as appropriate.

2. Provides group counseling systematically.

USES ACCEPTED THEORIES AND TECHNIQUES APPROPRIATE TO
SCHOOL COUNSELING.

1. Uses accepted theories.

2. Uses effective techniques.

ROLE 4. CONSULTATION

A. CONSULTS WITH PARENTS, TEACHERS, ADMINISTRATORS AND OTHER
RELEVANT INDIVIDUALS TO ENHANCE THEIR WORK WITH STUDENTS.
1. Provides professional expertise collaboratively.
2. Interprets information and ideas effectively.
3. Advocates students.

ROLE 5: COORDINATION

A. COORDINATES WITH SCHOOL AND COMMUNITY PERSONNEL TO
BRING TOGETHER RESOURCES FOR STUDENTS.
1. Maintains a communication system that effectively collects and dissemi-
nates information about students to other professionals as appropriate.
. Develops and maintains positive working relationships with other school
professionals. )
. Develops and maintains positive working relationships with representa-
tives of community resources.

USES AN EFFECTIVE REFERRAL PROCESS FOR ASSISTING STUDENTS
AND OTHERS TO USE SPECIAL PROGRAMS AND SERVICES.
1. Accurately assesses students’ and their families’ needs for referral.
2. Participates actively in the process for referral of students to school/
district special programs and/or services.
. Uses an effective referral process for assisting students and others to use
community agencies and services.

ROLE 6: ASSESSMENT

A. PARTICIPATES IN THE PLANNING AND EVALUATION OF THE SCHOOL
GROUP STANDARDIZED TESTING PROGRAM.
1. Is knowledgeable in the principles of testing and measurement which underlic
standardized testing program development.
2. Collaborates in the planning and evaluation of the group standardized
testing program.
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INTERPRETS TEST AND OTHER APPRAISAL RESULTS APPROPRIATELY.
1. Correctly applies principles of test and measurement to test and other
appraisal results interpretation.
2. Interprets test and other appraisal results to school personnel.
. Interprets test and other appraisal results to students and their parents.
. Uses other sources of student data as assessment tools for the purpose of
educational planning.
. Maintains the confidentiality of student assessment.
. Ensures that the uses of student records are for the benefit of students and
personnel working with those students.




PROFESSIONAL SCHOOL COUNSELOR
PERFORMANCE EVALUATION FORM AND JOB DESCRIPTION

EVALUATION PERIOD:

NAME OF COUNSELOR:

SCHOOL:

EVALUATOR: TITLE:

TEXAS EDUCATION AGENCY COUNSELOR
EVALUATION FORM AND JOB DESCRIPTION

The counselar evaluation form may be used by the counselor as a self-audit. [t
may also be used by supervisors to annually evaluate the caunselor’s perfor-
mance. This TEA Counselor Evaluation and Job Description were developed in
cooperation with the Texas Counseling As<aciation and Texas School Counselors
Association and is the recommended evaluation form as directed by TEC 21.356.
For additional information, contact john Lucas or Yvette Henley, TEA Guidance
and Counseling at (512) 463-9498.

DIRECTIONS FOR FORM COMPLETION:

I. THE RATING SCALE: Please write the appropriate number in the space pro-
vided beside each item. Mark the space N:O if you had no oppartunity to
observe and/or to evaluate. The rating scale 1s:

5—Performance 1s clearly outstanding

4—Performance consistently exceeds standards

3—Performance consistently meets standards

2—Performance is below expectations; consultation is required and
improvement is needed in specific areas

I—Performance 1s unsatisfactory or lacking, and little or no
improvement has resulted from consultation

N/Q—No opportunity to observe and/or evaluate

It.  COMPLETING THE EVALUATION FORM: Numerical ratings are to be

assigned to each indicator. The indicator ratings are averaged to arrive at the
role average of the counselor’s performance *n NOY rating s not calculated
in the role average.
It 15 not necessary for the evaluator to comment on each indicator; however,
comments are encouraged for some areas where exceptional strength is indicated
(t.e, 4 or 5 rahing is earned) or for arcas which require improvement
(e, 1 or 2 rating is earned),

Attachment 9.2 Pertormance evaluation form and job descnption for «chool coun-

selory
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PROFESSIONAL SCHOOL COUNSELOR
PERFORMANCE EVALUATION REPORT

ROLE 1: PROGRAM MANAGEMENT

A. PLANS, IMPLEMENTS, AND EVALUATES A
COMPREHENSIVE PROGRAM OF GUIDANCE,
INCLUDING COUNSELING SERVICES.

1. Uses a planning process to define needs,
priorities and program objectives.

2. Implements a comprehensive and
balanced program.

. Evaluates the effectiveness of individual
activities and the overall program in meeting
desired student outcomes.

. Educates the school staff, parents and the
community about the guidance program
through a public information program.

ROLE 2: GUIDANCE

A. TEACHES THE SCHOOL DEVELOPMENTAL
GUIDANCE CURRICULUM,

1. Outlines, in writing, a campus guidance
curriculum consistent with the district’s
guidance program plan and tailored to
campus needs.

2. Teaches guidance units effectively.

B. ASSISTS TEACHERS IN THE TEACHING OF
GUIDANCE RELATED CURRICULUM.

1. Consults with administrators and teachers
regarding the teacher’s areas of responsibility
in teaching the developmental guidance
curriculum,

. Supports teachers in teaching “essential
elements” identified in the SBOE Rules for
Curriculum which are guidance related.

N/O 2 3 45

ADD SCORES ——. .
ROLE AVERAGE _ ____

NO 1 2 3
N/O t 2

ADD SCORES

N/O 12

ADD SCORES

Attachment 9.3. Perforrance evaluation report for professional schoal counselors.
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C. GUIDES INDIVIDUAL AND GROUPS OF STU-
DENTS THROUGH THE DEVELOPMENT OF EDU-
CATIONAL PLANS AND CAREER AWARENESS.
1. Involves students in personalized educational
and career awareness. NO 1 2 3 4 5
2. Presents relevant information accurately and
without bias. NO 1 2 3 45

ADD SCORES
ROLE AVERAGE-——

ROLE 3: COUNSELING

A. COUNSELS INDIVIDUAL STUDENTS WITH
PRESENTING NEEDS/CONCERNS.
1. Provides counseling systematically. N/O
2. Responds to students individually. N/O

ADD SCORES. — -

. COUNSELS SMALL GROUPS OF STUDENTS WITH
PRESENTING NEEDS/CONCERNS.
1. Provides counseling in groups as appropriate.
2. Provides group counseling systematically.

ADD SCORES

. USES ACCEPTED THEORIES AND TECHNIQUES
APPROPRIATE TO SCHOOL COUNSELING.
1. Uses accepted theories. NO 1 2 3
2. Uses effective techniques. NIO 1 2 3

ADD SCORES . ._... .
ROLE 4: CONSULTATION

A. CONSULTS WITH PARENTS, TEACHERS, ADMIN-
ISTRATORS AND OTHER RELEVANT INDIVIDUALS
TO ENHANCE THEIR WORK WITH STUDENTS.

1. Provides professiunal expertise collaboratively.
2. Interprets information and ideas effectively.
3. Advocates for students,

ADD SCORES




ROLE 5: COORDINATION

A. COORDINATES WITH SCHOOL AND COMMUNITY

PERSONNEL TO BRING TOGETHER RESQURCES
FOR STUDENTS.
1. Maintains a communication system
that effectively collects and disseminates
information about students to other
professionals as appropriate.
. Develops and maintains positive working
relationsnips with other school professionals.
. Develops and maintains positive working

relationships with representatives of community
resources.

B. USES AN EFFECTIVE REFERRAL PROCESS FOR
ASSISTING STUDENTS AND OTHERS TO USE
SPECIAL PROGRAMS AND SERWVICES.

b Accurately assesses students’ and their fami-
lies” needs for referral.

2. Participates actively in the process for referral
of students to school/district special programs
and or senvices.

- Uses an efiective referral process for assisting
students and others to use community agencies
and services,

ROLE 6 ASSESSMENT

A. PARTICIPATES IN THE PLANNING AND
EVALUATION OF THE SCHOOL GROUP
STANDARDIZELD TESTING PROGRAM.

1 s knowledgeable in the principles of testing
and measurenmient which underlie <tandard-
red Weshing program development,

2 Collaborates in the plannmg and evaluation of

the gioup standardized testing program.

NO 1

ADD SCORES

N/O

ADD SCORLS
ROLE AVERAGE

Ny 12 3

NGO 128

ADD SCORES
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B. INTERFRETS TEST AND OTHER APPRAISAL
RESULTS APPROPRIATELY.

1. Correctly applies principles of test and
measurement to test and other appraisal
resuits interpretation.

2. Interprets test and other appraisal results to
school personnel.

. Interprets test and other appraisal results to
students and their parents.

. Uses other sources of student data as
assessment tools for the purpose of
educational planning.

. Maintains the confidentiality of student
assessment.

. Ensures that the uses of student records are
for the benefit of students and personnel
working with those students. N/O

ADD SCORES . _.__ -
ROLE AVERAGE ...c——




WORKSHEET FOR FIGURING FINAL EVALUATION RATING
ROLE AVERAGE SCORE
PROGRAM MANAGEMENT
GUIDANCE
COUNSELING
CONSULTATION
COORDINATION
ASSESSMENT
ADD SIX ROLE SCORES
DIVIDE BY SIX TO OBTAIN

OVERALL RATING

SUMMARY EVALUATION

For this evaluation period, the overall appraisal of this counselor’s performance is
given below. 1t reflects an average of the ratings of the roles, and indicators.

C—e o 4.5 - 5.0 Performance is clearly outstanding.
e = 3.5 - 4.49 Performance consistently exceeds standards.
2.5 - 3.49 Performance consistently meets standards.

- 1.5 - 2.49 Performance 1s below expectations; consultation 1s required
ar 4 improvement is needed 1n specific areas.

1.0 - 1.49 Performance is unsahsfactory or lackmg, and httle or no
improvement has resulted from consultation.

EVALUATOR'S SIGNATURE T DATE

i have discussed this evaluation with the evaluator and have recerved a copy. i
do not agree with this evaluation, T understand that | may submit & Jetter in duphi-
cate stating my posiion. A copy is to be retamned by the evaluator and the onginal
is to be given to the Director of Personnel to be placed in my personnel tile.

COUNSELOR'S SIGNATURE DATE

Attachment 9.4, Worksheet used to calculate final evaluation sating.
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The Comprehensive Guidance
Program Model in Northside
Independent School District,

San Antonio, Texas

PATRICIA HENDERSON .~

The Northside Independent School Distict embarked on the imple-
mentation of the Comprehensive Guidance Program Model in the 1980s in
order to extensively revamp its guidance program. This chapter focuses on
the adoption and adaptation of the model, the success seen to date, some
ideas for the future, and advice for those beginning the process.

Beginning in the early 1980s, administrators and counselors in the
Northside Independent School District, San Antonio, Texas, decided to
improve their guidance program. District administrators wanted more
consistency in the counseling program across the district; they recognized
that a lot of good things were happening in the various schools but not in
all of the schools. Administrators were dissatisfied with the counseling
program because they believed that many students were not receiving
enough of the counselors’ services. Counselors, in turn, felt that they
were not making the best use of their expertise. The district embarked on
an extensive effort to revamp its guidance program. The program was
redesigned over the course of 2/ years and, at the time of writing this
chapter, Northside is in the 10th year of its implementation of the
Comprehensive Guidance Program Model. In fact, a revision process has
recently been completed (Northside Independent School District, 1994a).

Initially, the district administrative leadership expressed support
for the comprehensive and developmental program models to the guid-
ance program director, building-level principals, and counselors. This
support from the top gave the requisite permission to the staff to study
the guidance program and to make recommendations for improving it.

Northside’s adoption of the Comprehensive Guidance Program
Model is fully described in Developing and Managing Your School Guidance
Program (Gysbers & Henderson, 1988). The emphasis here will be on the
processes used in the adoption and adaptation of the model, the success
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seen to date, some ideas for the future, and advice for those beginning the
process.

SALIENT CHARACTERISTICS

Northside’s comprehensive guidance program is different from
traditional guidance program models in that it defines roles for school
counselors that are professionally appropriate, based on recognition of
school counselors’ special competencies (e.g., guidance and counseling).
The program is systematic and designed to be student centered. Its basis
is developmental guidance, and it provides services for all students, their
teachers, and their parents. Additionally, the program design clarifies pri-
orities for the outcomes that students should achieve and for the ways
that school counselors should spend their time. Leadership of the pro-
gram and the program staff is assigned to guidance professionals at both
the district and building levels. 1t is integrated with other educational
programs and is articulated across the elementary school, middle school,
and high school levels.

ATTRACTIVENESS OF THE MODEL

The Comprehensive Guidance Program Model provided a mean-
ingful way to reconceptualize the guidance program. Some of what coun-
selors were doing was of vital importance to students; some was neces-
sary to the successful operation of a school. However, there were com-

plaints that not all students benefited from the counselors’ services. For
example, high school counselors were perceived as spending more time
helping academically talented seniors leave the school than helping ninth
graders get off to a good start. At all levels, many students who were aca-
demically unsuccessful were not being counseled. There were some crit-
icisms that the counselors were doing inappropriate tasks. Counselors
had too much paperwork to do. High school counselors spent too much
time doing “credit checks”; middle schiool counselors spent too much
time registering new students and responding to the high schools’
demands for preregistration of eighth graders. Thus, in the eyes of dis-
trict administrators, the model was attractive because it offered a vision
that kept the best of the traditional program, while adding new elements
and eliminating others, thereby forming the “new” program. Valued
tasks performed bv counselors were described in the responsive services
and the individual planning components of the model. At Northside, the
guidance curriculurn component was highly valued, but it needed
enhancement at the clementary level and to be added at the secondary
level. system support, as a component, provided focus to those nonguid-
ance and counseling tasks that needed to be eliminated.

The traditional program had evolved in response to student and
system needs. Historically, school counselors have been most valued for




the help they provide to students with problems. Counselors are unique
on a school staff because of their expertise in working with individual
students and small groups of students who have emotional problems that
interfere with academic progress. They are clearly the specialists to
whom teachers turn when they want to refer students to special pro-
grams or services. Additionally, they have the skills and the knowledge
to consult with parents and teachers experiencing difficulty with stu-
dents. The inclusion of the responsive services component in the model
gives this set of services a visible place in the guidance program.

School counselors have also been valued for their guidance as stu-
dents and their parents make educational and career decisions. In the
opinion of the Northside staff, this role had become nearly all-consuming
for the middle school and high school counselors. Pre-registration, regis-
tration, and testing absorbed a great deal of counselors’ time. On the
other hand, the importance of helping students and their parents select
courses and understand test results was recognized. The individual plan-
ning system component provides for the traditional counselor role while
it re-emphasizes the need for the counselor’s responsibilities to focus on
students.

In the Northside Independent School District there was no doubt
that counselors should continue in these roles. Counselors will always be
needed to guide and counsel students. The decision makers and coun-
selors could see that these current job tasks would fit into the new pro-
gram—the new prc gram would not be totally new. What the model did
was to describe these current job tasks as components within the com-
prehensive program, giving them legitimacy while at the same time leav-
ing space for new ideas and job tasks.

The district wanted the guidance program to be designed to pro-
vide counselors’ services for all students. District leaders wanted a devel-
opmental program—one which attended to the needs of all students in a
proactive and organized fashion. The guidance curriculum component
provides a developmental program. The model suggested that the con-
tent of the guidance program be identified, as well as the skills and
knowledge that counselors will be responsible for helping students to
Jearn. The curriculum js based on the same premise as that of other dis-
ciplines: students can be taught to understand themselves, make wise
choices, and communicate well in a developmentally appropriate
sequence. The model also suggested that the curriculum could be out-
lined in proper sequence for students K-12 and taught by counselors of
all levels. Some guidance curriculum was taught by the Northside ele-
mentary counsclors, but it was not a part of the secondary-level guidance
program.

Finally, the Comprehensive Guidance 'rogram Model provided
the rationale for eliminating the worst of the in-place program: the inap-
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propriate job tasks that had come to seem like essential parts of the guid-
ance program. System support, as defined by Gysbers and Moore (1981),
described the support needed from the school system for a comprehen-
sive guidance program to work (e.g., counselor-staff development and
public relations). At Northside, the district leadership included in its def-
inition of the system support component those efforts which the guid-
ance department undertook in support of the system (e.g., system-
focused parts of preregistration, registration, and testing). By including
these tasks in the comprehensive program concept, they became targets
for “displacement,” another attractive concept in the Gysbers Model
(Gysbers & Henderson, 1994).

STRATEGY USED IN GAINING ADOPTION OF THE MODEL

A steering committee, made up of administrators and counselors
from across the district, was formed for the purpose of developing a basic
structure, within which a districtwide guidance program could operate.
The direclor of guidance chaired the Guidance Steering Committee, an
appropriate role for the district administrator with guidance expertise,
who ultimately is accountable for the quality of the program districtwide
and for ensuring that the new program is implemented. Other district-
level administrators with an investment—both programmatic and fis-
cal—in the guidance program were included, both as representatives of
those who used the counselors’ services as well as resource providers. At
Northside, these were the Deputy Superintendent, Associate
Superintendent for Instruction, and the Directors of Elementary,
Sccondary, Special, and Vocational Education. The campuses were repre-
sented by principals from a middle school, and a high school, and two
clementary schools. There were seven counselors on the committee (two
counselors from cach level and a vocational counselor). Their charge was
to study the current guidance program and to make recommendations
for its improvement.

As a prerequisite to their work, the committee members were edu-
cated about the national status of guidance in the schools at the time
(Herr, 1879) and about the Comprehensive Guidance Program Model
described by Gysbers and Moore (1981). The national trends highlighted
remain relevant today and include the following: developmental guid-
ance progranis at all levels (not just the elementary level), fuller career-
development assistance, the re-professionalization of the school coun-
selor (particularly the high school eounselor), and systematic planning
for guidance programs. The committee discussed the recommendations
suggested by Ter (1979) for improving the future of school guidance
programs and services. They adopted the Comprehensive Guidance
Program Model as the ideal because of its developmental focus, commit-
meni to services for all students, and description of four components
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which made sense of the reality and ti.e promise of guidance and coun-
seling. Northside believed that the Comprehensive Guidance Program
Model provided hope for the maximum use of counselors’ skills.

The entire first meeting (and some portion of the next three meet-
ings) was spent bringing the members together in their vision of what an
excellent guidance program should be. This approach served us well and
provided a foundation as we proceeded through the three-year process of
remodeling our program. The other tasks we accomplished at this time
were to delineate the program’s content areas-——goals and outcomes for
students (Northside Independent School District, 1989) and to write the
structural components—the rationale, assumptions, and definition—of
the emerging new Northside Comprehensive Guidance Program
(Gysbers & Henderson, 1994).

The overall program-development process included the major
phases of planning, designing, implementation, and evaluation. This
‘process allowed us to change slowly; this worked well for the counselors
but has tried the patience of some administrators. Counselors had time to
grasp the vision, since they learned about the model less directly than did
members of the steering committee. We relied a lot on the leadership of
the counselors who were members of the committee. The gradual process
also allowed counselors time to cope with the impending changes and
identifv some specific ways they wanted to change. Administrators are
typically action-oriented problem solvers; they wanted the envisioned
changes to happen immediately. Fortunately, the administrators on the
steering committee communicated to their fellow administrators the
rationale for making changes slowly.

In adopting and adapting the model (the designing phase of the
process), we analyzed the discrepancies between the current guidance
program and the guidance program desired by the district. In the plan-
ning phase, we assessed our in-place program and quantified its design
in terms of the amount of time counselors spent on each of the program
components and the percentage of time spent with various clients served
by the counselors. In the designing phase, we established priorities for
counselors’ expenditure of time. The in-place program data were then
contrasted with the data for the desired program design. Table 10.1 dis-
plays the clients-served data for the current program and the desired pro-
gram designs. Obvious discrepancies between who counselors were serv-
ing and to what degree, and who they should be serving and to what
degree provided data upon which to base recommendations. For exam-
ple, at the high school level, counselors were spending 45.5% of their time
providing developmental guidance to students; this contrasts with the
30% that was desired. Further study helped us understand that most of
this guidance was provided to individual students. Thus, a reccommen-
dation followed suggesting that high schoal counselors provide develop-




Northside Independent School District
Percentage of Counselors' Time Spent With Clients
in the Current Guidance Program (1983)

in the Desired Program (1986}

HIGH SCHOOL MIDDLE ELEMENTARY
* xH * ¥k * x¥x

STUDENT C L C D ¢ D
Developmental 45.5 30 28.3 30 40.3 40
Preventive 10.8 15 17.8 15 12.8 15
Remedial 7.6 15 7.7 12 44 10

ADULT E

District Admin 3.2 S 1 8.2 5 5.7 5
School Staff 23.8 15 24.2 18 28.3 15
Parents 8.4 10 | 1041 15 7.0 12
Community Reps 3.1 10 : 3.3 5 3.0 3

*C = current program **D = desired program

TABLE 10.1. Client-served data reflecting both the curent program and the desired
program designs.

mental guidance in groups with the end result being less time spent in
this mode, and the corollary, with more students being guided!

At all three levels, students with remedial guidance needs were
being underserved. At the high school level, 7.6% of counselors’ time was
spent with these clients, contrasted with the 15% desired. At the middle
school level, 7.7% of counselors’ time was spent with these clients, con-
trasted with the 12% desired. At the elementary school level, time was
4.4% versus the 10% desired. A districtwide recommendation was made
for counselors to spend more time helping those students who had
already faced problem situations or who had already made unwise choic-
es and were in need of remedial attention.

We also learned that counselors spent more time with school staff
than was recommended. At the high school level, 23.8% of counselors’
time was spent with staff versus the desired 15%; at the middle school
level, it was 24.2% versus the desired 18%, at the elementary level, it was
28.3% versus 15%. Analyzing this data one counselor remarked, “I listen
to a teacher compliin about a student for a whole period, and I have
about 10 minutes t.: work with the kid!” We also learned that counselors
were underserving parents. Spending more time on parent education as
well as consultations became goals. The discrepancy identification
process allowed us to recommend changes that we were sure were right.
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Beyond the natural resistance to change, the main obstacles we
confronted have been due to lack of training or education. Initially, every-
one needed to learn about the model itself. The counselors and principals
needed to have a vision of what could be before they could displace inap-
propriate tasks with appropriate ones. Once they began to do this, teach-
ers and parents had to become educated about what was going on so they
could adjust to the changed role of the counselors.

Some of the counselors’ resistance to the model was based on con-
cerns about the need to acquire new skills and update old skills. Inservice
training has been provided for counselors in such skill areas as modern
instructional technology, group counseling, and consultation with par-
ents and teachers. Texas’ educational reform movement has led to an
emphasis on staff development. In addition, the state’s counselor licen-
sure law includes continuing-education requirements for renewal. These
factors worked to the school district’s advantage because counselors con-
tinually seek professional development opportunities.

Counselors were involved in the adoption of the model in various
ways. The seven counselors from the steering committee were the most
fully involved in the adoption process. They participated in the commit-
tee’s debates, they taught the other counselors about the model, and they
guided their work on the working committees.

As the project neared the implementation phase, an expanded
group of counselor leaders—the Guidance Leadership Team—was
formed. This group comprises four counselors from each school level
(elementary, middle, and high school). A counselor from each school level
was assigned to each component of the program model. Each counselor
thus became the expert for one of the components for his/her level. The
first task of the Guidance Leadership Team was to amass the existing
exemplary practices that fit into the comprehensive program compo-
nents. To accomplish this, they educated their peers about the compo-
nents and helped them to identify their current exemplary practices.

The curriculum experts collected exemplary guidance lessons and
units from their colleagues. The individual planning group collected and
blended the best ideas from their colleagues regarding test results inter-
pretation, orientation, preregistration, and career and vocational plan-
ning. The responsive services team collected the practices currently used
by counselors in individual and small-group counseling, consultation,
and referral and grouped them according to the priority topics identified
by the steering committee. The system support subgroup identified the
tasks performed by counselors in suppeort of other programs within the
system, and they developed recommendations regarding the support
that the guidance program needs from the system. As they gathered the
specific exampices, the Guidance Leadership Team members were able to
provide operational definitions of the components of the Comprehensive
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Guidance Program Model. The practices were then published in resource
guides for all to use.

The formal organizational structure of the guidance department
includes head counselors at the middie schools and high schools. The ele-
mentary level is led by four “lead” counselors. These head and lead coun-
selors provided input to the steering committee on topics of importance
in their buildings. They also led the other counselors in their buildings in
a review of Northside Comprehensive Guidance Program Framework
(Northside, 1986) via a “Discussion Guide” that was used districtwide.
This was the beginning of inservice education and training efforts to help
guidance program staff members learn about the program and develop
the requisite competencies to implement it effectively. Finally, nearly all
counselors were involved in the various “work groups” (Gysbers &
Henderson, 1988) formed to assess the status of the current program and
to brainstorm ways to bring about the needed changes.

The model is appreciated by counselors at Northside because it
allows them to serve all students developmentally. The program is well
planned and organized. The image of Northside’s counselors has
improved. They are perceived, by themselves and others, as profession-
als with a special contribution to make to students’ growth and develop-
ment. Inappropriate (quasi-administrative and pseudo-therapeutic) tasks
have been, to a great extent, eliminated from their working day.

HOW THE PROGRAM FUNCTIONS IN OUR DISTRICT

At the district level, the basic structure of the program was estab-
lished by the steering committee and published in the Comprehensive
Guidance Program (Northside, 1986). The process for establishing the basic
structure called for the steering committee to work for consensus and to
make difficult decisions about the design of the desired program. The
steering committee also wrestled with and arrived at consensus about
how counselors’ time should be allocated to each component of the pro-
gram to ensure a proper balance. This design is displayed in Table 10.2
and is dramatically different from the design of the old program. It took
time for the actual balance of our program to reflect the desires of the
steering committee, but at the ten-year evaluation, we had come very
close to achieving the goals of our original vision. This statement of pri-
orities for the use of counselors’ time and talent continues to be critical to
the success of our change efforts. The design created in the revision
process is a natural evolution from the original design, reflecting changed
priorities for students and schools from the 1980s to the 1990s, improved
understanding and respect for school counselors” special competencies,
and recognition for the scope of the tasks needed to guide children and
vouth.

In the original program design effort, cach component was ccsid-
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Desired Percentages for Allocation of Counselors' Time by Component

ELEMENTARY MIDDLE | HIGH
GUIDANCE CURRICULUM 40 30 25

RESPONSIVE SERVICES 25 25 30
SYSTEM SUPPORT 10 15 15

i |

i t
INDIVIDUAL PLANNING 25 | 30 ‘ 30

! .

TABLE 10.2. Design depicting the distribution of counselors' time to each compo-
nent of th> program in order to ensure the proper balance in a comprehensive pro-
gram.

ered separately. The topics to be addressed in each component were list-
ed and priorities within each component were established. The priorities
for the guidance curriculum and responsive services components were
agreed to readily. Setting the priorities for the individual planning sys-
tem involved more debate. Recommendations were made for ways to
streamline the counselors’ support of the overall educational system and
for ways o enhance the support given to the guidance program by the
system. '

GUIDANCE CURRICULUM

The content of Northside’s guidance curriculum component is
derived from the basic skills identified in the program definition.
Consenisus as to what was most important at each school level was not
difficult to arrive at. For example, helping students to “understand and
respect themselves” and “understand and respect others” were of utmost
importance fo. all students but were considered to be of primary impor-
tance at the elementary school level. “Making wise decisions” and “solv-
ing problems” were priorities for the middle school level.

A plethora of changes have beenn made in implementing the new
program. Some of these changes are major, some are more subtle.
Examples of major changes in the implementation of the guidance cur-
riculum include the time spent, the instructional methodology used, and
the specification of the curriculum. Before the installation of the
Comprehensive Guidance Program Model, counselors’ records were not
kept according to the components, so comparative data are not available.
Nonetheless, Northside counselors will tell you that they teach more
guidance lessons than they did before. On the average, an clementary
school student receives 28 puidance lessons taught by counselors, the
middle school and higly school student averages nine counselor-taught
lessons in a year.

Y



In addition to spending more time in classroom guidance, coun-
selors have renewed their teaching skills. This effort has encouraged
counselors to do more teaching than telling and has helped them be more
consistent when planning their lessons and units. At the secondary level,
we encourage teachers to teach the guidance curriculum with the help of
the counselors who act as consultants to them. In the middle schools,
Skills for Adolescence (Quest, 1985) has been incorporated into the program
as a teaching assignment. At the high school level, the Career Center
Technicians assist by teaching students how to use information and
media resources as they explore their career development.

Another major change in implementation of the guidance curricu-
lum has been the publication of the “scope and sequence.” This not only
ensures more consistency of content across the district, it has helped
counselors make better use of their program-materials budget money by
clarifying what topics they rieed to emphasize. It has also facilitated the
infusion of guidance into other curricula, such as social studies and
health, and provided the baseline for relating guidance curriculum to
Texas’ statewide curriculum (1988). More subtle changes are seen in indi-
vidual counselor’s efforts to organize their materials and files according
to the content identified as appropriate for each grade level.

RESPONSIVE SERVICES

The priorities for how counselors are to respond to students with
problems were also established without conflict. Counselors in our dis-
trict are part of the educational team, thus their attention needs to focus
on helping students whose problems interfere with their academic suc-
cess. For the problems identified as recurring, the priority for counsel-
ing/consultation/ referral services is as follows:

. Academic failure

. Child abuse

. Divorce

. Grief, death, or other loss

5, Suicide threats

. Sexuality issues

. School attendance problems

. Behavior problems

. Peer problems
10. Substarice abuse problems
I1. Other family issues distracting the student

With the clarification of recurrent problem topics presented by stu-
dents to counselors, delivery of responsive services has also become more
systematic. Counselors prepare for and conduct more small groups
because they are cognizant of what problems to anticipate and what the
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system views as important. A major addition to our high school program
has been the provision of small group counseling to ninth graders who
are failing more than one subject at the end of the first or second grading
periods (an ounce of prevention!). In addition, our approach to individ-
ual counseling has become more systematic. At the elementary level,
counselors participate in staffings with all of the teachers in a grade level
to identify those children who are having difficulties and to determine
the most appropriate means of helping them.

Counselors know that the system values their school counseling
training and expertise, and that they are not expected to provide therapy.
Counselurs continue to improve their knowledge of referral sources and
their referral skills. The district has written administrative procedures for
“Helping Students Manage Personal Crises.” Again, this clarifies the
expectations for the counselors’ roles and helps them feel on firm ground
as they make some of the more difficult professional judgments—includ-
ing, in this instance, determining when to inform parents that their child
has a problem.

Recognizing that parents had been underserved in the guidance
program, counselors have tried new ideas with the goal of enhancing the
level of parent participation and increasing their satisfaction with our
efforts. Once a semester, Parent Education Workshops are offered on our
middle school campuses. The middle schools have been used as a “mid-
dle ground” in the definition of community service. High school com-
munities seem to be too large to inspire community commitment from the
parents who typically need, or want, parenting-skills training. The ele-
mentary campuses describe smaller communities (N = 37) and tax the
resources of the guidance department—too few parents attend for the
numbers of counselors involved. A districtwide Parent Consultation
Center is in place this year. It provides consultation and school-problem-
related family counseling for the parents of the district. Again, this repre-
sents a creative approach to offering necded services without deploying
all of the counselors. A staff comprising some of the district’s counselors
as well as some practicum students from local universities provides
“brief family interventions” (Golden, 1983) to families referred by coun-
selors districtwide.

Finally, counselors in our varied communities are trying different
vehicles for scrving parents, Counselors are sponsoring “Koffee
Klatches” ar.d “Cafesitos” where parents come to school for various rea-
sons and spend time talking about parenting with school counselors.
Another creative model includes training parents to be the support-
group leaders for the parenting-issues discussions.

INDIVIDUAL PLANNING SYSTEM

This component includes activities typical of many schools: orien-
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- . tation, preregistration, registration, interpretation of standardized test
SR results, and educational, career, and vocational planning. The priorities
for the individual plarning system were more difficult for the committee
. to formulate and agree on. The debate on these topics covered two
months of meetings. Two key decisions were made: (1) that individual
planning activities, because they are for all students, must be conducted
for groups of students; (2) that gnidance by counselors is most needed for
students in the transition grades 3-6 and 8-9. At the high school level. the
priority for counselors is to help ninth graders enter high school success-
. fully and to make optimum use of their high school educational oppor-
— tunities. A parallel decision that accompanied this shift in priorities was
Y that planning and decision making about college is the primary respon-
sibility of the students and their parents. These decisions caused a dra-
matic shift in the focus of the high school guidance program, from indi-
vidual conferences conducted with twelfth-grade students and their par-
ents to group guidance offerings which help freshmen start high school
on a better footing. This also represents an adaptation of Gvsbers and
Moore’s (1981) concept of the individual planning component. They
advocated individual work; our caseloads dictate group work,
Implementation of the individual planning svstem has become
more svstematic than responsive. Instead of revolving around requests
by parents for individual attention, counselors plan group guidance ses-
sions to provide students with the information and assistance thev need
to make their educational and career plans. Begmming i the eighth
prade, students and their parents participate in large group sessions
where they are provided information, often in printed form, about the
options in front of them (e.g., high school course offerings. college
entrance testing, college applications, and financial aid processes.
Follow-up small-group or individual sessions are then held to assist <tu-
dents in making their personalized plans. In the ninth grade, more spe-
cific information about high school oppertunities is provided. In the
tenth grade, students are again asked to consider possible carcers and
make plans to use the rest of their high school opportunities to their best
advantage. In the cleventh grade, ~students formulate a tentative post-
high-school plan and develop a “plan of actien™ tor achieving that tenta-
tive goal. Early in the twelfth grade, they reassees those plans and chedk
to e sure that they are properly placed to effect that plan,
Communicahon has improved betw cen the programs at the three
schoollevels [ranation assistance has been a top priorty since we began
in=talhng the Comprehensive Guidance Program Moded It hos caused
counsclors tooarticulate theirr procrams frony one Tevel b e o ey

clementary and muddle schoel counselors collaborate ar rec trar st
curricidum to ensure that ail objectives are covored and that noomaor
items are overlooked)r Encouragement hae boen oficrea to < hooje
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adapt teacher advisory programs; each year a few more schools venture
into these practices.

SYSTEM SUPPORT

In the Northside adaptation of the Gysbers and Moore Model, we
found it useful to define the system support component as having two
parts: (1) the support that the guidance program provides to the overall
educational system, and (2) the support that the guidance program needs
from the overall system. Sorting out these two halves has been important
in getting all of our tasks on the table for negotiation. In analyzing the
“old” guidance program, we learned that we provided support to eight
other programs: regular education (elementary and secondary); the test-
ing program; career, special, gifted and vocational education; the disci-
pline management program; and compensatory education. For the areas
where the guidance program needs support from the overall system, we
built on the Gysbers and Moore (1981) categories: policies and proce-
dures, staff development, program development, budget, facilities and
equipment, staff allocations, access to students, and public relations.

The counselors’ contributions in support of the system are more
guidance-related and less administrative than they were in the old
model. For example, in both preregistration and registration there are
student-focused tasks which help students make appropriate course
choices. Both activities also include other system-focused tasks (e.g.,
inputting the student choices into the computer or building an appropri-
ate master schedule for the school). In the standardized testing program,
the student-focused tasks help students and their parents learn what the
results mean and how to use them. System-focused tasks in the testing
program inciude planning and administering the tests and helping teach-
ers use the test results appropriately. Some of these system-focused tasks
do not have to be performed by school counselors; others should be per-
formed by them—interpretation of standardized test results and the
implications of results for the instructional program. Data entry is a cler-
ical task; master-schedule building is an administrative task. Planning the
logistics of test administralion is not a necessary correlate of test-results
interpretation; helping teachers use test results appropriately is. Through
sorting tasks according to the program components, nonguidance tasks
are being identified and removed {rom the school counselors’ daily work.

At the elementary level, for example, systemic changes have been
made to assist the counselors to streamline their nonguidance responsi-
bilities to special education. Grade-level staffings have helped teachers
learn a variety of alternatives for helping students with special problems.
Assigning necessary paperwork for referral to the appropriate staff per-
son has freed counselors from redundant research work (e.g., nurses
complete health histories, teachers assess educational achievement levels,




administrators draw conclusions about students’ behaviors). At the mid-
dle school level, new student registration—a large task in our growing
and mobile community-—is now handled initially in the front office by
school secretaries. New students see the counselors when their paper-
work has been cleared (e.g., verification of residency, immunization
recordsy and they are ready to enroll.

At all levels, guidance staffs have improved the effectiveness of
their program by presenting their calendars for the year, so all staff mem-
bers learn about the guidance priorities and services. Weekly communi-
cations with administrators and instructional department leaders has
enhanced collaboration in the buildings. Initiative has been taken by
counselors to explain their program to teachers and parents, in order for
them to make better use of the counselors’ services. The goal-based
improvement system calls for collaboration with the principals in estab-
lishing goals and in monitoring progress towards the goals.

In order to ensure effective delivery of the Comprehensive
Guidance Program Model, the steering committee made recommenda-
tions regarding the support that the guidance program needed from the
system in order to deliver the new guidance program. The recommenda-
tions which have been implemented to date include the development of
the component resource guides, the initiation of a counselor-appropriate
performance-improvement system, the provision of time for guidance
program and counselor-staff development, and the clarification of job
descriptions for guidance department clerical personnel.

CONTEMPORARY PROFESSIONAL ISSUES

Censorship

In the past several years, the guidance program and some of its
materiuls and practices have been challenged. These challenges have
come from those who fear or want the teaching of religious values in
school classrooms, those who question the quality of Northside’s pro-
gram (or one or more of the school counselors’ performance), and those
who would narrow the mission of schooling to the teaching of “reading,
writing, and ‘rithmetic.”

In each instance, the program has withstood these challenges
because of its clear foundation, the legitimacy of the process used to
develop it, and its contribution to students’ growth and development.
Additionally, the district’s school counselors have high levels of profes-
sional self-esteem, engendered through clearly established priorities and
means for accountability. They know what their value is! This profes-
sional epo strength has Ted them to successful political activism in times
of challenge. A majority of the members of the school board not only
believe in the value of guidance for students, they also appreciate the
assistance of the counselors in their elections.
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Cross-Cultural Effectiveness

As we began to implement the program according to its priorities,
we were increasingly conscious of what school counselors were doing
and with whom. Some subtle gaps in our program became evident. We
had not addressed the important themes of cultural pluralism, multicul-
turalism, and cross-cultural effectiveness. San Antonio is a city of diverse
subcultures. Its cultural richness is part of its appeal! When not
addressed, diversity can be misunderstood, differences can separate peo-
ple and make them adversaries rather than rich resources to one another.
Northside expresses beliefs in the value of diversity and in treating peo-
ple with mutual respect (Northside Independent School District, 1994b).

To address these issues in the Northside Comprehensive Guidance
Program, the Guidance Steering Committee adopted the seven content
areas of a comprehensive guidance program published by the Texas
Education Agency (1991) which includes “Cross Cultural Effectiveness.”
This has encouraged school counselors to teach relevant competencies
through guidance curriculum activities and provide counseling for relat-
ed issues, such as racial tension and gang violence. Staff-development
activities addressing multicultural issues have been provided for school
counsclors. In turn, school counselors have provided them in their build-
ings for the entire staff. Consciousness raising is an effective strategy for
change. Providing information and awareness have helped us to bring
many diversity issues out on the table to be addressed, for district staff as
a whole, as well as for our students.

SUCCESSES OF THE PROGRAM TO DATE

Many changes have occurred in Northside’s guidance program
since the adoption and initial implementation of the Comprehensive
Guidance 'rogram Model. Some have been major, such as the amount of
time spent and the number of lessons taught in the guidance curriculum
component at all three levels. Some have been less dramatic, such as the
individual ways counselors found to streamline their paperwork (e.g.,
having photocopies of transcripts attached to the seniors” “Mid-Year
Reports™ to the colleges they have applied to, rather than hand copying
the information onto the forms). The Comprehensive Guidance Program
Model is working well for the students, parents, teachers, and adminis-
trators. The counscelors, too, feel good about the work they do.

Although we do not do systemwide evaluation of the actual attain-
ment of student and other client outcomes due to guidance and counsel-
ing activities, effectiveness is determined on the basis of activity-specific
evaluations and building-level aggregations of data. Through the devel-
opmental gudance components, the guidance curriculum, and the indi-
vidual planning system, 100 % of the students are being served. All stu-
dents have regular access to their counselors through the classroom and
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group guidance sessions. Thus, it is easier for students to ask their coun-
selors for help with special problems. During 1987-88, five years after we
began development of the comprehensive guidance program, the ele-
mentary school counselors provided responsive services systematically
to 35 % of their students! Data like this assisted us in making the case for
decreased student-to-counselor ratios.

As parents increase their awareness of how the guidance program
operates, thev are better able to understand the range of services that
counselors provide. Parents are now able to make better use of coun-
selors” expertise and are more understanding when they do not get the
instantaneous response from counselors that they expected in the past.
Counselors have improved their communication with parents by sending
materials home, particularly curriculum-content information and infor-
mation needed by parents to help students make personal plans. When a
parent calls for a counselor and is told “She is in the classroom now, may
I have her return vour call?” the parent can “see” what the counselor is
doing ("in the classroom” is more concrete than “She is busy right now”).

Teachers understand and appreciate the program approach.
“Program” is a concept that they live by. When counselors explain their
program in terms of the four components, it is meaningful to teachers.
They understand what curriculum is and can understand when coun-
selors need to use class time to teach students. They also understand that
the responsive services component is only one aspect of the counselors’
job and can better understand that they need to share some of the tasks
performed by counselors to support the system.

Administrators also have a better understanding of the varied jobs
that counselors do. They appreciate the unique skills that the counsclors
bring to their buildings. Increasingly, Northside schools experience
death-related student crises (e.g., student suicides, automobile accidents,
community-based violence). Because of their understanding of the
responsive services, principals turn to the school counselors as resident
eaperts to help relieve the pressures caused by these tragic events.
Because of the clarity of the program and the goal-attainment approach
to changre, counscelors and their principals are working collaboratively to
attain mutual goals. Working together as members of the same team is a
big improvement over working in isolation from one another.

The counscelors feel less harried because their role expectations are
clearer, their job descriptions are concrete, and their performance evalua-
tions reflect the program expectations. In addition, the program expecta-
tions are clear: Counseling students who are not succeeding academical-
Iy is the number one priorityv. When program choices must be made,
counselors base their decisions on established priorities. The evaluation
of the quality of their program is based on established standards. Thev
are able to plan ahead for a day, a week, or a vear, Although crisis inter-
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ruptions still occur, counselors are cognizant of what has, or has not, been
done as planned. Again, conscious decisions guide their work behaviors.
They are in control—as much as possible—of their own work destiny.

The clarity of the program design has caused counselors to be more
explicit in their requests for support from the system. Program-materials
budgets have increased because of counselors’ ability to request specific
materials necessary to implement their program. Counselor-to-student
ratios have improved because programmatic rationale exists to support
the requests (e.g., at the elementary school level, the initiation of the les-
son-a-week; at the high school level, the redefinition of the role of head
counselors). The overall district student-to-counselor ratio has improved
from approximately 550:1 to 375:1, with 350:1 being the current goal of
the school board and superintendent. Public relations efforts have
improved because counselors can readily define their program.
Collegiality has improved because the similarities of the programs have
been emphasized. More sharing occurs not only at individual school lev-
els but also across the district between all levels.

Counselors have reaped tangible benefits because their roles,
responsibilities, and professional needs have been made clear in the shift
to the Comprehensive Guidance Program Model. Their salaries have
increased, their contract year has been lengthened, the leadership pro-
vided them has improved, all resulting in increased opportunities to par-
ticipate in meaningful professional development activities.

In addition to the obstacles mentioned earlier, some problems still
need to be addressed. The biggest challenge identified through the pro-
gram revision process is to increase the recognition by all staff that guid-
ance is a schoolwide responsibility. The role of teachers and administra-
tors in carrying out guidance needs to be fuller and better coordinated.
The second Guidance Steering Committee recommended, for example,
use of systematic approaches to guidance instruction by all teaching staff
and coordination of the statewide testing program by administrators.
This has recently been supported by the district’s strategic plan which
envisions infusion of three curriculum strands: conflict management,
character development, and education for self-responsibility (Northside
Independent School District, 1994b).

A challenge to a program that has been in place for a while is in
preserving its integrity. When the massive, initial change/improvement
work is occurring, all staff members are in the change mode. The change
momentum is hard to resist. However, once the newness wears off, some
counselors continue to choose to do some “old favorites” (usually
nonguidance tasks) in spite of the district’s stance that they not do so,
(e.g., counting test booklets because they feel personally accountable).
Additionally, new counselors joining the staff need not only orientation
to the existing program but also education in some program history.
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Otherwise, they are vulnerable to the pressures to return to how the pro-
gram used to be (“Suzy Q. counselor in my other school used to do ...”).

While the counselor-to-student ratios have improved significantly,
the paraprofessional or clerical help provided is stiil insufficient. At peri-
ods of the school year when system-support tasks peak, school coun-
selors still do some quasi-administrative tasks. The student scheduling
cycle still encroaches on the guidance program, especially where the
administrators are not highly proficient in building master schedules.
Other programs (e.g., special education) still attempt to delegate some of
their administrative work to counselors. This latter scenario presents con-
stant challenges. It occurs in programs that have been in place for a while
when other staff members want counselors to go back to helping them,
and it occurs in new programs which come into schools without suffi-
cient personnel to run them. Both Northside Guidance Steering
Comunittees envisioned “Technical Assistants,” to help. This staff posi-
tion is for a high-level paraprofessional who would handle some of the
semiprofessional and large logistical tasks.

PLANS & GOALS FOR THE FUTURE

In the initial inprovenient work, the biggest challenge was divest-
ing the inappropriate assignments that had become part of the guidance
program. Much of that has been accomplished at the system level. The
first step entailed educating others about the many things counselors do
that are not inherently guidance and counseling tasks and adopting the
policy that nonguidance tasks were inappropriate in the guidance pro-
gram. This was accomplished through the adoption of the
Comprehensive Guidance Program Model. Next, creative solutions for
accomplishing necessary tasks were found. Counselors were part of the
solution by identifying new wavs that these tasks could be perfe.med.
Finally, ideas and recommendations were turned into actual practices
with school counselors training those to whom the tasks were delegated.

As we enler our second decade of implementation, we have five
major, systemic goals in addition to those mentioned previously:

1. maintaining continuous guidance program improvement;

2. adjusting the balance of the guidance program to meet the
revised design;

3. enhancing the rales fulfilled by guidance program staff leaders
with the purpose of continued improvement of school counscelors” per-
formance;

4 developing the student advisory program;

5. revitalizing the carcer-development strand of the Compirehen
sive Surdance rogram.




MAINTAINING CONTINUOUS
GUIDANCE PROGRAM IMPROVEMENT

As mentioned above, maintaining the momentum for change in the
program is essential to continued program success. In the beginning, the
strides made were major and systemic, such as the policy that group
counseling would be offered for students who were academically unsuc-
cessful. Continuous program improvement keeps the program fluid and
responsive. Without constant evaluation, analysis of needs, and repriori-
tizing of program strategies, the program would become static, and a
new “traditional” program would be spawned.

To avoid this in Northside we have implemented an annual goal
setting, implementation, and evaluation process as the vehicle to keep the
momentum going. Counselors set program-improvement goals each year
to address the discrepancies identified between the old and the new pro-
grams. Their goals target specific new activities to be added during the
year or specific tasks to be transferred to others. For example, one coun-
selor might commit to beginning a small group for children of substance
abusers; another might commit to training the new special education
teacher to complete the required paperwork for the annual reevaluation
of special needs students.

ADJUSTING THE BALANCE OF THE GUIDANCE PROGRAM

The recently completed revision process led to a new design for
our program, as displayed in Table 10.2. In order to provide evidence of
its intent, the second Guidance Steering Committee preferred expressing
the design in ranges, leaving room for site-based variations. By compar-
ing Tables 10.2 and 10.3 you can see some significant differences between
the first and sccond designs. As with the original, the new design is
grounded in sound rationale. Currently, school counselors are again in
transition. The revised design means a different pattern to their work and
emphasis on some different or new tasks.

While the basis of Northside’s comprehensive guidance program is
still the developmental components, the percentage of time counselors
are to spend in guidance curriculum and individual planning system
aclivities is less. This is possible because of the improved counselor-to-
student ratio, and the increased participation of teachers in delivering the
guidance program. Counselors still guide all students in their caseloads,
but it takes less time for them to reach them all. Consultation with teach-
ers as they augment their guidance roles and coordination of the guid-
ance activities and outcomes schoolwide are different than airectly con-
ducting the activities.

The increased priority to use counselors’ time in responsive aer-
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Desired Percentages for Allocation of Counselors' Time by Component
—Revised Design—

ELEMENTARY = MIDDLE | HIGH
GUIDANCE CURRICULUM 30-35 1520 | 1015
INDIVIDUAL PLANNING 10-15 L1520 | 3035
RESPONSIVE SERVICES 40-45 L 40-45 | 40-45
SYSTEM SUPPORT 10-15 15200 0 1015
NONGUIDANCE TASKS 0 ‘ 0 fo

TABLE 10.3. The revision process led to this new program design for counselors’
time.

vices is a direct result of the first design. Implementing the
Comprehensive Guidance Program Model forced us to define what the
responsive services are and clarify what school counselors do (i.e., coun-
sel, consult, coordinate), and do not do (i.e., therapy), in response to stu-
dent needs. Additionally, counselors clarified how they do it (i.e., not
reactively, but responsively; in small groups and individually, involving
parents and teachers appropriately, referring to others when needed).
This resulted in appreciation for the specialized competencies that school
counselors have, due to their training and experiences. By describing stu-
dent issues and problems more clearly and assigning priorities, all staff
members were better able to learn about the seriousness of the issues that
distract students from schooling.

Clear delineation of the tasks assigned to guidance departments
that support the system directly and students indirectly resulted in sepa-
ration of these tasks into two categories: (1) professionally appropriate
(i.e., tasks which make good use of school counselors’ master’s degrees in
school counseling), and (2) nonguidance (i.e., tasks which do not require
the school counseling degree). As the nonguidance tasks were eliminated
or displaced (Gysbers & Henderson, 1994), counselors’ involvement! in
system-support activities has become more meaningful. The new empha-
sis within system support time is on counselor-teacher consultation.

ENHANCING LEADERSHIP ROLES

As stated previously, implementation of the Comprehensive
Guidance Program Model resulted in clearly defined standards and
expectations for school counselors’ performance. Their roles are defined
in the context of the program. Clarification of all counselors’ roles has led
to the specification of cach counsclor’s responsibilities. A correlate has
been the clarification of the role of the head and lead counselors. Their
responsibilities include assisting school counsclors to continuously
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improve their competence in and commitment to their roles as well as the
implementation of the comprehensive guidance program in their build-
ings. The standards and expectations for the counselor leacers’ jobs
incorporate contemporary advancements in counseling and instructional
supervision, as well as those for school counselor performance evalua-
tion.

The Counselor Performance Inuprovement System (Northside, 1997)
has been revised to reflect not only advances in the school counseling
profe sion, but also to incorporate all of the staff-development activities
and opportunities available (e.g., job Jdescriptions, performance evalua-
tion, inservice training). The components of this system are described in
Chapter 2 of this publication and, more fully, in Leading and Managing
your School Guidance Staff (Henderson & Gysbers, in press). They are
assessing school counselors’ professionalism levels, defining and describ-
ing their jobs, supervising their performance, evaluating it, and assisting
them in setting and attaining professionalism-enhancement goals. The
head and lead counselors, as partners with school counselors in profes-
sionalism enhancement, lead counselors through the activities of these
performance-targeted components.

DEVELOPING THE STUDENT ADVISORY PROGRAM

As mentioned previously as well, Northside continues to envision
implementing a student-advisement system in all schoois. This goal has
been supported by the district’s Strategic Plan (Northside Independent
School District, 1994b). This, perhaps, represents the biggest challenge to
the guidance department, in that it formalizes the role of every staff
member in a guidance function: advisement. The district is applying the
same program-development process used successfully in development of
the comprehensive guidance program. It is also defining the Student
Advisory Program as an augmentation of the individual planning sys-
tem. The individual planning = stem concept is well understood by the
school counselors, the natural icaders of a student advisory program. The
concept is already a part of district policy and practice, and is at least
understood at some ievel by most of the district’s teachers.

REVITALIZING THE CAREER DEVELOPMENT STRAND

Adding the student-advisory program provides an example of
how having a comprehensive guidance program in place enhances a dis-
trict’s capacity to make systemic changes which increase the help provid-
vd to students. Having a core structure in place for the guidance program
also enhances a district’s capacity to make systemic changes which
improve the help provided to students. An improvement stimulated by
both the revision of the Northside Comprehensive Guidance Program
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and the d_velopment of the district’s strategic plan has been in the career-
development strand of Northside’s guidarice program.

Career development activities have historically been conducted at
all three school levels: elementary school (pre-K-5), middle school {6-8),
and high schoel (9-12). To facilitate students’ career development, ele-
mentary school counselors have provided guidance lessons and units,
career days and other guidance curriculum activities. Some individual
planning system assistance is provided to fifth graders as they approach
transition to middle school. Middle school counselors and teachers pro-
vide career-relevant guidance curriculum activities in sixth and seventh
grades, and in eighth grade begin individual planning system activities
in earnest, using the district’s career interest and aptitude assessment and
“Career Pathways” booklets as catalysts. High school counselors and
teachers provide some curriculum activities and emphasize career-rele-
vant individual planning activities. The activities directly focused on
career development (versus activities seen as relevant to career develop-
ment, such as transition to high school and educational planning) peak at
the 10th grade. Again, the district’s career interest and aptitude assess-
ment for sophomores is the catalyst. At the 11th grade, educational plan-
ning shifts its focus from high school completion to postsecondary plan-
ning.

One problem with the carcer strand within our comprehensive
guidance program has been that the activities had no unifying conceptu-
al base—either regarding what an individual’s career development
entails or what the world of work entails. Counselors’ conceptions of the
world of work vary according to their personal experiences and their
counselor education program’s career guidance course. A full construct
of the work world is essential for effectively teaching and guiding stu-
dents to develop in relationship to it. Relying on this construct consis-
tently throughout the guidance program activities better ensures the stu-
dents’ understanding of this vast and complex entity.

Because it is a cohesive whole, the comprehensive guidance pro-
gram allowed us to identify this problem in the carcer strand. It also pro-
vided the vehicle for its solution. By recognizing the flow of activities
across school levels and within program components, the district was
able to identify and readily incorporate the use of the American College
Testing materials (ACT, 1996) which center back to the complete con-
struct of the work world represented in the World of Work Map (ACT,
1990). These materials support most of the major carcer-development
strand activitiecs—awareness and eaploration of (he work world, and
educational/career development assessments. A student’s data and the
work-world data merge through the World of Work AMap (ACT, 1990). The
assessment score reports provide a bridge from an individual’s informa-
lion to the waork world by identifving map regions which suggest where
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their personal search for work-world placement might begin.

Support materials (e.g., career assessments, information systems)
had been used in these activities all along; thus, selecting materials with
a common base enhanced the program’s effectiveness and efficiency in
terms of student learning. The money required was comparable to what
we had been previously spending. At the same time, not much new pro-
gram-development work was needed. With t! » purchase of materials
applicable as the basis of most of the career developmert activities, the
training of school counselors and teachers was the next strategy in effect-
ing this textural change in the guidance program. That training has been
facilitated by the materials as well.

The bottom line here is that the beginning of this major change
within the program has been relatively easy to install. It is our opinion
that it could only have happened in the context of a soundly developed
guidance program. Once the program is developed, selecting materials
that fit its purposes represents more efficient use of budget money than
randomly selecting materials. Once the program is in place, the selection
of high quality, well-developed materials enhances the effectiveness of
the program.

ADVICE TO NEW IMPLEMENTERS

Although it is slow going in the beginning—analyzing the model
you currently have, struggling to internalize the concept of the
Comprehensive Program Model—you must base your plans for change
on this foundation. Everyone who works on the project will already have
identified one or two things they would like changed, but you will find
that focusing on individual agendas is not enough. You will need a broad
perspective to identify all of the changes that are necessary.

Involve as many people as you can in the change process. All coun-
selors need to be involved early on, so they buy into the change recom-
mendations that are forthcoming. Counselors, however, cannot bring
about all of the changes themselves, so you must involve others: stu-
dents, teachers, parents, principals, and administrative representatives
from other programs that have an interest or an investment in the guid-
ance program. Gysbers and Hendcrson (1994) suggest that your stecring
committee comprise system representatives: administrators, counselors,
teachers; and that your advisory committee be made up of “clients”: stu-
dents, parents, and business community representatives. Depending on

your particular situation, teachers may fit better on the advisory commit-
tee.

As you approach the exciting prospect of implementing the
Comprehensive Guidance Program Model, you must avoid the tendency
to be tmpatienit—to want the changes immediately! Plan your program




changes carefully and cautiously so that you will be comfortable living
with them for a while. In other words “Do it right the first time.”

It is iniportant to give yourself enough time to solidify the vision of
the new and improved program as it will be the basis {r the rest of your
change work and for successful implementation. Your vision of the pro-
gram provides the rationale behind the changes that need to be made,
and also for explaining the new program to newcomers and resistors. You
must hold to your vision as you begin to put improvements in place
while continuing to set goals. If the others involved in the program
changes feel comfortable with the concepts that undergird the new pro-
gram, they will take the initiative and find opportunities to make the nec-
essary changes. Many of the changes will be small changes; it is from the
accumulation of these small changes that the big change will occur.
Improvements beget other improvements. Ultimately, institutionalizing
an annual ir..provement process which supports continuous fine-tuning
of the program is critical to the complete installation of the
Comprehensive Guidance Program Model and its optimum effective-
ness.

A counseling expert must take the leadership role and be the
“keeper of the vision.” If you are anticipating change at the building
level, a counselor is this expert; at the distrizt level it will be the guidance

administrator. Thi, keeper of the visicn must be someone who thorough-
ly understands the potential of guidance and counseling to make a dif-
ference with students. This is essential if the right changes are to occur. At
times it will take the missionary zeal that is part and parcel of this under-
standing to keep the change momentum alive. The process can get
bogged down, especially when you finish one major step and before oth-
ers envision what is to come next.

My final piece of advice to new implementers: “Risk It!” The risks
and their associated costs reap amazing results in the long run—and in
the short term as well. At Nerthside, counselors now believe that they are
valued as professionals who make important contributions to the healthy
growth and development of students. Improvements will always need to
be made, risks will always have to be taken. The Comprehensive
Guidance Program Model provides a weli-defined context in which to
make appropriate changes and minimize the risks, making the improve-
ment efforts a challenge te be enjoyed!
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. CHAPTERTE -

Trying to Remain on the
Cutting Edge: Counseling in the
Lincoln, Nebraska Schools

JOHN DUDLEY

In 1990, Lincoln, Nebraska Schools employed 44 counselors, very
few of whom were elementary counselors. Presently, there are 80 coun-
selors, 23 of whom are working in elementary schools. Resulis-based coun-
seling is one of the major reasons for the program’s rapid expansion. This
chapter draws on business philosophy to propose that the “bottom line”
is that schools have “customers”—students and parents—and they want,
and deserve the best counseling “product” available. In order to deliver a
quality comprehensive counseling product, the district evaluated the basis
for assigning students to counselors, the duplication of services, and the
counselor’s role and allocation of time.

When | was a contributing author to Comprehensive Guidance
Programs That Work (Gysbers, 1990), my writing focused on how coun-
selors in the Lincoln, Nebraska Schools were trying to make significant
changes in their programs. At the time, we had 44 counselors, very few
of whom were elementary counselors. Most of our junior high schools
(we now have middle schools) had two counselors, and each of our high
schools had four or five counselors. Districtwide, our counseling pro-
gram reflected what most of the texts said counseling programs ought to
look like. And we were in the beginning throes of assessing if that was the
best counseling program we could offer our students and parents.

WOW! Like the song says, “What a Difference a Day Makes.” Docs
it ever! We now have 80 counselors, 23 of whom are working in elemen-
tary schools; our middle schools each have 3 or 4 counselors; and each of
our high schools have between 6 and 10 counselors. But the really big
news is that our K-12 program is focusing on results. Yes, results! We are
making a difference in the daily lives and future of our students. Not
only do we seu it, but parents, staff, and administrators acknowledge it as
well. Results-based counseling is one of the major reasons our program
has expanded at such a rapid pacc.

What do I mean by the term “results-based counseling”? Well, let’s
turn to the private sector and look at how corporations do business. Most
private corporations focus on what they refer to as the “bottom line.” This
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represents a corporation’s ability to provide their customers with quality
merchandise or service, pay their employees a satisfactory wage, and
make a profit so they can remain in business.

“"What?” you say. “Schools and their counseling programs are not
corporations. They do not do business for profit. Comparing schools and
businesses is like comparing apples and oranges. They just aren’t the
same.”

Well, I think we cap learn a lot from the business community about
how we might design counseling programs in today’s schools. For one
thing, we do have “customers”-—among them, students and parents.
They want, and deserve, the best counseling “product” we have to offer.

This is a product that isn’t just offered to customers who have prob-
lems, but a product that is marketed to all students. One such product is
a counseling curriculum. After all, the major product in America’s
schools is instruction, isn’t it? Why shouldn’t school counselors, Pre-K
through high school, be a vital part of the instructional program? Why
shouldn’t counselors be involved with all students and not just with stu-
dents who outwardly (through behaviors, poor grades, etc.) demonstrate
a need for a counselor to work with them?

When counselors in our school system began to move toward a
comprehensive counseling curriculum, students, parents, and school
staffs began to see the school counselor in a different light. Over time as
that “light” grew brighter and brighter, our counseling program began to
grow proportionately. More and more administrators, staff members, and
parents began to speak out for an increase in the K-12 counseling staff in
our schools. Just like in the business community, as one of our counseling
products received more recognition and our customers begin to see
results, our bottom line began to grow and grow. As I said earlier, we
grew from 44 to 80 counselors in a very short period of time. The devel-
opment and delivery of an effective counseling curriculum coupled with
results was one of the reasons for the increase in the professional coun-
seling staff.

As we continued our study of the business community we learned
other lessons that have helped our counscling program grow and
improve. Ed Deming, a legend nationally and internationally in the cor-
porate world, gained his success and the recognition of his peers by look-
ing at things differently. In the 1950s, Deming pioneered major paradigm
shifts in business and industry. He designed and successfully promoted
management programs that dramatically increased the quality and quan-
tity of manufactured goods and yet allowed businesses to increase their
profit margins. So what was it that Deming did that applies to counscl-
ing?

The words I use to describe Deming’s work are efficiency and inno-
vation. And | think they are words that should give direction to the coun-
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seling programs in our schools. As we worked to develop a comprehen-
sive counseling curriculum, a frequent comment from many of our coun-
selors was, “Where will 1 ever find the time to deliver a curriculum? I
don’t even have time to do what I am doing now, let alone add more.”

Ask any business person and they will tell you that time is money.
Deming developed a management system that so streamlined manufac-
turing that time and money were saved. This translated into more time to
devote to the task (product) and more money earned (saved). The con-
tinual re-modeling (it is an ongoing project) of our counseling program
has as its guiding principles, “product” (what are the best counseling
products we can provide for our counseling customers) and “saving”
(how can we manage our counseling program in the most efficient and
effective way possible). Are these words used by the Lincoln counselors
to describe their counseling program? The answer is “No.” And I don't
think the Lincoln counselors are unique in this. My experience tells .ne
that most school counselors don’t use product and saving terminology
when describing their counseling programs. Yet, when we began to focus
on these words our school community and our community at large began
to take notice of the counseling paradigm shift.

Let me give you an example of what I am trying to convey. Prior to
my comments in Comprehensive Guidance Programs That Work (Gysbers,
1990), we were focusing on a re-modeling of our high school counseling
program. Ours was a traditional high school program and, in many
respects, quite effective. We worked in the three basic counseling
domains: Educational, Career, and Personal-Social. Each high school
counselor was responsible for approximately 400 students. Their stu-
dents would access them for everything from interpretation of test scores
to work after graduation to building successful relationships.

Discussions with counselors revealed that they felt quite comfort-
able in some areas of their counseling responsibilities, but there were
areas where they felt inadequate. Contrary to what one might expect,
counselors talked openly about these areas of perceived weakness and, in
some instances, were anxious to receive assistance in those areas.

As the re-modeling progressed, some of the counselors began to
not only look at their needs, but they questioned why they and their
peers perpetuated the counseling model they were using. Que-tions
arose such as these: “Why do we divide students up by the alpnabet?
Why do we have duplication >f services? Why are some of us perceived
as college counselors and some of us perceived as career counselors when
we all are supposedly delivering the same services? Why am 1 so busy,
yet I am spending big blocks of time seeing few of the students assigned
to me? Should the majority of the counselor’s time be spent with students
who seek them out or students the counselor requests to see?

Thus, the paradigm shift began. Similar to the work of business




leaders liké Deming and others, we began to think about a redistribution
of our products and the savings that a change might provide. We began
to explore what the characteristics of a more efficient and innovative
counseling program might look like.

Before we could begin, we needed to define some counseling terms
that would help us to more accurately describe our program. To help us
with this task, we adopted Dr. Norman Gysbers’ counseling nomencla-
ture which divides the counselor’s role into four areas—curriculum, indi-
vidual planning, responsive services, system support (our counselors
decided to use the term program management). Now that we had some
counseling descriptors, we were ready to move forward with our re-mod-
eling project.

First came a re-examination of our mission. You know—mission—
what you are all about and where you want your counseling program to
go. You don’t build a manufacturing plant without knowing what you
want to produce; you don’t build, or re-model, a counseling program
without a defined sense of purpose and a clear vision of goals. We deter-
mined it as our mission "...to systematically provide guidance and coun-
seling programs to all students which facilitate growth and development
toward each student’s full potential.” It doesn’t sound like much, but it
took a long time for our counselors to come to an agreement on this mis-
sion. Now that we had a sense of mission, we were ready to begin to
design or, in many instances, re-design the parts necessary to begin the
manufacturing of our products.

As the “re-vision” of our counseling program began to come into
focus, and before we could begin design or re-design of our new prod-
uct(s), it became necessary to try answering the “why” questions. Here is
how we resolved some of them.

WHY DO WE DIVIDE STUDENTS UP ALPHABETICALLY?

Some of our schools were dividing students among counselors by using
the beginning letter of the student’s last name. Other schools were divid-
ing students by grade level. No matter what the method, the point was
that we were locked into assigning students to counselors. When we
questioned why we did this, these were some of the answers:

“That is the way we have always done it.”

“lt is casier for administrators and teachers.”

“It is a good way to organize records.”

“How would 1 know who to counsel if they weren't assigned to
me?”

After weeks of defending this method, someone commented,
"Have we ever asked our customers what they would prefer?” The
answer: “No.” But we did have evidence that some of our customers (stu-
dents and parents) had made requests over the years to either have a dif-
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ferent counselor or more than one counselor. Also, someone pointed out
that we had students who “slipped in” to see counselors they weren't
assigned to and hoped that no one noticed.

Our an:  ~~ to this question was non-assignment of students to
counselors at tne high school level. It was quickly concluded that it was
necessary to assign students, by whatever formula, at the middle school
level and elementary school level (if you are fortunate erough to have
more than one counselor in an elementary school), but not at the high
school level. So, beginning in the fall of the next school year, some of our
high schools began the year without assigning students to a counselor.
This required communication with our customers. Meetings were held
for parents—we had a Parent Advisory Committee which assisted us
with the non-assignment decision and helped us in planning the parent
meetings. What did parents think of the idea that their children could
choose the counselor(s) they wanted to work with? They expressed over-
whelming support.

What did the students think about the idea? The new students
coming to high school were just glad to find their classrooms, let alone
the counseling center. Students who were currently in high school were
given the option to either continue to work with their assigned counselor
or to work with the counselor of their choice. Some stayed with their orig-
inal counselor but many began to go to other counselors as well.

What did the teachers and administrators think of the non-assign-
ment concept? Keeping in mind that marketing is the key to success in
business, our counselors did an excellent job of working with their
respective staffs to resolve any concerns. The bottom line was that the
number of students seeking assistance in the high school counseling cen-
ters increased dramatically. But there was more work to be done.

WHY DO WE HAVE SO MUCH
DUPLICATION OF SERVICES?

Orne example of services duplication was test interpretation. How
much time does it take to tell students how to read and understand their
standardized test results? Several times, the way we were doing it. If you
have one or more counselors working in a counseling program where
students are assigned and you add up the number of counselors, that is
the minimum number of times the test interpretation services will be
repeated. Then you take into consideration the different ways counselors
may interpret the test results (i.e., individually or in small groups) and
the duplication of effort in interpreting test results can go up dramatical-
Iy.

Early in our re-modeling project it became evident that we needed
to closely examine the information we wanted students to have and
determine the best way to deliver that information to them. Again, we
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needed to wrestle with how counselors and students were assigned to
each other.

A review of our K-12 counseling program (Il do mean program and
not just counseling services) revealed that there were specific program
areas that we needed to include in our comprehensive program. The pro-
gram review disclosed the following areas of focus.

Student Academic Support

This major focus of our counseling program begins in elementary
school by building student learning skills. It continues at the secondary
school level through programs that help students achieve their personal
academic goals.

Personal-Social Resources

Beginning in preschool/kindergarten and continuing throughout
the school career, this program helps students identify personal-social
growth needs. It then assists them in developing skills that will help them
have healthy relationships and academic success.

Intervention Programs

These programs range from assisting students with personal prob-
lems to helping familics work through significant and complex crises. A
counselor’s time, at any grade level, can be consumed by responding to
student, staff, and family problems. Our intervention programs incorpo-
rated the use of brief therapy and the development of specific individual
counseling strategies. Additionally, the program allows for conducting
groups for students with similar problems and offering day and evening
parenting classes.

In order to free up high school counselors so they could have more
time, a portion of the intervention program incorporated the concept of
the response countselor. Each day one counsclor in the counseling center
was designated as the response counselor. All students coming into the
counseling center on that particular day saw the response counselor A
backup response counselor was designated in case a significant number
of students arrived in the counseling center at one time. The duty of the
response counselor was to screen students. What we learned was that one
counselor, any counselor, could successfully respond to around 90 of
the students secking assistance. A system for recording response coun-
sclor/student contacts was developed to record  the action by the
response counscelor for cach student seen o a particalar day This record
was available for any counsclor to eview regarding a student that they
may have been working with or to review when it was their turn to seryve
as response counselor. The response countelor also responded to all
incoming phone calls and administrator/staff requests on their response
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day. This enabled counselors who were not on response duty on a cerlain
day to be in classrooms delivering the guidance curriculum. When they
returned to the counseling center there wasn’t a list of students’ names on
their door for thern to see or a stack of phone slips and othor requests for
them to handle. In other words, they were not penalized for working out-
side the counseling center. They could deliver other portions of the coun-
seling program, knowing that the response counselor was handling stu-
dent traffic for them.

In elementary schools and middle schools we have attempted
to formulate some guidelines to assist counselors and other staff in deter-
mining “levels of student crises.” These guidelines help in determining
when to interrupt a counselor who is delivering classroom guidance
curriculum or working with groups of students.

Student Records Management

Acknowledging the need for counselors to maintain certain types
of student records, a portion of the total counseling program has been
devoted to record management. At the elementary school levels and mid-
dle school levels, traditional record-keeping practices, while being main-
tained, were streamlined whenever possible. Counselors were asked to
reduce the maintenance of anecdotal information on students. Teachers
were encouraged to mantain records to free counselor’s time. In some
instances, para-educators were trained in record maintenance. In some of
the high schools a “records counselor” maintains the records for all stu-
dents. In addition to maintaining accurate student records, the records
counselor coordinates new student registration, interprets student tran-

scripts, and ensures that all students have a complete and accurate sched-
ule.

Peer Resources

As a classroom teacher, a student once told me, “Sometimes you
can learn just as much from other students as you can from the teacher.”
How true!

Peer resources can significantly extend the counseling program at
any grade level. One peer resources program consists of identifying nat-
ural leaders in our schools (by using a class sociogram), asking
them if they would like to help fellow students, giving them some help-
ing-skills training, and organizing a program to assist the peer helpers in
reaching out to their peers. Another peer resources program is the train-
ing of students W be “buddies” to other students in their schools.
Students wanting a buddy can request one or, in many instances, buddies
are assigned to new students or students who have a difficult time mak-
ing and keeping friends.

Student mediation programs are also a part of peer resources,




Students are trained by counselors at all grade levels in assisting their
peers to successfully resolve conflicts with other students or staff mem-
bers. Some of the data on our mediation programs indicate that approxi-
mately 85% of the mediations performed by student mediators are suc-
cessful, as opposed to a success rote of about 55% when performed by
school staff members. And, you guessed it, in some of our high schools
one counselor has the responsibility for all peer resource programs.

Multicultural/Equity Resources

This segment of the counseling program provides for coordination
with counselors and staff to share and organize resources, information,
and opportunities for all students based on economic, gender, social, and
racial needs. Counselors organize and lead ethnic/gender/racial focus
groups in support of academic and personal-social needs. In order to suc-
cessfully implement this portion of the counseling program K-12, coun-
selors need to work with such groups as Rainbow Clubs, ethnic caucus-
es, and community organizations as well as identifying multicultural/
equity resources and opportunities for students.

Career Counseling Program

Student academic support, personal-social resources, intervention
programs, student records management, peer resources, and multicultur-
al/equity resources all culminate in a strong career awareness and explo-
ration program that launches our “student customners” on the road to suc-
cess. This program begins early in a student’s school career and includes
a high school course that is a graduation requirement.

Through the use of a planning folder, middle school students
develop their decision-making skills and identify their interests and
strengths to further assist their career explorations. They learn to set
goals and to use the academic skills they are learning to help them pur-
sue rewarding careers.

Students in the high schools use four-year planning concepts to not
only structure theit high school experiences but build on their middle
school planning experiences to work toward a successful conclusion to
their high school years. Three- and five-year postgraduation studies are
conducted with high school graduates to determine the success of the
planning process. Any high school graduate may return to their high
school to work with counselors on restructuring their plans for up to
four years after their graduation.

WHY ARE SOME OF US PERCEIVED AS COLLEGE
COUNSELORS AND SOME OF US PERCEIVED AS CAREER
COUNSELORS WHEN WE ALL ARE SUPPOSED
TO BE DELIVERING THE SAME SERVICES?
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Obviously, this was not a burning question for the elementary
school and middle school counselors. However, the answers to this ques-
tion did have implications for our elementary school and middle school
counseling programs. In dealing with this issue, we had to address the
question “What do counselors do?” Again, we turned to the business
community for some of the solutions. Counselors call them needs assess-
ments, business people call them marketing surveys, but whatever the
name, they are a way to ask customers about the kinds of products they
would like to have available to them. I have always had a concern abtout
needs assessments as they sometimes turn into a list of services that stu-
dents, staff, and parents want. Then, when the counseling program does-
n’t attend to all of the wants, or the wants turn out to be a list of nonguid-
ance related activities, our customers are sometimes upset that we asked
for their input, then didn’t provide what they wanted.

As a part of our market survey and other marketing efforts, we
decided to begin the process of re-educating our customers about our
counseling program and what a counselor’s job entailed via classroom
presentations, reports to our Board of Education, and use of pamphlets
and written information. Our major consumer, Pre-K 12 students, made
presentations at various meetings about the counseling program and
how the program benefited them. Another of our consumers—parents—
were also invited to share their perceptions of the counseling program
and its impact on their families and themselves.

The key to our success in this arena was our ability to focus our
consumers on programs, not individuals. All too often, students, staff,
and parents base their perceptions of the counseling program on their
perceptions of individual counselors. If they like the counselor, then it
must be a good program; if they don’t like the counselor, then the pro-
gram is suspect. We found that the answer to the counselor’s questions
about how they were perceived in their jobs was to market the program
and, whenever possible, demonstrate positive results.

WHY AM | SO BUSY YET 1 AM SPENDING A LOT OF TIME
SEEING FEW OF THE STUDENTS ASSIGNED TO ME?

One advantage of the non-assignment of students to counselors
was that our counselors began to see more students. They also were able
to move away from a medical model of counseling that implied that they
dealt mainly with students who had problems. The use of a response
counselor at the high school also facilitated this.

But, this was a P're-K-12 problem. In the carly stages of our pro-
gram re-modeling counselors logged their time on tasks. Data collected
from the logging indicated that individual counseling was the major
delivery system for the counseling program. It didn’t take a mental giant
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to conclude that if you were a counselor with the responsibility to serve
several hundred students and you chose individual counseling as your
main delivery system, it would be virtually impossible to meet the needs
of all of your students on an individual basis, particularly if the counsel-
ing program was problem focused. Therefore, most of our counselors
were more or less forced to respond to those students who appeared, and
I emphasize “appeared,” to have the most severe problems.

In his writing, Gysbers has introduced a counseling model that
addresses this specific issue. In responding to the individual needs of stu-
dents, Gysbers suggests that counselors try to devote a percentage of
their total time to what he calls responsive services. As the counselors in
our school district incorporated this concept into their counseling pro-
gram, many of them learned the self-discipline it takes to develop a well
rounded counseling program that combines large- and small-group work
with individual counseling. Only then did our counseling program begin
to translate into a program that was for all students, not just those with
problems.

SHOULD THE MAJORITY OF THE COUNSELOR’S TIME BE SPENT
WITH STUDENTS WHO SEEK THEM OUT AND STUDENTS
THE COUNSELOR REQUESTS TO SEE?

Data revealed that student-initiated requests were controlling the
majority of our counselors time. But isn’t that the way it is supposed to
be? My response: “No.”

If our counseling program was to be for all students, then we need-

ed to ensure that counselors had a prograin in place that would extend to
all students. This meant that we had to provide classroom guidance expe-
riences that would offer something that appealed to the needs of all our
students. Again, we took our lead from industry.
Our counselors developed “product lines” that our customers needed
(and in most cases, wanted). Classroom presentations and lessons such as
the following were developed: “How to be safe at school and at home,”
“How to survive Middle School,” “How to select a carcer,” “lHow to
address your worries and concerns.” Not only did the counseling cur-
riculum provide programming for all students, it sent yet another mes-
sage that counselors were an integral part of the school’s instructional
program.

So, where are we headed from here? Many of our counsclors
would say “Good question.” But, the question scems to be “When do we
know when we have the best program possible that is meeting the needs
of our customers?” Well, let's look at the possible correlation between
counseling and business once more.

Someone else may have said this, but if they haven’t they should




have: “In business you either innovate or you evaporate.” Successful
businesspeople are always reviewing their product lines, their marketing
strategies, and their three- to five-year strategic plans. Should we coun-
selors be any different?

We will continue, in spite of all the dedication, time, and effort it
takes to maintain a quality counseling program, to collect data and make
program revisions, deletions, or additions when necessary. We will con-
tinue to share, as all of us should, counseling- program ideas and infor-
mation with as many counselor colleagues from other schools as possible.
We will continue to search the literature for ways to improve our coun-
seling program. We will continue to remind ourselves that re-modeling is
an ongoing project and that there is, and always will be, room for
improvement and refinement. We will continue to adhere to our mission
”...to systematically provide guidance and counseling programs to all
students which facilitate growth and development toward each student’s
full potential.”
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Developing A Comprehensive
Guidance System in the
Omaha Public Schools

STAN J. MALISZEWSKI

Prior to 1987, guidance and counseling in the Omaha Public School
District was perceived as a service. As respectable as the counseling sevices
were prior to 1987, parents and other community members called the
superintendent’s attention to the need for counselors to serve all students,
not just those who requested services. An extensive study resulted in the
decision by the school district to introduce a comprehensive competency-
based guidance program in 1988. The transition process is described in this
chapter, including an overview of the program features and functions and
recommendations for developing comprehensive guidance. A manage-
ment plan for 1994-2001 is also included; it covers results-based evaluation
and the ongoing chailenge of refining and monitoring the guidance system.

The Omaha Public School District is located in an urban area with
57 elementary schools, 10 middle-level schools, 7 high schools, and 4
alternative secondary schools. Approximately 44,000 students were
enrolled during the 1996-97 school year.

Diversity is considered a strength in the school district. The student
population is 54% Caucasian and 46% students of color. Alrican-
Americans, followed by Hispanics, comprise the majority of nonwhite
students. A voluntary desegregation plan requires that all schools be
racially balanced. Equity of educational programs and districtwide adop-
tion of academic outcomes and standards ensure that all students receive
the same education, regardless of attendance area.

Prior to 1987, guidance and counseling in the Omaha Public
Schools was perceived as a service. School counselors viewed their pri-
mary role as one of responding to requests of students, parents, and staff.
Counselors were available for all students, yet actually provided services
primarily upon request. The majority of counselor time was devoted to a
limited number of students. Lack of time was referred to as a major obsta-
cle to providing proactive services for a greater number of students.
Counselors were responsible for an inordinate number of clerical, admin-
istrative, and supervisory dutics, which interfered with their ability to




offer preventive services to all students. Furthermore, they were con-
cerned that similar districtwide guidance activities, resources, and coun-
seling services were not offered in all schools. Counselors addressed
needs frequently related to the personal/social domain, and to a lesser
extent the academic domain, with little emphasis given to career plan-
ning.

Although time was a limitation, counselors offered a number of
exemplary guidance-related activities for students and parents. New-stu-
dent orientation sessions, precollege planning, and financial aid work-
shops, and support groups for students experiencing personal concerns
and academic difficulties were among programs offered in most schools.

As respectable as the counseling services were prior to 1987, par-
ents and other community members called the superintendent’s attention
to the need for counselors to serve all students, not just those who
requested services. They also requested similar guidance activities dis-
trictwide, along with an equitable distribution of guidance-related
resources in all schools. A proactive approach to guidance and counsel-
ing was important in addition to maintaining reactive services.

Given the concerns of administrators, counselors, and the public
served, it was apparent that it would be necessary to increase the number
of counselors if the service model was to be continued. Instead, as
described later, an extensive study resulted in the decision by the school
district to change the paradigm of guidance and counseling services to a
comprehensive program model.

Three overarching long-range goals for improving districtwide
guidance and counseling were drafted in 1987. Figure 12.1 is a graphic
design of the comprehensive model used to address these overarching
goals:

1. Provide a comprehensive and proactive guidance program for
all students and still respond to individual needs of students;

2. Evaluate the guidance program, student mastery of specified
outcomes, and develop a counselor appraisal guide;

3. Utilize and manage district and community resources in the
delivery of the guidance and counseling program.

A comprehensive competency-based gurdance program was intro-
duced in 1988. Each domain—-personal/social, career/occupational, and
academic/educational-~was implemented in phases during the next
three years, with full implementation of the comprehensive guidance
program, along with a K-12 guidance curriculum for all students, cul-
minating during the 1991-92 school year. The process leading to full
implementation is described in Developing A Districtwide Outcome-Based
Guidance Program (Maliszewski, Pilkington, & Radd, 1994-95),
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Figure 12.1 The comprehensive model used to address the overarching goals for
improving distnictwice gutdance and counseling.

ATTRACTIVENESS OF THE MODEL

The Comprehensive Guidance Program Model provides a frame of
reference for examining current practices, as well as for establishing a
vision for guidence in the Omaha Public Schools. Model components
help to clearly describe what counselors should and should not do. The
challenge is for counselors to define the four major components—guid-
ance curriculum, individual planning, response services, and system sup-
port—using terms that are easily understoad by the public served
{(Murray, 1995). Adopting comprehensive guidance meant making a tran-
sition from a service model to a program model. No longer was guidance
o be defined by a listing of  unrelated services offered to students.
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Instead, counselors were to be held accountable for delivery o the pro-
gram to all students and, just as important, accountable for expected stu-
dent results.

Prior to the transition to comprehensive guidance, public dissatis-
faction was voiced in several forums and had received attention from the
Board of Education and the superintendent of schools. Individuals repre-
senting special interest groups communicated specific issues that they
felt needed to be addressed. These groups voiced strong opinions that
counselors were not reaching out to minorities and gifted students.
Especially noted was the need for a college counselor at each high school.
Parents of students in special education commented that students with
disabilities had needs that were not often addressed or recognized by
counselors. Also, the business community perceived limited career
awareness and advanced-education planning taking place in secondary
schools. Moreover, colleges and universities communicated that an
increasing number of district graduates were not meeting core-course
entrance requirements.

In response to expressed concerns, the superintendent requested a
review of current practices and suggested that a plan be developed for
the iraiprovement of guidance and counseling. He stressed that the
review effort should not be confined to counselors’ roles and the activi-
ties offered (process), but more important, it should focus on what stu-
dents have learned and how they are performing or behaving differently
(results) due to the guidance and counseling program.

Study groups, as well as community building-level and district-
level advisory committees charged with examining current practices
noted common needs and made the following reconumendations:

1. Deliver an outcome-based comprehensive guidance curricu-

lum to all students;

. Provide guidance and counseling that is developmental and
preventative, as well as responsive to individual needs;

. Develop areas of counselor expertise in one of the personal,
career, educational domains;

. Offer a comprehensive program with equal time devoted to
each domain;

. Welcome community invelvement! Coordinate and utilize
available community resources to assist with providing guid-
ance and counseling for all students;

. Implement an elementary school guidance and counseling pro-
sram as the foundation of the comprehensive model, allowing,
the district to support a K-12 guidance program;

. Proviae evidence of counselor and program accountability with
an emphasis on evaluating what students have learned as a
result of counselors delivering the program.
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The use of comprehensive competency-based guidance as a mean-
ingful way to address program and counselor accountability has been
advocated for several years (Johnson & Johnson, 1982) and so has the
concept that guidance should be for all students. Certainly, comprehen-
sive guidance is more than a compilation of response services that are
most frequently offered only in the counselor’s office (Gysbers, 1990).

Without a doubt, counselors, parents, and other community mem-
bers were advocating a new approach to guidance. Counselors needed
to think outside of the current service model paradigm, be held account-
able for designated students’ outcomes, and be encouraged to use com-
munity support and resources for the delivery of the guidance program
to all students. Interestingly, these measures are similar to what is being
proposed as a means to revitalize guidance programs nationwide
(Johnson & Johnson, 1991).

A NEW DIRECTION

Perhaps the most important feature of the comprehensive model
was its emphasis on guidance for all students, while still responding to
the counseling needs of individual students. The four major program
components of the Comprehensive Guidance Program Model (Gysbers &
Henderson, 1994) provided a meaningful way to address the need for
improvement as suggested by the superintendent and the Board of
Education. Without question, designating specific outcomes—in all three
domains—and incorporating them into a K~12 guidance curriculum have
proved to be the two most important achievements leading to the transi-
tion from guidance services to a guidance program.

Initially, a five-volume guidance curriculum provided a visible
means of informing others that action had been initiated to address rec-
ommendations and that the district was serious about a new direction for
guidance; efforts to improve by adopting a comprehensive program
were not going away. Developing a guidance curriculurn was the first
step.

Guidance curriculum outcomes were developmentally sequenced
and expected to be addressed districtwide. Such standardization ensured
that all schools would deliver a similar guidance program and share in
the equitable distribution of resources needed to carry out the pro-
gram. Ownership was enhanced by counselors and community mem-
bers participating on the Curriculum Writing Committee. Flexibility for
counsclors to sclect creative activities to meet the outcomes was protect-
ed. Infact, suggested aclivities and ways to evaluate outcomes were part
of the guidance curriculum. One year after development, the secondary
guidance curriculum was referenced as the district-initiated implementa-
tion of elementary school counselors and a developmental elementary
guidance program,
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Input from parent and student surveys indicated that more activi-
ties needed to be devoted to career awareness and advanced education
planning. The individual planning component of the comprehensive
model provided a means to address career and advanced education plan-
ning by all students.

Although counselors were traditionally devoting an inordinate
amount of time to response services, they felt that the unique individual
needs of students, parents, and staff should be protected as a function of
the program. This component confirmed the need, and importance, for
indivi 'ual student response. However, reconceptualization was encour-
aged by adhering to a well-defined counselor schedule with a designat-
ed percentage of time allowed for counselor response. Appropriately,
there was a responding increase in the number of mental health agency
counselor referrals. Intercstingly enough, in the early stages of the new
program, preventive guidance activities reduced the individual student
requests to see a counselor.

Finally, nonguidance-related duties were given a visible focus
when principals were presented with a lengthy list of support services
and the approximate amount of time devoted to the responsibilities
(Partin, 1993). The system support component of the comprehensive
model asks principals to assist counselors in negotiating support ser-
vices to allow more time for the other components of the program.

MAKING THE TRANSITION

The superintendent of schools instructed the director of student
personnel services to address those issues of concern being brought for-
ward by parents and community groups. Those issues were simiiar to the
concerns and frustrations expressed by counselors in their regular
monthly meetings. In response, the director of student personnel services
invited all counselors to participate in study groups scheduled to meet on
a regular basis. Approximately 50% of the district counseling staff elect-
ed to participate in the study groups.

At the end of the first year of the study process (1986), a consensus
to move to a Comprehensive Guidance Program Model began to emerge.
However, there seemed to be strong opposition from some counselors
who were not attending the study groups. It was decided to continue the
process into the next year and specifically invite the counselors who were
especially concerned about change to be an active part of the study group
process. In addition to those who were specifically asked to become
involved, all counselors were again invited to attend. Additional partici-
pation resulted. Further study and research, as well as workshops pre-
sented by national consultants, provided participating counselors and
adrninistrators with a greater depth of understanding of a comprehensive
model.
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When the study groups developed their final recommendations,
the plan included the development of a systemwide Comprehensive
Guidance and Counseling Model (Burmood, 1996). Additional recom-
mendations were also presented and are listed previously in this chapter.

Recommendations and reports from counselor-study-group
review teams, were delivered to a guidance and counseling advisory
committee. This 70-member committee represented the ethnic mix of the
population served and included counselors, administrators, students,
and representatives from community agencies. Some of the committee
members were those who were most vocal in making recommendations
for change (Coy, 1991). It was important for the community to know that
serious efforts were being made to improve guidance. This large com-
mittee offered excellent public relations and helped to determine if
expressed concerns were shared by the community at large (Miller &
Monderer, 1988).

One of the first duties of the advisory committee was to examine
the structure of what was already in place and to build on it. First, they
reviewed the existing guidance purpose statement, philosophy, and
goals. Then they made modifications in them to reflect the comprehen-
sive program approach. Prior to going to the superintendent and Board
of Education, all drafts were mailed to all counselors for their input, and
representative committee members were chosen to make reports to Board
of Education members.

“LET’S CHANGE . . . YOU GO FIRST”

With approval from the director of student personnel services, a
flc - chart of “specific activities” for navigating the transition to a com-
prchensive model was drafted by the supervisor of guidance and sub-
mitted to counselors and principals as the recommended plan of action
for improvement of guidance. Principals and counselors were informed
that the written plan was only suggested and if they chose, their own
building plans for meeting districtwide goals would be acceptable in
place of the district-submitted plan. Nonetheless, an alternative plan
reflecting a building’s own design for improvement was not drafted
by any of the individual schools. This strategy helped to confront any
resistance on the part of principals and counselors. In essence, eac build-
ing was encouraged to devise their own plan for guidance improvement
and, indeed, could have selected another model. None chose to do so.
This represented a big step toward districtwide acceprance of the com-
prehensive model.

Initially, counsclors appeared to be the most resistant to the change
process. As a strategy to counter the resistance, secondary counselors
were requested to list their concerns, possible obstacles, and limiting fac-




tors prior to the transition to the Comprehensive Guidance Program
Model. Listed were such concerns: need for elementary counselors, cleri-
cal assistance, planning time, improved facilities, less supervisory assign-
ments, increased staff development, and the protection of individual
counseling. The district pledged its support to overcome these barriers.
Presently, every one of these concerns has been addressed to the satisfac-
tion of counselors who expressed them initially.

Within the first two years of meeting, advisory committee mem-
bers provided input for developing specified guidance outcomes and tne
related guidance curriculum, assisted with drafting the district’s first
career and advanced education planning portfolio, and approved the
Counselor Appraisal Guide. Interestingly, the portfolio concept was sug-
gested by a principal and received excellent support from other princi-
pals. The portfolio, used as part of the student’s individual planning,
remains one of the more well-received aspects of the model. Foremost,
principals have shown appreciation for the Counselor Appraisal Guide
which relates directly to the model. Together with the guide, the curricu-
lum and portfolio were all counselor designed. Ownership by counselors
has helped tremendously in overcoming resistance to change. Once
again, materials were very visible and were a constant reminder of the
comprehensive model adaptation.

Counselor Preparation

A natural linkage for moving the district toward a Comprehensive
Guidance P'rogram Model was involving the Counselor Education
Departinents of the two major urmiversities—Creighton and the
University of Nebraska, Omaha—in every step of the change process.
They demonstrated their support by serving as consulrants, participat-
ing on advisory committees, and they attending district inservices.
Comprehensive competency-based guidance is now taught as part of the
school counseling curriculum and comprises the major portion of the
“Adminjstration and Organization of the Guidance Program” course.
Developing and Managing Your School Guidance Program (Gysbers &
Henderson, 1994) is the required reference resource for the course. Both
unjversities have frequenily requested counsclors and student personnel
administrators to serve as adjunct professors. Moreover, several coun-
selors are asked to be guest speakers throughout the year.

The majority of counselor education graduate students have com-
pleted their practicum in the Omaha Public Schools and have had direct
experience with the Comprehensive Guidance Program Model. Upon
graduation, counselor candidates are ready to “hit the ground running,”
and are well prepared and enthusiastic about carrying out their duties in
a district that has adopted the Comnprehensive Guidance Program Model.
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OVERVIEW OF HOW THE PROGRAM FUNCTIONS

A close examination of how the program operates in the Omaha
Public Schools shows a “system” emerging. Each function and interac-
tion focuses on the domains and outcomes associated with major pro-
gram components. It is also clear that delivery of the guidance program
is a districtwide and communitywide endeavor involving counselors,
teachers, administrators, parents, and community-resource personnel.

The needs of students and parents and community initiatives
determine the time devoted to the delivery of the guidance curriculum,
individual planning, response services, and system support components
of the program. Also given consideration are Nebraska State Department
of Education recomsmendations for how counselors should use their time.

Counselor Specialization

Early in the transition process, secondary counselors discussed
domain snecialization and negotiated with building guidance directors
for a particular domain. Secondary school counselors admitted that their
leve! of interest and skills was not always consistent with student needs
in each of the domains (the system is different in the elementary schools
since only one or two counselors are assigned to each building). The dis-
trict recognized the need for staff development because a connection to
the guidance curriculum was more apparent. Secondary school counselor
specialization necessitated the district’s support of staff development
opportunities for the further enhancement of counselor skills in their
specified domain. Although secondary school counselors specialize by
domain, they still work with all students and assist all students wita
needs in all domains. However, for purposes of consultation, coordina-
tion of resources, delivery of curriculum, and small-group facilitation,
counselors are looked upon as leaders and managers of assigned
domains.

A common theme is ”I am responsible for my domain, yet we
deliver the program.” Certainly for purposes of appraisal, counselor
accountability is more easily identifiable when connected to a domain
assignment. Areas of domain responsibility, names of counselors, and
school telephone numbers are published in a directory which is wide-
ly distributed and annually updated. The specialization concept is also
recognized by the district and community for purposes of distribution of
information. Counselors identify their domain specialty when introduc-
ing themselves at meetings. Moreover, counselors meet by domains for
inservices and for exchanging ideas about activities to meet outcomes in
their areas of responsibility. Very importantly, the personnel department
and principals recognize specific domain interest and skills when inter-
viewing counselors to fill vacancies. It was pointed out that a principal
would not say “We want a good teacher,” rather, they would specify an
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academic discipline or grade level (Burmood, 1996). Likewise, principals
no longer declare “We want a good counselor”; they sperify career, per-
sonal/social, college or advanced education, academic assistance, or stu-
dent records as major areas of emphasis and interest of the candidates.
Three high schools are piloting a new approach to management entirely
by specialization. Rather than being assigned to one counselor, every
counselor is assigned to all students. That is, students have access to all
counselors dependent on their needs (Lehmanowsky, 1994-95).

Guidance Curriculum

All counselors, K-12, have “lesson plans.” In the spring and no
later than September, counselors are expected to complete an “annual
individual counselor planning form.” The form requests information
describing activities to meet outcomes: resources, staff development,
means of evaluation, dates for the start of the activity, and expecied dates
for meeting the outcomes. Counselors’ signatures are written on the form
and are signed off by the principal. Copies are kept by the counsclors,
placed on file in the principal’s office, and sent to the supervisor of guid-
ance and counseling of the district. In addition to describing a plan for the
year, the forms are referenced at the time of counselor appraisal. Often
the forms are completed during a guidance department’s daylong
retreat which helps to coordinate the development of guidance program
activities for the year. Annual guidance calendars are set which reflect
these individual counselor plans. Individual counselor plans and the
guidance calendar communicate what counselors do and provide a
means to educate others about the role of the counselor. “Forms drive
programs!” (Gysbers, 1988). One by-product of completing annual plans
is that counselors stay focused on the Comprehensive Guidance Program
Model. Flexibility to select creative activities and unique wavs to access
students are retained by building counselors, vet mecting disirictwide
guidance outcomes is held constant as a standard.

Individual Planning

The guidance curriculum is delivered to all students. Yet, evalua-
tions indicate that some students are in need of remediation. Individual
student needs dictate the nature of small-group activities. A unique {ea-
ture of the individual planning component is that all students, grades 7-
12, maintain a career and advanced education planning portfolio. The
portfolio is a way to monitor student’s progress in developing a carcer
and advanced cducation plan. Information recorded in the portfolio
includes a record of competencies demonstrated, selt-assessment intor-
mation, results of a minimum four carcer-interest inventories, scheol
activities, community velunteer work, paid employment, course selec-
tion, grades, and standardized test results. All information contributes to
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writing a resume. The portfolio follows the student until their senior year
and is evidence that students have met the outcome: “All students will
graduate w'th a written career/advanced education plan.”

School counselors are educators and not therapists. They do not
engage in therapy, yet they do perform individual counseling. Students
have the option of seeking assistance from any counselor in their build-
ing, not just the one to whom they are assigned. District surveys have
shown that students do not feel that their counselor is the only one who
can be of assistance to them. A counselor may choose to refer a student
to a personal/social counselor who may be better informed relative to a
particular issue. A resource referral may also be made using the board-
approved crisis-resource pocket-size card which has a list of resource
emergency telephone numbers. All students receive the card as part of a
guidance activity which meets the outcome: “Students will be able to
describe how to help a friend in crisis.” In addition, small group coun-
seling is readily available for K-12 students who are experiencing com-
mon concerns. Counselors with responsibility in the personal domain
usually facilitate small groups. At times, counselors may cofacilitate with
a licensed agency counselor who has expertise in a particular area.

System Support

Initially, counselors thought of system support as only nonguid-
ance duties. However, it has increasingly also been referred to as the sup-
port needed by counselors from the district in order to carry out the guid-
ance model. As the comprehensive program became more clearly
defined, principals increasingly had fewer nonguidance-related expecta-
tions of counselors. Duties remaining seem to have more of a guidance-
related function. Although not formally adopted, it is becoming increas-
ingly evident that most principals now expect counselors to devote the
same percentage of time to nonguidance duties that teachers devote to
nonteaching-related responsibilities. We use the term “fair share” respon-
sibilities to title these activities and we include them in the system sup-
port component.

SUCCESSFUL PROGRAM FEATURES

Guidance in the Omaha Public Schools is an integral part of each
school’s total educational program. The program is designed to meet the
developmental needs of all students, as well as {o respond to the spe-
cial needs and intercsts of individual students. All K-12 students acquire
competencies in the career, academic, and personal domains. Also, every
effort is made to evaluate student competencies by determining and
reporting what students have learned or how their behavior is different
(results).

Indeed, guidance has evolved from position to program to system.

4y
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As a system, it functions as a set of elements so connected as to form a
logical linkage to the major program components in an orderly manner.
Moreover, counselors are trained in the comprehensive competency-
based guidance model. The role of counselor is that of a direct provider
of the program as well as a manager of resources.

District Support

During the past eight years, one way the district has demonstrated
increasing support for guidance and counseling is by the addition of 55
counselors. Most of the growth has taken place at the elementary school
level, though budgetary constraints and a limited supply of elementary
school counselors as candidates have necessitated that implementation of
the elementary school program be phased in each year. Since 1989, the
district has hired 50 school counselors to serve 36 elementary schools.
The goal is to have 67 school counselors serving in all 57 elementary
schools in the near future. Presently, the student to secondary school
counselor ratio is 275:1 and at the elementary school level the student to
counselor ratio averages 375:1.

A district-level administrator of guidance and counseling was
appointed in 1987 to implement recommendations, and thereby improve
the guidance and counseling program and manage program operations.
The assignment of a full-time person for this responsibility was essential
to the program'’s success.

The district has increasingly supported the guidance program with
additional staff (including secretarial assistance), funds budgeted for
guidance-related curriculum materials and computer software programs,
as well as financial support for career-assessment inventories adminis-
tered to all students each year in grades 7-12. Moreover, secondary coun-
selors have the option of working with student schedules during the
summer and receiving compensatory time during the school year.

“Keeping The Options Open”

At the request of the Board of Education members, an “Early
Awareness” portfolio will soon be implemented for elementary school
students. The concept of “Keeping The Options Open” (Commission on
Pre-College Guidance and Counseling, 1986) for career and advanced-
education planning is recognized as part of individual planning. An early
awareness project, funded by a long-term foundation grant, offers fourth-
grade students an opportunity to participate in a daylong “fun experi-
ence” on a college campus. A similar activity occurs in eighth grade.
Fifth-grade students explore careers and colleges on the World Wide Web
and communicate with college students via E-mail. Sixth-grade students
listen to carcer speakers and are offered an opportunity to be paired with
a mentor. Seventh- and eighth-grade students and parents can attend a
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precollege-planning workshop which stresses the importance of “keep-
ing the options open” by selecting the highest level of high school cours-
es commensurate with interest and abilities. This philosophical concept
helps to ensure that students are meeting increasingly rigorous core-
course requirements for college.

Students have access to a college counselor in each high school.
Counselors teach advanced-education outcomes for all students, as well
as meeting with students in small groups and individually to address
unique needs. As part of their professional development, college coun-
selors visit campuses of their choice for five days each year. Funding for
campus visits is generated through self-supporting summer and evening
college admissions test-preparation programs sponsored by the district.

Response Management

Counselors are encouraged to post their daily schedules near their
office. Students, staff, parents, and others can easily determine when
counselors will be available to respond to individual requests. Each guid-
ance center is staffed with at least one secretary who takes messages and,
in some situations, can be of direct assistance. The secretary usually
informs a caller or visitor as to the kind of activity the counselor is
engaged in (i.e., “The counselor is facilitating a small group”), or if the
counselor is away from their office. Such information can help continue
to educate others about the counselor’s role. During the past few years,
students, parents, and staff have begun to understand that counselors’
time is scheduled and not as flexible as once perceived.

Crisis-intervention practices and procedures are clearly defined.
Assisting students, staff, and parents with the death of a student is man-
aged by personal/social counselors and the school psychologist. Other
counselors continue to follow their schedules, realizing that often the
majority of students are not directlv affected by the death. This represents
a departure from past practice when all counselors responded, or were on
call, when a crisis occurred.

Community Cooperation

Selecting a comprehensive competency-based guidance program
as a medans to improve guidance and counseling in the Omaha Public
Schools has resutted in closer working relationships with community
agencies and better public relations for the district. Presently, counselors
consult and collaborate with over 100 agencies that have direct access to
students. Agency personnel participate in all program components, and
are actually considered to be a part of the counselor team (Maliszewski,
Pilkington, & Radd, 1496).

Quite simply, dehivering a comprehensive program would not be
possible except for the resource support of community agencies. The
American School Counselor Association (ASCA) made this point:
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The position of the American School Counselor Association
{ASCA) is that a variety of credentialed student service pro-
fessionals is needed in most schools in order to meet the
multiple needs of all students. All schools need an outcome
based, planned program of student services which is com-
prehensive and focuses on the developmental needs of all
students. ASCA supports initiatives that link public school
students with community service agencies. . . The needs of
students in school can be met best through collaborative
efforts of all responsible parties working within the school.
Additionally, these collaborative efforts must be carefully
coordinated and supervised to assure that students are
receiving the most appropriate services to meet their needs.
This supervision must be carried out by qualified, creden-
tialed counselors. (ASCA, 1992)

All grant-funded community projects involving students are now
examined by discussing the unique provisions of the grant. The prevail-
ing question is “How does the proposed idea, activity, or initiative fit into
the guidance program?” This focus on guidance outcomes and program
components contributes to the elimination of service duplication while
promoting good public relations between the school district and agencies
offering programs and activities for Omaha Public School students. A
commonly held belief in the district and community is that “Working
with students will only be as successful as adults learn to work together.”

Another example of community support is that regularly sched-
uled monthly K-12 counselor mectings {often arranged by domains),
staff-development training, and parent-education classes are held in com-
munity agency facilities. The environment, guest presenters, and cooper-
ative spirit are most conducive to demonstrating the strength of collab-
orating and personalizing year-round, working relationships (Collison &
Hobbs, 1995). Such interaction improves districtwide collegiality, the
sharing of activities and resources, and encourages individual communi-
cation throughout the year. The high mobility of students makes it impor-
tant for the 131 school counselors in Omaha to know each other and
understand that one developmental guidance program (K-12) exists and
functions as a system between all grade levels in the district and the com-
munity, rather than separate elementary school and secondary school
programs.

Individual Needs of All Students
Omaha Public School counselors are sensitive to disability, ethnic-
ity, race, gender, sexual orientation, and religious diversity as well as
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other special needs of all students. Fifty percent of the students in the dis-
trict live with a single parent or guardian. An increasing number of stu-
dents live with grandparents or family friends. Elementary school coun-
selors visit with parents in their homes; many parents do not have tele-
phones (mileage reimbursement is paid for school-related duties that
require personal transportation).

Respecting and appreciating the diversity of students and families
is reflected in all aspects of the guidance program. Student awareness is
heightened as a result of multicultural guidance outcomes designated as
part of the guidance curriculum for all students at each grade level and
in each domain. In an effort to avoid duplication and to create teams of
teachers and counselors to collaborate on student-based results, writing
teams identified curriculum multicultural competencies already present
in other subject areas that are related to the identified guidance curricu-
lum student competencies. This process made it easier for counselors to
access students during a multicultural-related classroom activity.
Moreover, counselors will often invite individuals representing multicul-
tural comununity agencies to present classroom guidance activities.

The district is also recognized for having an excellent special edu-
cation program. An increasing number of families have moved into the
district because of special education services. Approximately 17% of the
student population is enrolled in special education. Most important, out-
comes for all students are held constant; however, guidance activities are
adapted to the individual needs of students who receive special educa-
tion services.

One of the more developed areas of the academic curriculum
focuses on advanced-education planning. The Omaha Public Schools also
has an increasing number of students enrolled in classes for the gifted.
Rigorous districtwide standards, honors, and advanced-placement cours-
es are available in all schools. Traditionally, the district has had more
National Merit Winners than any other school district in Nebraska.
During the past six years, the total amount of scholarships granted to
seniors has increased from $8 to $11 million dollars. Sixty-two percent of
graduates pursue advanced education. Student accomplishments and
accolades have given the district a vote of confidence.

Students with individual advanced-education planning needs may
participate in a college admissions test-preparation program. Although
the evening and summer programs are self-supporting through registra-
tion fees, fee waivers are readily available and often allowed without
questions. Test-preparation programs are offered in all high schools as
well as at the Urban League and Chicano Awareness Center locations.
Instructors are paid by the Omaha Public Schools, yet courses are offered
at locations most convenient and comfortable for students. Advanced
test-preparation programs are offered for students in honors courses and
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advanced-placement courses.

The career domain of the guidance program provides students
with activities related to their  future plans. A school-to-career facilita-
tor can arrange individual career-planning internships and mentoring
programs. Facilitators have an office in the guidance center, report to the
principal and guidance director, yet are paid through a federally funded
"job clearinghouse” grant coordinated by a local community college.
Students who have a need for remedial employability skill instruction
can meet with one of the two job-placement counselors, funded in part by
a grant. These job placement counselors have offices in the central admin-
istration building, yet perform duties primarily in individual schools.

In addition to guidance provided by school counselors, the
Chicano Awareness Center employs specialists who work in our schools,
yet are paid by their agency. One high school has a licensed therapist.
This therapist performs individual and family counseling from an office
in the guidance center. Services are funded through a Mental Health
Center Foundation Grant and are coordinated by school counselors. If
this pilot is successful, it will be duplicated in other schools and will
enhance the response services component of the comprehensive pro-
gram.

K-12 Guidance Recognition

Secondary school counselors were among the first to call attention
to the importance of implementing prevention strategics in elementary
schools. Subsequently, a comprehensive outcome-based elementary cur-
riculum was written; it paved the way for implementation of elementary
school counselors and eventually the developmental K-~12 guidance pro-
gram. A Pre-K level will be added to the program during the 1996-97
school year.

School district officials recognize that the guidance curriculum is as
essential as academic instruction. That is evidenced as counselors are
invited to participate on district-level committees charged with address-
ing assessment, instructional methodologies, academic-outcome revision,
and multicultural activities, as well as other topic. and issues related to
instruction. Guidance and counseling is starting to be recognized as a
program and is declared to be as vital to a student’s education as acade-
mic studies. In fact, such an emphasis prompled the district to establish
a budget item as part of the general fund to provide for guidance cur-
riculum materials to be used for all K-12 students. A further vote of con-
fidence is the approval to provide substitute counsclors for those coun-
selors who will be absent from their dutics tor more than one week.

National recognition was given to the district’s Comprehensive
Guidance and Counseling Program in 1994, The U.S. Army, in coopera-
tion with state directors of guidance and the American School Counselor
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Association, presented counselors in the Omaha Public Schools with the
first “National Planning for Life Award” for outstanding career guidance.

Impact Results
Evaluation of the comprehensive guidance program and student
results is an ongoing process. Throughout the year, counselors take
responsibility for evaluating attainment of outcomes, as well as students’
results associated with individual planning and response services. Data
gathered at the end of the school year supports progress made during the
year.

Results-based evaluation and assessment of guidance and counsel-
ing has proven to be the most difficult task encountered since adopting
the comprehensive model. Myrick (1984) suggested that many school
counselors are reluctant to engage in evaluation activities because of a
lack of knowledge of “practical” ways to approach evaluation, low self-
confidence in carrying out methods of evaluation, as well as lack of time.
An ongoing evaluation committee has “struggled” with exploring “prac-
tical ways” to obtain evidence that supports the original question asked
by the superintendent in 1987: “How are students different because of
guidance and counseling?” Especially with greater restraints on public
spending, the need to justify the use of school counselors and, indeed, to
continue to add counselors is more apparent than ever before (Gillies,
1993).

Examples of Comprehensive Competency-Based Models in
Arizona can be found in Comprehensive Competency-Based Guidance
Programs: A Review of Evaluation Models and Outcome Studies (Bloorm,
1994). Both process and results based evaluation efforts are described;
they are adaptable to local school districts elsewhere. A guide to provid-
ing evaluation strategies that are an integral part of comprehensive guid-
ance is described in Evaluating Guidance Programs: A Practitioner’s
Guide (Johnson & Whitfield, 1991). This guide was initially referenced
when the district’s evaluation committee first began its important work
in 1994.

Although counselor and program accountability are critical to the
evaluation process, measuring student results truly demonstrates the
effectiveness of a comprehensive competency-based guidance model.
Figure 12.2 represents a framework used by the Omaha Public Schools to
keep counselors focused on student results relative to the program com-
ponents, distinguish between process and results-based evaluation, and
gather sugpested data documentation.

Members of the evaluation committee are addressing one compo-
nent each year and schools are piloting approaches to determine student
and program results. A complete description of evaluation methods and
recommended data-gathering documentation can be found in the Guide




TYPE OF EVALUATION

Component Process Based | Results Based | Data Gathering Documentation

1. Curriculum

It Individual Planniag
ill. Response Services

V. System Support

i
i
1
!
;
i
|
1

!
!
Bl H

Figure 12.2. A framework to keep counselors forused on student results, make dis-
tinctions in evaluation, and gather documentation.

for Comprehensive Guidance Evaluation and Documents (Maliszewski, 1994).

A sampling of measurements used thus far to deter.mine effective-
ness of the comprehensive program and results demonstrated by stu-
dents include the following:

¢ All students graduate with a written career and advanced edu-
cation plan;

* As a mecasure of short-term evaluation, students demonstrate
mastery of learning-specified outcomes after a guidance lesson is taught;

® Decrease in suspension and office referrals in those schools (K-
12) that have implemented “conflict management” programs;

¢ Increase in reporting existing child abuse in schools that have ele-
mentary counselors;

* Increase in self-esicem as measured by the Piers-Harris instru-
ment in elementary scheols with counselors;

¢ Student, parent, and staff attitudinal surveys administered in ele-
raentary schools report 96%-98% positive responses on requested items;

® Increas in SAT 1 and ACT participation and a slight increase in
scores;

e Increase in studen: attending postsecondary schools since 1987;

¢ Three million dollar increase in scholarships since 1991.

Results are the bottom line! The Omaha Public Schools improved
process evaluation measures; it is results-based evaluation that continu-
ally demands attention.

Evaluation by Colleagues

In 1993, the Board of Education presented a unique opportunity to
audit and evaluate the Omaha Public Schools Comprehensive Guidance
Program. A team of 35 carefully selected counselors and administrators
from across the nation visited the Omaha Public Schools and devoted two
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days to examining the guidance program. Their exit report noted 16 rec-
ommendations and 17 major commendations. At the top of the recom-
mendation list was, “Improve the evaluation system.” The major com-
mendation was that, “The comprehensive proactive guidance approach
to serving all students with a special emphasis on responding to the
needs of individual students serves as a national model.”

FUTURE GOALS: MANAGEMENT PLAN FOR 1994-2001

Refining and monitoring of the guidance systems is equally as
challenging as making the transition from guidance services to program.
A supervisor of guidance and counseling who oversees the operations of
the program is essential. Presently, counselors in the Omaha Public
Schools have successfully made the transition to a comprehensive guid-
ance program, yet much work remains. Results-based evaluation needs
improvement.

Building Level Challenges
The elementary school program continues to thrive and receive
tremendous support from principals and Board of Education members.
The four major program components are carried out and are well pro-
tected. The challenge is to make sure that the teachers are aware that the
guidance curriculum can be coordinated with the academic curriculum.
Nonguidance responsibilities are close to nonexistent. Moreover, ele-
mentary counsclors are seeing an increasing number of students who
often transfer between schools. Devising a formal means of following stu-
dents who transfer to another school and counselor communication of
students’ special needs will improve with increased use of technology.

Middle schools have perhaps the most seasoned group of coun-
selors. Accessing students has been easier since the implementation of
teacher advisory programs. Yet, the time necessary for teaching the guid-
ance curriculum continues to be perceived by teachers and administra-
tors as impacting on academic instructional time. This same constraint
oflen prevents offering more small-group counseling. Creative ways to
address these issues are presently being discussed and practical
approaches piloted. Increasingly recognized is the need for small-group-
facilitation training for counselors.

An increasing number of new high school counselors who are sup-
portive of comprehensive guidance are entering the district. Being inex-
perienced, these new counselors are in need of staff development which,
although supported, does take away from student contact and program
responsibilitics. Although all high schools are delivering the comprehen-
sive program, greater emphasis on counselor specialization needs to be
given altention at the three high schools which have not had a significant
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turnover of counselors. Three schools also need to increase career and
advanced education planning evening programs for ninth- and tenth-
grade students and their parents.

District Management Plan

Since full implementation of the comprehensive model has
occurred, counselors, administrators, and advisory committees have
offered several recommendations for revisions, as well as possible refine-
ments for the current program. Support demonstrated by the Board of
Education for a self-study and extensive program analysis and the eval-
uation by an external team of evaluators was a major vote of confidence
for Omaha’s comprehensive guidance program. However, the recom-
mendations resulting from the study needed to be addressed in a formal
and sequential manner. Thus, a “Guidance and Counseling Program
Management Plan for 1994-2001” was developed to incorporate all rec-
ommendations made since 1991. Figure 12.3 displays a graphic outline of
the document.

The Guidance Program Management Plan is referenced in the dis-
trict’s long-range strategic plans and provides for a clear rationale and
linkage to budgeting funds by general administration for guidance
resources. The plan is widely distributed throughout the district and
community. This practice reaffirms continual efforts toward improve-
ment and enrichment.

Each year, since 1994, the district has updated the management
plan. Although not all goals have beeri completed by the projected time
lines, a majority of them have been met. Goals not met are carried over to
the follov/ing year and given priority. Date of completion is noted on
the document and ensures that board members, the superintendent,
counselors, and others are informed of accomplishments.

A sample of district-level guidance improvement priorities
through 2001 include the following:

Program Management Plan 1994-2001

Projected i Program | Goal Activity i Evaluation ' Projected ! Completon

Starling 4 1 i Complenon ! Pate

Date i 5 ; L | Date 1
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Figure 12.3. A graphic outline of the comprehensive program management plan
for 1994-2001.
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¢ Increase the number of elementary school counselors with a goal
of 67 counselors in all 57 schocels (schools with enrollment over 600 stu-
denis will have two counselors).

¢ Pilot an intermediate benchmark form of evaluation (K-12) to
assess student results from delivery of the guidance curriculum. Improve
ways to determine student results associated with individual planning
and response services. Revise the Counselor Appraisal documents to
align indicators even more closely with the comprehensive program.
Principals have supgested that the counselor appraisal forms are too
lengthy and need to be revised.

¢ Update the elementary school (Pre-K-6) curriculum outcomes,
activities, and means of evaluation. Secondary school counselors need to
be included as members of the writing team. Elementary school coun-
selors will be included en secondary school curriculum-related revision
committees. The inclusion of Pre-K-12 counselors on working commit-
tees will emphasize the developmental nature of the program.

* Develop a succession plan to increase the number of people of
color and male counselors in the Omaha Public Schools. Each guidance
director is encouraged to mentor a counselor who demonstrates potential
as a director of guidance. The district is supporting the professional
development of selected counselors.

* Devclop an annual inservice addressing emerging issues which
tend to increasingly surface. All counselors will be required to complete
competencies related to such issues as response to community violence
and gang activity, child-abuse procedures, custodial/noncustodial rights
and responsibilities, and response to receiving subpoenas. Practices relat-
ed to student and faculty deaths, suicide intervention and crises response
also need to be reexamined by all counselors. Additionally, advanced
training will be required for counselors with responsibilities in the per-
sonal/social domain.

The Guidance Advisory Committee composition and function is
currently being reexamined. A smaller number of committee members
(15) is being considered as a major departure from the original larger
committee because more direct involvement in program operations has
been recommended.

The district is committed to the continual improvement of its com-
prehensive guidance program. The Guidance Program Management Plan
lists 66 goals related to program refinement or enrichment and all goal-
related tasks are scheduled for completion by the year 2001, So far, three
years into the plan have resulted in completion of 26 goals and related
tasks originally designated in 1994. One of the more essential goals yet
to be addressed is to “Develop a vision for guidance and counseling for
the Omaha Public Schools for the year 2001 and beyond.”
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RECOMMENDATIONS FOR DEVELOPING A
COMPREHENSIVE GUIDANCE PROGRAM

(For Risk-Takers Only)

A guidance leader needs to be identified and given responsibility
for developing a new districtwide direction for guidance and counseling.
The leader could be a guidance supervisor at the district level or a lead
counselot at the building level. One of their first tasks must be to involve
as many people as possible in the transition process. In the early stages
of development, establish study groups and, most important, an adviso-
ry committee. It is further recommended that the membership be repre-
sentative of the population served. Issues or recommendations may ini-
tially relate to special interests. The leader’s responsibility is to broaden
the scope of the suggested changes and to develop a shared vision for a
new model rather than add-on components of the existing approach to
guidance. Developing a written plan of action or a flow chart that depicts
the necessary steps toward transition to a guidance program can help
clarify the vision for improvement. Moreover, written sequential tasks
and activities that are necessary for developing and implementing a
guidance program can be used for planning, setting annual goals, estab-
lishing time lines, linking components to a system, monitoring progress,
and contributing to agenda items brought to the advisory committee.

Envisioning how to develop and implement a comprehensive com-
petency-based guidance system becomes easier when goals and tasks are
clearly and concisely written in sequential order. Districts may want to
consider specific activities that have been of primary importance during
the first two years to the development and implementation of the com-
prehensive model in Omaha. They are as follows:

* Determine the percentage of time devoted to each of the four pro-
gram components.

* Specify Pre-K-12 student outcomes for all three domains.
Develop a Pre-K-12 guidance curriculum. Coordinate the writing of the
curriculum with the academic outcomes for facilitating access of stu-
dents.

* Design Individual Counselor Planning Forms for counselors’
accountability.

* Implement, if possible, comprehensive guidance districtwide
rather than piloting it in a single school.

¢ Phase the prograni in aver a three-year period of time.

* Develop a counselor appraisal form with indicators that directly
relaie to the program components. Reference Individual Counselor
Planning forms at the time of appraisal.

¢ Establish a close working relationship with local university coun-
selor educators. Volunteer to present the program and encourage incor-
porating the model as part of the curriculum.
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* Advocate for your state to offer a similar opportunity as the
Arizona Counselor’s Academy for training counselors. The model has
potential for reaching all counselors and creating equitable guidance pro-
grams for all students throughout the state (Ammon & Lawhead, 1990j.

“Can’t Steal Second With One Foot on First”

Change implies risk taking and hard work. Counselors and guid-
ance administrators need to have courage—even be bold—and have a
good self-concept when engaging in the change process (Leggiadro,
1991). Improvement means change, and like any change, situations often
get worse before they get better. Do not wait until a “thou shalt” man-
date is given to adopt a comprehensive model of guidance —it may never
come—for there is never a perfect time. Nor should one wait until the
“right people” come onboard. Visionary and creative guidance leaders
need to be resourceful and respond, at times, more like managers than
counselors. Creative visualization of the model, operational and
embraced, is critical for successful irnplementation,

Obviously, there will be those that are resistant—everyone grows
at different times. Undoubtedly, there will be days, perhaps months,
(maybe even years), when conflict may very well seem like a way of life.
Often, negative attitudes create more obstacles than any other factor.
Identifying and receiving support from a mentor, whose spirit is felt even
when they are not present, is a gift that can enhance aaily well-being.

The Omaha Public Schools takes great pride in the efforts of coun-
selors, its community, and its Board of Education to guarantee that all
students receive a guidance program that will enable them to make
informed decisions with regard to their personal lives, their education,
and their future (Cippcerley, 1996). Personal and professional growth are
rewards for counselors who develop and implement “risk taking”
approaches to ensure that guidance programs produce positive results
for all students.
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CHAPTER 1Y

The Comprehensive
Competency-Based Guidance
Program in Tucson, Arizona

- 'JUDY BOWERS *

The Tucson Unified School District (TUSD), the second-largest school dis-
trict in Arizona, serves approximately 65,000 students. Tucson has a diverse
student population with 52.4% minority students enrolled in the 74 ele-
mentary schools, 20 middle schools, 10 high schools, and 5 alternative edu-
cation programs.

Counselors in the TUSD have been working since 1990 to develop
and implement a Comprehensive Competency-Based Guidance (CCBG)
Program that serves all students K-12. Counselors developed a program
resource manual which was then accepted by the TUSD Governing Board
in 1993. In addition, this school district is adding school counselors when
many other districts are reducing the number of school counselors.
School principals are choosing to have counselors in their schools deliver
the CCBG program model. TUSD counselors have had the unique expe-
rience of attending the Arizona Counselors’ Academy where they learned
how to change their service approach to a programmatic approach.
Through the examples of Dr. Norman Gysbers, Dr. Sharon Johnson, Dr.
Clarence Johnson, and Dr. Stan Maliszewski, the TUSD counselors
learned how to design and implement the Arizona model. This CCBG
Program, which is the TUSD model, is a combination of the
Comprehensive Guidance Program Model which is fully described in the
second edition of Developing and Managing Your School Guidance Program
(Gysbers & Henderson, 1994) and the Johnson Model which is described
in Evaluating Guidance Progranis (Johnson & Whitfield, 1991).

FRAMEWORK OF THE TUCSON
UNIFIED SCHOOL DISTRICT MODEL

From 1990-96, counselors in the TUSD followed the Arizona
Model. Then in October, 1996, the leadership team, working with the
Elementary Partnership Grant (which is described later), revised the
Arizona Model to a more workable model that would fit the needs of the
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TUSD. The model has four levels of implementation: the foundation, the
delivery system, the monitoring system, and the assessment system (see
Figure 13.1). The suggested time frame to totally implement a change in
a district/school counseling program is 3 to 5 ycars. The clements of the
framework are interrelated and interdependent and integrate with the
TUSD overall philosophy and curriculum. The elements are organized
into four major areas.

TUSD MODEL

Comprehensive Competency Based Guidance

Responsive
Services

S Goals:f

Competencies

Figurc 13.1. The four major areas of the TUSD fremewaork.
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IMPLEMENTATION STEPS OF THE COMPREHENSIVE
COMPETENCY-BASED GUIDANCE PROGRAM MODEL

Step 1

Foundation

This component provides the framework and defines student
results.

A. Mission Statement: A statement of purpose articulating the
intent of the guidance program.

B. Philosophy Statement: A set of guiding principles or beliefs that
are used in the development, implementation, and evaluation of the pro-
gram. '

C. Goals: They define the desired results to be met before a student
graduates.

D. Student Competencies: They define the specific knowledge, atti-
tudes, or skills that students should attain. They are developmental and
measurable.

Step 2

Delivery System

This component comprises the ways in which a Comprehensive
Competency-Based Guidance Program is delivered to students.

A, Guidance Curriculum: Includes classroom guidance lessons,
large-group activities, and structured small-group guidance.

B. Individual Planning: Consists of activities that help all students
plan, monitor, and manage their own learning, as well as their personal
career development.

C. Responsive Services: Consists of activities that meet the imme-
diate needs and concerns of students and includes personal counseling,
crisis counseling, and referrals to community services.

D. System Support: Consists of management activities that estab-
lish, maintain, and enhance the total guidance program through profes-
sional development, staff and community relations, and consultation
activities with staff, parents, and advisory council.

Step 3

Monitoring System

This component consists of the record-keeping documentation that
involves planning and reviewing student results.

A. Counselor/Principal Agreement: Responsibility statements
developed and negotiated between the counselor and the principal.

B. School Plan: Competencies to be achieved during the school
year, how the results will be achieved, the criteria for success, and the
personnel responsible, as determined by the counselors.

C. Documenting Results: Forms that document competency attain-




ment and include counselor logs, lesson plans, and quarterly audits.
D. Master Calendar: A weekly, monthly, or yearly schedule of guid-
ance activities made available to students, parents, and teachers.

Step 4

Assessment System

This component provides the vehicles for assessment and input
about the program. Parents, teachers, students, and community members
have an organized method for offering input about the program.

A. Advisory Council: A school/community group that assists in
reviewing, promoting, and assessing the guidance program.

B. Needs Data: A survey that is given to parents, students, and fac-
ulty to determine the needs of a school. A guidance program is built
around the results from these surveys.

C. Counselor Evaluation: It documents the success of the personnel
responsible for the guidance program at each school is documented in the
evaluation.

D. Program Evaluation: This document provides overall program
evaluation at the school and district level.

SALIENT CHARACTERISTICS

Three major accomplishments occurred from 1993-96 to help the TUSD
guidance program develop.

Accomplishment 1
1993: Comprehensive Competency-Based
Guidance Program is Adopted by the Governing Board

After a cadre of nine counselors (representing K-12 counselors) met
for a1 1/2 years developing the Tucson Comprehensive Competency-
Based Guidance Program Resource Guide (TUSD, 1996), the next step
was to make two presentations to the district Curriculum Committee.
Then, in April of 1993, the TUSD Governing Board adopted the CCBG
Program with a 5-0 vote. Since then, counselors have been implementing
the program in their schools.

Accomplishment 2
1994: Guidarnice Coordinator Position Is Added

At the beginning of the 1994 school year, the TUSD guidance coor-
dinator position was added, allowing one person to coordinate the many
activities of counselors and to serve as an advocate for counsclors. Since
1990, this author and the staff development director have collaborated as
advocates for the improvement of the guidance and counseling pro-
grams, the addition of counselors, and the hiring of a guidance coordina-




tor. With reorganization of departments in the fall of 1996, counselors
became part of the K-12 Curriculum Department.

Accomplishment 3
1995: TUSD Governing Board Makes a Three-Year Commitment
to Add Counselors and A Federal Elementary Partnership Grant
is Awarded to the Tucson Partnership

Two changes in 1995 gave the guidance and counseling program
the big boost to support counselor growth. First, the TUSD Governing
Board made a three-year commitment to provide money to add approxi-
mately 10 elementary counselors each year. Secondly, a partnership with
the Center for Educational Development, University of Phoenix and the
TUSD was formed to apply for one of the three-year Federal Elementary
Demonstration Grants. These grants were for improving elementary
counseling programs. When this grant was awarded to the partnership, it
allowed counseling practicum students at the University of Phoenix to
complete a counseling practice working full time in two elementary
schools under the direction of an experienced counselor. Counselors
spend one day a week participating in staff development activities and
curriculum development. The first year, grant counselors had such suc-
cessful programs that principals and their school leadership teams asked
for full time counselors for their schools the following year. Year 2 and
year 3 of the grant will continue the same training model with five new
practice students from the University of Phoenix. The success of the grant
program is evident in the end-of-the-year evaluation and in the interest
from potential counselors and principals. The three-year grant provides
the training for new counselors, and the TUSD provides the money to
add new elementary counselor positions. By the beginning of 1997-98,
each of the 74 elementary schools should have at least a half-time coun-
selor, and many will have a full-time counselor.

The TUSD Governing Board and district staff worked together to
provide additional counselors for the CCBG Program for all students in
grades K-12. Funding for the increase in the number of counselors was
provided by a variety of sources.

WHAT ATTRACTED YOU TO THE MODEL

TUSD counselors were attracted to the Arizona CCBG Program
Model because it is a K-12 developmental model. The counselors liked
several features of this model: (a) They work as the manager of the guid-
ance program, (b) they integrate counseling competencies with classroom
teachers’ curricula, and (c) they can show results for the counseling pro-
gram.

The counselors at cach level decide how much time they will spend
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in each of the four areas of the management system:
1. Curriculum
2. Responsive Services
3. Individual Counseling
4, Systems Support

The time distribution is based on the recommendations in
Developing and Managing Your School Guidance Program (Gysbers &
Henderson, 1994, p.161). As counselors develop yearly plans, program
adjustments are made to fit the needs of each school. Counselors appre-
ciate having this flexible system that can be adjusted to meet school
needs. Each summer at the Arizona Counselors’ Academy, this model is
taught and counselors learn how other school districts use the model in
their CCBG Program.

STRATEGIES USED TO GAIN ADOPTION

To obtain approval by the TUSD Governing Board, the counseling
cadre planned for 1 1/2 years prior to the board presentation. In the 1991-
92 school year, the district hired an outside consultant to work with the
counselors to investigate other counseling programs and to develop the
TUSD Program. Three counselors from each level met monthly during
the school year and during the summer to develop the TUSD program
based on the Arizona Model.

Change-Agent Strategies

There are several change-agent strategies that have helped the pro-
gram be successful.

1. First and foremost is the dedication of the school counselors.
During the last seven years, about 70% of the TUSD counselors have
attended the yearly summer session of the Arizona Counselors Academy
at least once to learn from national experts. The money for counselors to
attend was provided by various district funds. Workshops were provid-
ed during the school year for counselors to continue learning about the
CCBG Program Model.

2. A second strategy that worked particularly well was to hold
meetings with small groups of administrators and counselors in order to
help each other learn about the model.

3. A third strategy was the supportive work that has been done by
the director of staff development in TUSD who networked with district
administration to gain support over the past six years. (Counselors were
part of the staff development until this year.) The director educated the
central administration staff regarding the CCBG program, advocated for
a full-time guidance coordinator to work with all counselors, and contin-
ued to discuss the need to have counselors in all 74 elementary schools.




The Vocational Education Department has supported counselors since
1991 with money for development and with money for counselors to
attend the annual academy. This department has promoted the philoso-
phy of counselors and vocational teachers working together.

4. Another strategy was to form a districtwide Guidance Advisory
Committee with representation from the community. This group met
twice a year to be updated on the progress of the CCBG Program. The
members have been extremely supportive of the counseling and guid-
ance program and helped with the initial reviewing of the
Comprehensive Competency Based Guidance Program Resource Guide
(TUSD, 1990).

HOW THE PROGRAM BECAME OPERATIONAL

sCounselors are part of the Curriculum and Instruction Department.

At the beginning of the 1996-97 school year, some reorganization of
departments in TUSD took place and school counselors are now part of
the K-12 Curriculum and Instruction Departments. The K-8 curriculum
director and the 9-12 curriculum director work as a team with the guid-
ance coordinator to add counselors, to integrate with classroom curricu-
lum, and to improve the program.

*Record keeping

At the beginning-of-the-school-year meeting for K-12 counselors,
all counselors were given a packet with the forms they needed to docu-
nient program results:

1. Counsclor/Principal Agreement. On this form, counselors
list the percentage of time they expect to spend in each of the four areas
of the management system. (See p. 161 of Gysbers & Henderson, 1994, for
more information on this issue.) Counselors also list specific results that
they expect to attain with teachers, parents, and community. Counselors
also include their own professional growth plan. Counselors then check
the competencies that they will deliver at each grade level. Counselors
and principals discuss the plan and changes may be made to reflect prin-
cipals” input.

2. Master Calendar. On this calendar, dates for classroom visits,
mectings, and lest dates are listed.

3. Quarterly Audit. On these forms, counselors document their
activities in cach of the four areas of the management system. Counselors
turn in the first two forms by the end of the first quarter, the third form is
turned inat the end of cach quarter. A quarterly report is then compiled
tor elementary, middle, and high school counselors.

eCompetencies
Elementary counscelors follow the 12 National Occupational




Information Coordinating Committee (NOICC) competencies (Refer to
National Career Development Guidelines, K-12 Handbook, Kobylarz &
Hayslip, 1996). The middle school and high school counselors follow self-
selected competencies. When the model was written in 1993, all three lev-
els had self-selected competencies as described in the TUSD curriculum
resource guide. In 1995, when the counseling staff looked at training 24
new elementary counselors, it was decided that it would be easier to use
the 12 NOICC competencies instead of the many elementary competen-
cies. Counselors have also developed a crosswalk at each level between
the NOICC competencies, the TUSD competencies, and the Action 2000
indicators.

+Monthly meetings

Each month, the guidance coordinator holds a meeting with the
counselors from each level in which a guest speaker is highlighted and
current information is shared. Middle school counselors have met at var-
ious high schools during the 1996-97 school year to learn about magnet
programs specific to each school. Twice a year, meetings are held for K-12
counselors to bring the counselors together as a group. In the fall, all
counselors are welcomed by the district superintendent and a governing
board member and district updates on counselors are provided. At the
beginning of the second semester, counselors participate in a K-12 transi-
tion program to prepare for spring registration and promotion.

«Same competencies used in schools at each level

A special feature of the CCBG Program in a large district is that
schools deliver the same competencies, but counselors adapt the class-
room lessons to fit the needs of their student body. Counselors do not
need to deliver the same lesson to accomplish the same competency.

ATTENTION TO COMPELLING
CONTEMPORARY PROFESSIONAL ISSUES

Several programs that counselors are using to deal with contemporary
issues include the following.

sTechnology

The “Choices” computer program is used in all high schools. In
1996-97, al' ~tudents in grade 9 will be using Choices to investigate career
and postsecondary options. The goal is for this program to be networked
in high school computer labs, and teachers will take their classes to the
labs to access the information. In the iniddle schools, “Choices Jr.” will be
used by all students in grade 6 to begin carecr investigation. Somc of the
high school career centers have access to the Internet and students can




readily access postsecondary and career information.
sincreasing the number of minority students prepared to attend college.
APEX is a program that many middle school and high school coun-
selors coordinate to help students learn about colleges and postsecondary
options. The counselor has college students work with the students as
they learn about the importance of staying in school.

sPeaceBuilders

This schoolwide program for elementary students teaches them
how to be peacebuilders in their classrooms, on the playground, and in
the community. Counselors work with entire school staffs to teach appro-
priate language, actions, and games that will be nonviolent and that will
build peace. One of the TUSD counselors helped in developing strategies
for this program.

*Parent Workshops

Counselors at all three levels are holding parent workshops to help
them deal with parenting issues. Training has been provided for the
counselors to organize parent workshops.

HOW SUTCESSFUL HAS THE PROGRAM BEEN TO DATE?

The CCBG Program has beer: well-received by principals, teachers,
and parents because it is a program that includes all students. The K-12
program is developmental with competencies and activities that are
appropriate for each age. This program is supported by teachers and
administrators because counselors teach student preventive skills and the
competencies integrate with classroom curriculum and with school and
district goals. The CCBG program developed by the counselors integrates
with th e TUSD goals of Action 2000 which prepare all students to be suc-
cessful in the 21st century. The student competencies taught by the coun-
selor have the same learner qualities that a group of business and educa-
tion leaders targeted as being important for students to learn in order to
be successful in the future. Since the counselor works with all students in
the classroom, the counselor is an integral player in preparing students
for careers in the 21st century.

SUCCESSFUL FEATURES OF THE PROGRAM
sProgram Continuity
With approximately 142 counselors working in 110 schools, the
CCBG model has provided a program framework for all counselors to
follow. The K-12 developmental approach for students in the three goal
areas—Careers, Education, and Personal-Social—is followed by all dis-
trict counselors, thus providing program continuity. Ccunselors have
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Increase in Counselor Numbers 1994-97

Year Elementary School | Middie School High School | Total

1994-95| 14 Counselors 35 Counselors 41 Counselors | 93 Counselors
1996-97 | 50 Counselors 44 Counselors | 48 Counselors | 142 Counselors

dem.

Figure 13.1. The number of counselors increased significantly in 1994-97.

been offered the opportunity to receive a five-day training in the CCBG
model for the last seven sumumers; this also contributes to program conti-
nuity. Approximately 90 counselors have participated in this training,
with mar v counselors attending several times. The national experts, Dr.
Norman Gysbers, Dr. Sharon Johnson, Dr. Clarence Johnson, and Dr. Stan
Maliszewski have guided the counselors for six years. At the 1996 sum-
mer session of the Arizona Counselors’ Academy, additional national
experts were invited to help the counselors learn more about developing
specific program components. The workshops provided by Dr. Robert
Myrick, David Burgess, Dr. John Dudley, Dr. Pat Schwallie Giddis, and
Dr. Laura Ward gave the counselors many practical and workable ideas
for their programs. Time was provided at the academy for district groups
to work together and to develop some program components to enhance
their school programs. This was the first time that some counselors were
introduced to school-to-work issues. Counselors were made aware of
how they can develop the career goals in their program to promote
school-to-work programs.

*Federal Elementary Partnership Grant

Being 1 of 10 national recipients of a Federal Elementary
Demonstration Grant has provided an exceptional training model for
aspiring counselors. The focus of the three year grant is to increase the
number of CCBG-trained elementary ccunselors.

*Governing Board commitment to adding counselors over three-years
The members of the TUSD Governing Board are to be commended

for their strong support for providing the funding to add school coun-
selors.

*Principal Support

Elementary principals have welcomed the addition
of a counselor to their schools. Several examples of the support from the
elementary principals follow.

One principal had a half-time counselor and she wanted a full-time
counselor. The principal converted some site funds to pay the additional
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money for a full time counselor. Another principal gave the teachers a
variety of ways to spend the site money and the teachers voted to spend
the money to make their half time counselor full time.

When elementary schools in TUSD reach enrollments of 600, the
principal is allowed to choose between an assistant principal and a coun-
selor. Two of the principals that had a half-time counselor chose tc make
their counselor full time rather than have an assistant principal.

The bottom line is that the principals and site-leadership teams are
acknowledging that counseiors in the schools make a cifference.

¢Training of counselors

At the beginning of both the 1995-96 and the 19$6-97 school years,
a five-day TUSD Counselors Academy was held to provide training for
the counselors. During these five days, the new counselors met with
many district representatives, including the superintendent, governing
board members, the staff development director, the parent involvement
specialists, experienced counselors, and others. New counselors were
trained in the CCu< program that was adopted by the TUSD, and they

were given opportunities to develop their school plans for implementa-
tion.

sAdditional counselors for African-American and Native-American students

As this laige district strives to address the needs of all students, it
was recognized that the African-American students needed extra atten-
tion to help them succeed in school and increase their graduation rates.
Through the support of the African American Department, three coun-
selors have been hired to wrrk directly with African-American students.
Each courselor is assigned to one high school to work with the African-
American high school students. Counselors are developing ways to work
with the African-American students in the feeder elementary and middle
schools. These counselors are part of the regular high school counseling
department, but they are not assigned a caseload of students. One of the
new counselors hired in the 1996-97 school year, works in an elementary,
middle, and high school feeder pattern that has a large Native American
population. This counselor works with the elementary, middle, and high
school counselors to facilitate a smooth transition for the Native-
American students into middle school and high school. In addition, the
counselor provides evening workshops for the parents to help them learn
how to support their child’s success in school. An emphasis is placed on
keeping the students in school, facilitating their transition to middle
school and high school, and helping them learn about the educational
opportunitics available at the 10 TUSD high schools.

Counselor Resource Library
Funds were provided to purchase materials for a K-12 counselor




resource library. Several counselors worked in the summer of 1996 to cat-
alog and shelve the many books, curriculum sets, games, puppets, video-
tapes, and other resources for checkout. Counselors are now donating
materials to the library that they aren’t using or that they want to share
with the other counselors.

sEvaluation Data

In 1993-94, counselors K-12 were asked to document the time they
spent in the four areas of the management system. High school, middle
school, and elementary school counselors found that they were spending
less time in the classroom than the amount recommended by Gysbers
and Henderson (1994). Since then, counselors have been working
towards spending more time in the classroom. All levels of counselors
have been spending too much time on nonguidance activities and a
strong attempt has been made to reduce the nonguidance work. Since the
counselors are all preparing Counselor/Principal Agreements, the plan is
set at the beginning of the year for the counselors to spend the recom-
mended amount of time in each area of the management system.
Principals have been very supportive of the change, but sometimes the
middle school and high school counselors are drawn back into clerical
functions. Some evaluation of the CCBG Program has been done, but a
formal program evaluation has not been developed as of this writing.
Informally, however, the success of the program has been very noticeable
and the TUSD Govemning Board has supported the addition of more
counselors. The large number of elementary counseclors that has been
added speaks for the program’s success. All counselors who are hired in
the TUSD must provide a CCBG Program to all students. The deputy
superintendent sent a letter to all principals indicating that he wanted
only trained CCBG I'rogram counselors hired into the counseling posi-
tions. He also encouraged all counselors to attend the annual Arizona
Counselors” Academy, and he provided the money for 54 counselors to
attend in 1996. The counselors who were in the first year of the Federal
Elementary Partnership Grant (1995-96) have used some program evalu-
ations for the lessons they delivered. They have developed some new
furms that are used by all of the elementary counselors during the 1996-
97 school year. These forms document the number of contacts in each of
the four areas of the delivery system—guidance curriculum, individual
planning, responsive services, and systems supporl. Most elementary
counselors are in their classrooms every other week delivering classroom
guidance lessons. Counselors at all levels are keeping a quarteely audit,
documenting the number of students they work with in the four areas of
the management system. Counselors have received some evaluation sug-
gestions from other school districts and they will be working to develop
a better evaluation method for students and for counsclors.
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PROBLEM AREAS

Change in role of the counselor

The change in the counselor’s role was the most difficult area to
overcome in obtaining acceptance of the model by all counselors.
Although many counselors could see the value of working with students
in the classroom, they were not able to quickly make the jump from a ser-
vice approach to a programmatic approach. Some counselors experi-
enced frustration trying to work in the classrooms because the teachers
didn’t want to give up their instructional time. Other counselors said
they just didn’t have time to get out of their offices.

Lack of principals’ and counselors’ knowledge about the program

Some principals don’t understand the developmental and preven-
tive approach of the CCBG Program, and they want their counselors tak-
ing care of all of the individual problems in their school. Some counselors
in the district have not attended an Arizona Counselors’ Academy to be
trained in the new CCBG Program and, thus, don’t have the knowledge
to change their program. The training for both groups has been available.

Counselors doing clerical work

Another obstacle at the middle school and high school levels is that
too much clerical work is performed by counselors due to lack of office
staff. Since the counselors take on some clerical duties (e.g., computer

vegistration), it is difficult for them to leave the office and go into the
classrooms. In support of the CCBG Program, one high school principal
hired a counseling secretary; this allowed the counselors to leave the
office and deliver classroom guidance lessons. The secretary not only
runs the counseling office but also does the majority of paperwaork for the
counselors, thus freeing them to work more with students.

PLANS AND GOALS FOR THE FUTURE

Update the current TUSD Program Resource Guide. The manual
has been updated for the training of the new elementary counselors for
the last two years, but the middle school and high school areas also need
updating. Counselor focus groups will meet to update the competencies,
to improve the recommended calendar model, to update the portfolio, to
expand the needs data, and to update the advisory-committee section.

Trainin

Contir%ual training for counselors will be provided through month-
ly meetings, additional training, and the opportunily to participate in
another Arizona Counselors’” Academy. As more counselors are focused
on the vision of a guidance program that serves all students, they are rec-




ognizing how they can improve their programs with the new ideas they
receive from a variety of training opportunities. Counselors are seeing
themselves as advocates for students, and they continue to focus on facil-
itating students’ transition from one level of school to another.

Counselor evaluation and program evaluation

Currently, counselors are evaluated with the same instrument as
the teachers. A group of counselors is meeting to develop a counselor
supplement to the teacher evaluation which will emphasize the CCBG
Program. Counselors who attended the Arizona Counselors’ Academy in
1996 completed a program evaluation as part of their planning process.

Guidance and Counseling standards

Standards will be written for the TUSD guidance program that
mirror the American School Counseling Association (ASCA) standards
and the standards written by Gysbers and Henderson (1994). (See p. 481
of Developing and Managing Your School Guidance Program.) It has
been suggested that all developmental programs have standards that are
written to follow the national guidelines that are being developed by a
committee of ASCA counselors.

Increase the number of counselors

At present, many of our counselors are responsible for a very large
number of students. The student to counselor ratio varies from 250:1 to
1000:1, depending on the school’s funding. The goal would be to add
more counselors when the money is available so that the student to coun-
selor ratio would be reduced to the recommendations made by Gysbers
and Henderson (1994).

High School Career Centers and Middle School Library Career Areas

Only 1 of the 10 high schools has a career counselor working full
time with students. This model program is a goal for all the high schools
to imitate. Some high schools have a career center staffed by parent vol-
unteers or by a part-time career counselor. The goal would be for all high
school career centers to have a full-time career counselor or career spe-
cialist. At the middle school level, several schools are making a career cor-
ner in the library. The goal would be to add career corners in all 20 of the
middle school libraries.

School to Work, 4th R (readiness for work), Action 2000

The 4th R (readiness for work) has been a TUSD initiative for the
last four years. Each year, more teachers and counselors are integrating
school-to work lessons into the curriculum. All school sites write a
Management Action Plan (MAP) yearly and the goals of the 4th R, Action
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2000, and School-to-Work are included. School counselors take a leader-
ship role in helping to plan and implement many of the learner qualities
from these initiatives. Counselors in the TUSD are learning how to be
managers of their CCBG Program as they work with the staff at their
schools.

WHAT ADVICE WOULD YOU OFFER
TO NEW IMPLEMENTERS?

Develop a districtwide curriculum resource guide

The first step in implementing a program is to develop a dis-
trictwide K-12 program resource manual describing the model and the
major components or elements of the program. Counselors from all lev-
els should be represented on the committee and counselors should look
at established programs and choose the pieces from various programs
that fit their school district needs. Take the time to do a thorough job of
research.

Organize an advisory committee

It is important to have the support of an advisory committee con-
sisting of school personnel, parents, community representatives, coun-
selors, and a counseling expert from another district. Seek the advice of
the committee as the research is being completed to find out about other
programs. When it is time to make a presentation to the board, include

someone from the advisory comnittee to help with the presentation.

Provide training for principals and counselors

The paradigm of change is very difficult in any area, and the coun-
selors must have time to understand the need for change and to adjust to
it. Thus, it is very important to provide training in order for the pri  ipals
and counselors to learn about the new program and to understand how
counselors will work in the new program. Training and understanding
are requisite to achieve acceptance for the change to occur.

Develop a mentorship

It has been very helpful for the TUSD counselors to talk to other
counselors who are implementing the CCBG Program. Most school coun-
sclors are very willing to share their program and to help other districts
develop their programs.
Realize that it will take 3 to 5 years to fully implement the program. Don‘t
try to make all the changes in one year. Realistically, it will take 3 to 5
years to design the program, plan the transition, implement the program,
and then evaluate the results of the new program. It is important that the
counselors in a district take ownership in the vision of a competency-
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based program that serves all students K-12. The program will be
stronger in numbers—and with everyone working in the same direction,
the success will be realized. It is very important to take the time to plan
the change.

Counselors as managers and leaders

Counselors need to leamn to be managers of their programs. The
most important concept for counselors to understand as they live and
work in the old program while building the new program, is that they
don’t have to do all of the work. Enlistment of teachers to teach some of
the competencies to the students will help integrate the counseling cur-
riculum into the classroom curriculum. Counselors and teachers can inte-
grate curriculum topics. A counselor should also provide the leadership
and the vision to be progressive in the program and meet the current
needs of students. No longer can counselors sit and wait for someone to
tell them what a program should include. Counselors should take the
leadership role to say “This is my program for students and students are
different because of my guidance and counseling program.”

SUMMARY

As the TUSD Governing Board, administrators, and counselors
move to add counselors and to implement a CCBG Program in all district
schools, there is still a lot of work to be done. This team has worked over
the last seven years to develop and implement a guidance program that
would serve all students in a comprehensive developmental approach, K-
12. The CCBG Program has become the adopted model for this school
district to move guidance programs into the 21st century. Counselors
have been learning more about changing their program by attending the
Arizona School Counselors Academy—they have attended numerous
workshops, and they attend monthly courseling meetings. A guidance
program that serves all students in a proactive model that is integrated
into the curriculum can be a reality when the school district governing
board and the school district staff work together.
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Maryland’s most populous jurisdiction——Montgomery County—has, in
recent years, become one of the most ethnically, linguistically, and
economically diverse school systems in the nation. A countywide guidance
and counseling program was required for the successful incdusion,
integration, and accommodation of this student population. In the 1980s,
Montgomery County Public Schools underwent the transition to the new
Comprehensive Guidance and Counseling Program. This chapter covers
the adoption strategy, present status and success of the progam in the
county, future goals, implications for change, and recommendations for
new adopters. Also included is the comprehensive model’s response to
the challenge of contemporary professional issues.

THE NEW MILLENNIUM:
BRIDGE FROM THE PAST, VISION FOR THE FUTURE

Montgomery County Public Schools (MCPS) is well aware of the
challenges it must confront as it bridges the end of this millennium and
crosses the river into the future of the next. Education in this new millen-
nium will require new alliances and partnerships with both community
and business.

We at MCPS know that we cannot educate our students alone; our
system aggressively seeks to develop public networks and community
participation to form and shape a vision of tomorrow. We realize that it is
not a cliché, that it takes a village, a community, to help plan specific edu-
cational strategies and create a new action agenda to help children devel-
op as independent learners and responsible adults in the 21st century.




The recently concluded, innovative and historic MCPS Future
Search Conference outlined strategies to carry on the successful educa-
tion well into the next century. For three full days nearly 80 local govern-
ment representatives, along with business and civic leaders, parents, stu-
dents, and educators joined together at the Lockheed Martin Corporation
headquarters to develop initiatives to support and enhance academic
excellence and to design service requirements in the next century.

Conferences such as this, as well as other initiatives, will keep
MCPS current on both trends and issues, as well as moving forward in
helping each student achieve educational success.

MONTGOMERY COUNTY MARYLAND:FACTS & FIGURES

Who are we? What puts us in a position to develop and benefit
from a Comprehensive Guidance Model? Montgomery County is
Maryland’s most populous jurisdiction. It borders on Washington, D.C.,
and is located 34 miles southwest of the city of Baltimore. Montgomery
County’s population continues to increase. From a population of 782,000
in 1993, the household population grew to 910,000 in 1995. Diversity has
become a fundamental characteristic of Montgomery County, its people
and its economy. Contrary to popular perception, the county has, in
recent years, become one of the most ethnically, linguistically, and eco-
nomically diverse school systems in the nation.

To support the educational needs of a diverse student population,
a countywide guidance and counseling program is also required for the
successful inclusion, integration, and accommodation of such a rich and
diverse student population. The school system employs 346 school coun-
sclors: 123 elementary school, 100 middle school, and 123 high school
counselors. Also, there are 22 full-time senior high paraprofessional
career information coordinators in each high school career center, and 14
English Speakers of Other Languages (ESOL)—bilingual counselors who
assist immigrants and international students with cultural adjustment.

Advanced planning has helped MCPS with its vision of the year
2000 and beyond. Our system strongly believes in the vision of “Success
for Every Student.” Our professional staff supports this belief and is com-
mitted to respect, encourage, and provide students with the opportuni-
ties to acquire the knowledge, skills, and attitudes to be successful, con-
tributing, and independent members of tomorrow’s changing and
expanding global village.

HISTORY OF THE COMPREHENSIVE GUIDANCE
AND COUNSELING PROGRAM: ITS BEDROCK

In the early 1980s, with the school population rapidly growing and
its needs rapidly increasing, MCPS guidance and counseling services




sought a developmental framework for comprehensive service provision.
During this time dissatisfaction with counselors was quite high. Both par-
ents and faculty viewed counselors as nice but not necessary employees.

In high schools, students, especially minorities, were drifting or
falling through the school system’s educational cracks. Some were drop-
ping out, others were underachieving. College- and career-guidance ser-
vices were not standardized and sometimes sporadic.

Structural changes in implementing the educational curriculum
were being considered. Junior high schools were on their way out, and
the middle school philosophy and structure were taking hold as the orga-
nizational system for delivering the school’s instructional program.
Middle school counselors’ time was spent mostly in Educational
Management Team (EMT) meetings devising Individual Educational
Programs, or in special education where the counselors functioned as
record keepers or case managers, monitoring accommodations for the
students.

During the early 1980s there was no planned guidance and coun-
seling prevention program in operation, only emergency out-of-school
resources existed. Parents wanted smaller class sizes and a return to
basics. They did not want more specialists to “intrude” on their children’s
mental and emotional concerns. Like the corporate downsizing taking
place in the business world, the county school system was forced to do
more with less. _

Budget cuts and retrenchments of the 1980s forced the elementary
counselors into a fight for their career lives. Convinced of the contribu-
tion to their students’ development, and knowledgeable about the com-
plex demands of the school’s academic curriculum, elementary coun-
selors developed an original multimedia slide show titled: “What Will We
Do Without Elementary Counselors?” and presented it at local PTA meet-
ings. The powerful script and candid pictures demonstrated the tremen-
dous and varied contributions of the elementary counselors to the stu-
dents’ success in adapting to the school’s educational program.
Overtaxed parents, whether married, divorced, single, or remarried, got
the message and lobbied the Board of Education for more, not fewer cle-
mentary counselors. As a result, today, despite budget cuts, there are ele-
mentary counselors in all 123 elementary schools.

Finally, disturbed by all the public complaints and dissatisfaction,
the Board of Education directed its superintendent to instruct the school
system’s Department of Educational Accountability (DEA) to conduct a
two-year study of guidance and counseling services. In January, 1985, the
DEA presented its study to the Board of Education. The DEA report was
titled: “A Study of the Guidance Program and lts Management in the
Montgomery County Public Schools.” It made four recommendations,
two of which are stated below:




1. Develop a coherent and comprehensive guidance program that
is similar to other subject-matter programs, and provide guidelines for
program monitoring and evaluation, and resources for staff training and
professional growth.

2. Develop a new management structure which gives support for
development and service delivery as well as an effective mechanism for
program monitoring. The Board of Education accepted the DEA’s report
and directed the superintendent to implement the recommendations
immediately.

As these events were occurring in 1985, the Maryland Legislature
approved the Maryland State Department of Education’s Pupil Personnel
Bylaw. This bylaw directed all 24 county public school systems to have an
organized, comprehensive, developmental, competency-based guidance
program. County school systems were also charged with the creation and
delivery of that guidance program. Each system spelled out specific com-
petencies for its students to master. Each administered yearly needs
assessments to determine the guidance curriculum’s emphasis, and
determined in advance measurable student outcomes to help audit the
students’ progress. For the first time in the state’s history, Maryland
school counselors were not only nice and necessary, but also, legally man-
dated. The time for change from services to a comprehensive program
had arrived.

STRATEGY TO ADOPT THE COMPREHENSIVE
GUIDANCE AND COUNSELING PROGRAM (CGCP)

The strategy for gaining adoption of a new guidance program
model was very clear and simple. In late spring of 1985, following the
superintendent’s directive and the state of Maryland’s mandate, the
supervisor of guidance invited Dr. Norman Gysbers, Professor of
Educational and Counseling Psychelogy, University of Missouri,
Columbia, to act as our program consultant and suggest ways to improve
the MCPS guidance and counseling program. Gysbers was well prepared
to show how a comprehensive, organized, developmental, competency-
based guidance program could be adopted to improve the old, fragment-
ed guidance services model. As the change agent, he was also successful
in helping counselors deal with the resistance to change.

The transition fron: the old, fragmented guidance service model to
the new CGCP was not an casy time for MCPS counselors. Gysbers per-
sisted. Slowly but surely, the merits of the programmatic approach devel-
oped a following. With careful planning and advanced preparation, inter-
ested schools were invited to pilot the program. During the next three
years, from 1985 to 1988, a combined total of 39 elementary schools, mid-
dle schools, and high schools piloted the new comprehensive guidance
program.
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Pilot school members were enthusiastic and met monthly to dis-
cuss progress, issues, and problems. The new guidance program did add
work and some schools were reluctant to displace any of the previously
expected clerical tasks or duties. Regular sharing meetings helped the
pilot members to become more innovative. They found ways to incorpo-
rate the CGCP competencies into the existing academic curricula.
Recognizing the CGCP overlap with the school curriculum was critical. It
emphasized that the new guidance program belonged to the whole
school faculty and was not just related to guidance and counseling.
Overall, the initial pilot programs succeeded. Guidance counselors
reduced their time on clerical tasks. Despite the lack of extra funding, the
pilot study demonstrated the viability of the CGCP.

Several other aspects of the CGCP piloting helped with its county-
wide adoption. First, the guidance program renaissance started from the
top down. The superintendent and the Board of Education had ordered
immediate changes in guidance and counseling. Next, Gysbers used the
Board of Education’s mandate for change to present his proposed pro-
gram in meetings with the three separate administrative area clusters. He
met with the local area superintendents, administrators, and school prin-
cipals and laid out a sequentially organized, competency-based curricu-
lum with measurable student outcomes, a concept that administrators
welcomed. Gysbers incorporated their reactions and suggestions into his
model.

Gysbers also met with parents, students, and countywide and
school-based guidance advisory committces. They too endorsed the need
for immediate change and valued his plan for a comprehensive guidance
program that would support the school system’s goal: “Success for Every
Student...”

MCPS counselors played a crucial role in adopting the CGCP
model. With support from the supervisor of guidance, and with the help
of the guidance unit specialists, Gysbers laid out the program framework
and detailed the required changes necessary to initiate an organized
guidance program.

In each of the three successive summers of 1985,1986, and 1987, 25
to 30 counselors formed work groups to identifv the student guidance
competencies K-12. They prepared Learning Actiy ily Packets (LAPS) for
cach educational level, compiled a Comprehensive Guidance Program
Handbook that contained lesson plans including audiovisual materials
and additional resources, and suggested time-management schedules for
delivering the new guidance curriculum at all educational levels.

HOW DOES THE CGCP FUNCTION IN MCPS TODAY?

The MCPS CGCP is like a river that runs through the entire educa-
tional terrain of the curriculum. As continually flowing water, the CGCP
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has four overlapping currents that run throughout the K-12 program and
these forces help organize and systematically deliver a guidance program
with the following four main emphases:

1. Group/Classroom Guidance

2. Individual Planning
3. Responsive Counseling
4. School Program Support

As a flowing, dynamic force the CGCP river carries along, sup-
ports, and delivers, in a systematic and organized fashion, the guicance
and counseling program that ensures success for every student in the
vital areas of academic achievement, career and educational decision
making, and personal-social development.

In the elementary school environment, the CGCP provides a strong
source of developmentally appropriate skills and strategies guiding stu-
dents through the challenging currents in all competency areas. Through
counselor-developed LAPS, elementary counselors teach students the
following: how to follow rules; respect each other; identify, express, and
manage feelings; negotiate conflicts; and participate and contribute in
cooperative classroom learning experiences. Responsive counseling ser-
vices help students cope with the multitude of complex issues including
changing families, social skills, interpersonal concerns, and grief/loss
issues. Elementary counselors navigate the CGCP river to collaborate
with school staff and the community to create a positive school climate.
This strengthens the message of care and concern for all childrens’
growth and development.

The terrain of middle schools, with a flexible curriculum and a
large influx of diverse students flowing from many different elementary
school populations, demands a more interactive guidance program
which involves more group counseling and peer support. With the adop-
tion of the flexible CGCP model, middle school counselors now spend
much of their counseling energy working with students to improve their
academic achievement; to guide with developing peer-counseling and
conflict resolution skills; and to help them develop four-year educational
plans for high school and beyond. As a river, the CGCP easily adapts as
it moves through the rocky terrain suited for young, active, and ener-
gized adolescents.

At the high school level, the CGCP becomes more like a series of
focused canals that move the student from dependency to independence
in goal setting and decision making. High school counselors make use of
the guidance competencies to move students in the direction of autono-
my as they make course selections, career, and college decisions. High
school students must also develop a sense of themselves with respect to




the diverse and multicultural populations of which they find themselves
a part. The canals of the CGCP provide counselors with channels to help
students identify the resources available in the school, the community,
and within the students themselves to develop the group and relation-
ship skills necessa: y for educational and personal-social success.

As a result of the implementation of the CGCP, all MCPS students
are included in a comprehensive, organized, developmental, and compe-
tency-based guidance program. Thanks to Gysbers’ leadership and rec-
ommendations, MCPS moved a long way in a short time. As a dynamic
and flowing river, the CGCP carries the MCPS educational vision and
dream of Success for Every Student to the end of this millennium and will
carry it through the beginning of the year 2000 and beyond.

THE COMPREHENSIVE MODEL’'S RESPONSE TO
COMPELLING CONTEMPORARY PROFESSIONAL ISSUES:

Three main educational challenges confront MCPS today: (a)
Multiculturalism, (b) Students At Risk, and (c} Technology. The CGCP
provides counselors with direction to address each one.

Multiculturalism

As indicated earlier, minorities comprise 45% of the student popu-
lation. The Board of Education has actively promoted the inclusion of
multiculturalism’s richness, strength, and diversity within the system.
The MCPS Department of Human Relations has developed and imple-
mented required inservice training programs that increase staff aware-
ness, sensitivity, and skills in welcoming, including, and accommodating
all minority students into the MCPS educational program. An
International Student Admissions Office has been established to help
international students with a smooth transition into the county schools.
In addition, ESOL teachers and counselors are available for orientation,
placement, adjustment, crisis intervention, and cultural issues. The
MCPS Office of Information and Pupil and Community Setvices also
help with the goal of inclusion.

The CGCP, in particular, has designed specific group guidance
competencies to address the inclusion of multiculturalism in all students’
personal-social area of development.

Through the competencies in the personal-social development
area, the CGCP helps all students accept, respect, and value both indi-
vidual and group differences and talents. It employs the metaphor of a
rich and colorful tossed salad to explain acculturation; it has discarded
the earlier 1900s monolithic immigration melting pot approach. Inclusion
and respect of multicultural values and customs are fundamental to inter-
national students’ successful acculturation and development.
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Students At Risk

The MCPS vision and goal of success for every student directly
addresses the challenges of at-risk students. A quality education is a fun-
damental right of every student. The CGCP focuses particularly on stu-
dents at risk. With the help of its organized, developmental, competency-
based program, school counselors aim to ensure success for every stu-
dent; provide them with networks and partnerships to keep them pro-
ductive and in school, and create a climate in which staff effectiveness
and interest can help encourage, respect, value, and support the students
in danger of failing or dropping out. Success for students at risk is both
expected and required.

Technology

The MCPS Department of Educational Media and Technology and
its division of Computer-Related Instruction are in charge of the school
system’s Global Access Initiative. This countywide computer network
enables schools to acquire, transmit, and share computerized data within
the school building and among other schools and the school system’s
central administrative office. With Global Access, school libraries are now
being fully automated so that bar codes and scanners replace sign-out
cards and hand stamps. Entire library catalogs and reference materials
can now be searched. Information from the Internet and from the World
Wide Web can be accessed and downloaded as needed. Now students can
use many of the guidance software programs that are available in the
schools’” media centers. Just recently, the state of Marylead increased the
opportunity for Global Access for all its public schools students when it
recruited weekend volunteers to pull enough coaxial cable over the ceil-
ing tiles of participating schools to wire numerous school classrooms for
computer hookups.

The CGCP also takes full advantage of Global Access capability. In
the high school career centers, students are able to search and retrieve
information on college and career information. Current college entrance
requirements, academic offerings, and scholarship information help stu-
dents gain the information to complete college admissions, financial aid,
and scholarship application processes.

Students are also able to investigate carcer possibilities, complete
computerized interest surveys, and gather useful information about
changes in carcer trends and areas of future economic growth or decline.
Current college and career information is accessible, available, and use-
ful. Counselors and career information coordinators make use of Global
Access to help students with important carcer and educational decisions.
In addition, local school counselors can usc their desktop computer to
communicate on-line with staff members within their own building and
with the central office guidance personnel. The CGCP has set the frame-




work, and as a learning tool, computer technology makes it possible to
help every student succeed.

HOW SUCCESSFUL HAS THE CGCP BEEN TO DATE?

The CGCP has provided a powerful tool for the delivery of coun-
seling and guidance services. The guidance competencies enable coun-
selors to equip students with strategies essential to academic, education-
al, and personal success. The competency framework is broad enough to
comfortably envelop schoolwide programs such as conflict resolution
and character education which have evolved in response to societal pres-
sures for schools to assume greater leadership in guiding children. At the
same time, increasing academic program demands make it more chal-
lenging for counselors to carve out the time necessary for a fully realized
classroom guidance program. Guidance and counseling is in competition
with a host of other essential educational requirements for time and
attention in the daily classroom instructional schedule.

The structure of the CGCP has also evidenced the flexibility neces-
sary for counselors to forge responsive counseling programs for the com-
plex needs of today’s students. Counselors have found the CGCP to be a
reliable means for addressing family, individual, school, and interper-
sonal concerns through both individual and small group counseling
around issues as difficult and complicated as loss/grief, depression,
ADHD, domestic violence, stress management, sexual harassment, and
prejudice r . Juction. MCPS counselors work with increasing numbers of
youngsters in responsive counseling groups each year. Year-end CGCP
data list the complexity and intensity of student needs as the primary
challenge encountered by counselors seeking full implementation of the
CGCP.

As the requests for responsive counseling services have increased,
so have schoolwide guidance support responsibilities increased. The
original timeline delineated in the CGCP for school guidance program
support does not reflect the responsibilities counselors have assumed
with such activities as standardized testing, school climate, behavior
management, PTA presentations, newsletters, mentoring, articulation,
and a host of others. Counselors see the time demands of the EMT/ARD
process, peer mediation programs, and other schoolwide programs as the
biggest impediment to full implementation of the CGCP.

The CGCP, as the river that flows through the entire MCPS educa-
tion terrain, has proved itself a powerful force in contributing to the
change and progress needed to reach the system’s vision for the new mil-
lennium: “Success for Every Student...” As we approach the next century,
counselors must use the CGCP’s power and force to deliver pyograms
that accurately respond to students’ needs and help them meet the chal-
lenges in their future.




MCPS GUIDANCE UNIT:
PLANS AND GOALS FOR THE FUTURE

The Guidance Unit must focus further on determining the impact
of CGCP on students and the development of the desired competencies.
How do we evaluate the program’s efficacy? What kinds of records are
needed to accurately gauge whether competencies are being mastered,
and whether that mastery has resulted in improved student achieve-
ment? The answers to these questions are critical and must guide the
supervisory unit through continued implementation efforts, as well as
enabling the counselors to be accountable for their work. Information is
power. If we are to improve the program, we must obtain reliable and
verifiable data to accurately assess the success of the CGCP implementa-
tion. Annual guidance program audits provide the opportunity for
growth, development, and change.

One measure of the success that helps to validate the current CGCP
is the results of the MCPS 1995 Senior Exit Survey. This annual survey
provides the graduating seniors’ perspective of the MCPS educational
program. The CGCP is a vital part of the seniors’ educational experience.
In May, 1995 (six years after the full implementation of the CGCP), 6,324
(92%) of graduating seniors completed the school system’s annual sur-
vey. The responses of these seniors, who were in sixth grade when the
CGCP was adopted, indicate positive satisfaction with their educational

experiences with MCPS. Some of the findings reflect the CGCP contribu-
tions.

RESULTS FROM THE MCPS 1995 SENIOR CLASS EXIT SURVEY
(6,324 Senior Participants)

planned to attend college and obtain a bachelor degree or higher.
felt exceptionally prepared for their future.

rated math & English combined as best aspect of the curriculum.
rated friends as an aspect of their educational experience.

liked the flexibility in course selection.

liked the opportunity to participate in sports.

African Americans rated, after their parents, counselors and career-
information coordinators as most influential in their college/career
choice.

were dissatisfied with textbooks and other instructional materials.
disliked the grading policy.

The MCPS 1995 Senior Exit Survey also revealed some educational
interferences that serve as a needs assessment for changing the direction
and force of the future CGCP. Seniors noted the following:




Survey of Interference ltems

41% cited poor study habits as the biggest interference to learning.

29% - 26%  Hispanics and Whites respectively checked outside work as
a major educational interference.

22% - 14%  Hispanics and African-Americans, and Whites and Asian-
Americans, respectively, named financial worries as a major
source of concern. In addition, Asian-American and
Hispanics mentioned difficulty with the English language and
family obligations as factors impacting their education.

1995 SENIOR EXIT SURVEY:
IMPLICATIONS FOR CGCP CHANGE AND DIRECTION:

Since the CGCP plays a vital role in the MCPS curriculum, administration
and counselors need to achieve the following:

1. Examine grading procedures and instructional materials used in
the classroom.

2. Improve the teaching of study skills and time-management
skills. Structure guidance units on how to study effectively and teach spe-
cific behaviors to improve study skills.

3. Increase parent awareness of educational interferences: (a) poor
study habits, (b) after-school jobs, {(c) family obligations, and (d) financial
wcrries.

4. Sensitize school staff to unique and different multicultural per-
ceptions of interferences with the educational process. In particular, the
CGCP needs to take into account the Hispanic senior student responses
to the educational interferences experienced in MCPS:

Survey items that Interfered with Hispanic Seniors
29% outside job
22% family obligations and financial worries
16% frequent sickness
14% difficulty with the English language
6% safety issues

5. Assist Hispanic students with postsecondary plans. Almost 9%
of Hispanics were undecided about what to do after high school.
Hispanic males had lower expectations and neceded help with carcer
plans and motivation to earn a higher college degree.

6. Sensitize school counselors and career information coordinators
about their influence on African-American seniors’ college and career
plans. Fifty-six percent thought parents were most influential in their
choice process; 40% thought school counselors and career information
coordinators were the next most influential.
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Using the data from the MCPS 1995 Senior Exit Survey, the guid-
ance unit can respond effectively and change the CGCP emphasis and
direction to address the compelling professional issues of multicultural-
ism, students at risk, and technology.

Certainly, technology is part of future planning, both for the deliv-
ery of the CGCP and for recurd keeping and evaluation. As counselors
become more computer literate, and as our school system is able to pro-
vide more computer resources and training in database manipulation,
less time will be spent on record keeping and our counseling and guid-
ance program data will be more accurate. Counselors will be able to use
the technological advances as tools to be more efficient in completing the
paperwork and record keeping, so that more quality time may be spent
delivering the CGCP competencies and responding directly to students’
needs.

As indicated earlier, one important MCPS goal is to continue our
outreach and networking efforts with both business and community
resources. Continued and expanded collaboration with the county men-
tal health services to provide crucial therapeutic services to our students
is an important future goal. Coordination of all pupil services within the
branches of the school community, as well as integration with govern-
ment and nonprofit mental health services is both possible and beneficial.
The flexibility of the CGCP makes cooperation and coordination with
other outside school agencies both practical and possible.

In summary, the guidance unit must look at the CGCP structure
and revise it as necessary to incorporate the increasing demands of mul-
ticulturalism, at-risk students, inclusion targets for special-needs stu-
dents, technology, and school guidance support programs.

RECOMMENDATIONS FOR NEW ADOPTERS
BEFORE IMPLEMENTING COMPREHENSIVE GUIDANCE

School systems throughout the country need an organized, devel-
opmental, comprehensive, competency-based program to effectively
deliver the guidance and counseling information, attitudes, and skills
required for students” educational success in the new millennium. In his
consultation work with Montgomery Count, Gysbers offered this advice
to revamp fragmented guidance servicesir  an organized guidance pro-
gram. He laid out the following steps tor real system and program
change:

1. Decide you want to change.
2. Get organized:
(a) Identify the necessary conditions for chang;
(b) Expect resistance;
(c) Appreciate challenges;
(d) Establish committees;
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(d) Establish committees;
(e) Begin a public relations campaign for change.
. Select guidance program structure:

(a) Definition;

(b) Rationale;

(c) Assumptions.

. Define guidance program components:

(a) Guidance curriculum'’s scope and sequence of competencies
for all students;

(b) Individual educational, career, and personal-social counsel-
ing concerns;

(c) Responsive group counseling services for selected students;

(d) Guidance program support services.

Assess current guidance program:

(a) Identify current activities and resources;

(b) Gather perceptions of students, parents, teachers, and

administrators;

(c) Identify the guidance staff’s time-management plan and

duty assignments.
Conduct a survey or sample assessment of students’ guidance needs.
. Decide what stays and what goes in the new guidance program.
. Select appropriate student competencies K-12.
. Establish a budget with the school principal.

. Modify the guidance office facilities.

. Develop a time-management plan for delivering guidance cur-

riculum activities.

. Initiate staff development with counselors, teachers, and principals.

. Continue a planned program of public relations.

. Evaluate the guidance program:

(a) Conduct an annual needs assessment with program participants;

(b) Use program structure to determine and measure final out-
comes;

(c) Present evidence of activities completed and competencies
mastered;

(d) Use the annual needs assessment to conduct a program
audit of student competencies mastered and the strength
and weakness of the program.

Most important, Gysbers suggests that working with the commit-
ted and motivated K-12 principals and counselors who are determined to
change and improve the guidance program. Once progress is made, then
there is a bandwagon phenomenon and it becomes easier to enlist the
support and commitment of other curious counselors. The following sug-
gestions are critical for successful implementation of the CGCP:

eCultivate your principal’s interest and support. Make the princi-
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pal a part of the guidance team.

eKeep administrators informed with advanced notice of guidance
program activities and publicize your efforts with faculty, parents, stu-
dents, and community.

*Gain school faculty support by collaborating with other instruc-
tional personnel {(supervisors, resource teachers, and other specialists) to
determine who owns the delivery of the student guidance competencies.

eImplement the CGCP structure and plan at every educational
level so that the school system’s guidance program ensures success for
every student.

SUMMARY

The beginning of a new millennjum is a special time for pause and
reflection to examine the numerous challenges, opportunities, and possi-
bilities for growth and development. It is critical to face the future with a
vision that guides us into the new era. The MCPS vision of success for
every student offers a far-reaching goal. It demands the best efforts of all
employees to help students acquire the knowledge, skills, and attitudes
essential for educational success and productive membership in tomor-
row’s expanding global village.

To help prepare students for the 21st century, MCPS has inaugu-
rated the CGCP to systematically deliver academic, educational, career,
and personal-social competencies to all students. Like a river that runs
through the entire educational landscape, the CGCP introduces basic
guidance concepts through a developmentally appropriate, comprehen-
sive, organized, competency-based guidance model.

In the elementary schools, the CGCP promotes a stream of educa-
tional achievement by helping students develop self-awareness, become
effective group members, and acquire problem-solving skills. Next, as the
CGCP currents sweep through the middle schools, it reinforces the
emphasis on increasing academic success, building self esteem, and nur-
turing interpersonal decision making. Finally, as the CGCP flows through
the high school terrain, it instills in secondary students the motivation to
learn, achieve, and make future plans for college, career, and bevond. At
all levels, the CGCP’s competencies help students shape their future by
engaging them in information-seeking, goal-setiing, and decision-mak-
ing activities.

The CGCP serves as a river flowing seamlessly from one millenni-
um to the next. Its power and force ensure that students emerge from the
MCPS equipped with the skills they need to realize their dreams and ful-
fill their potential. The CGCP delivers the MCT'S vision for the nest mil-
lennium: “Success for Every Student...”
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The Comprehensive Guidance
and Counseling Program of
Richland School District One

" 'RONALD D. MILES -

Richland County School District One in Columbia, South Carolina is
the third-largest school district in the state. Encompassing urban, subur-
ban, and rural populations, the district serves over 27,000 students at 52
educational sites. In the 1992-93 school year, it began a major restructuring
of its guidance and counseling program. Richland One is now in its third
year of the implementation of its comprehensive and developmental guid-
ance and counseling program.

At the onset of the 1992-93 school year, the administration and
Board of School Commissioners of Richland County School District One
decided to take major steps to reorganize and restructure its guidance
and counseling program. Although individual school programs were
experiencing success, there was a serious void in districtwide efforts.
Concerns voiced by parents, community leaders, and district employees
included the following: lack of a written program; inequities in coun-
selor-to-student ratios; misunderstanding of the roles of school coun-
selors; and shortcomings in program services to students, parents, and
teachers.

Key to restructuring efforts was district and building level support
for a Comprehensive Guidance and Counseling Program. The district
was entering its third year of a “Five Year Strategic Plan.” Many of the
goals and objectives of this plan were closely related to guidance pro-
gram initiatives. As efforts were made to attain the goals of the Five Year
Strategic Plan, it became increasingly obvious that changes in the guid-
ance program were needed in order to reach these goals.

Under the leadership of former superintendent Dr. John R.
Stevenson and current superintendent Dr. Donald J. Henderson, the dis-
trict employed a district-level program coordinator whose responsibili-
ties included district and individual school program assessment, dis-
trictwide program restructuring, counselor training, and guidance pro-
gram support initiatives for schools.

The program coordinator was employed in the autumn of 1992 and
began work on November 2. During the months of November and




began work on November 2. During the months of November and
December, discussion focus groups and meetings for school counselors,
principals, district administrators, parents, students, and teachers were
held in order to explore needs and concerns. In addition, each of the 52
educational sites was visited to assess facilities and the status of individ-
ual scheol guidance programs. As an extension of the work started in
November and December, a district-level needs assessment was devel-
oped and conducted during the months of January and February,1993.

In March of 1993, results of the focus groups, site visits, and needs
assessment were compiled and reported to the district administration.
District priorities included the need to adopt and develop a districtwide
program model, the need to upgrade program facilities at a number of
sites, the need to create equity in counselor-to-student ratios, and the
need to provide current and “state-of-the-art” staff development training
for school counselors. It was apparent that major changes had to occur
and the district was ready to address these needs.

ATTRACTIVENESS OF THE MODEL

Richland County School District One is a richly diverse school dis-
trict. Encompassing most of the land area of the county, it is the third
largest school district in South Carolina. With over 27,000 students and

over 4,000 employees, the district includes the urban population of the
state’s capital city, Columbia, as well as surrounding suburban and rural
areas.

In selecting a program model, the district was aware that whatev-
er model selected, it had to be flexible and adaptable in order to address
the multitude of community needs. In addition, the model had to support
the goals of the Five Year Strategic Plan.

Carolyn Donges, Education Associate for Guidance Services for the
state of South Carolina, was contacted as a consultant to identify guid-
ance program models. In addition, Dr. Joseph C. Rotter of the University
of South Carolina was contacted as a consultant with this initiative.
District-level steering, advisory, and program committces were orga-
nized and the review work began.

After careful review and consideration, the district adopted the
model described by Gysbers and Henderson (1994) as its model for pro-
gram restructuring. The two major attractions to this model can be sim-
ply identified through the terms “comprehensive” and “developmental.”
The district nceded a program model that was more than a listing of ser-
vices. It needed a guidance program that was an integral component of
cach student’s educational process. In addition, the district wanted a
program that would assist all students to acquire age-appropriate com-
petencies related to career, educational, personal, and social pursuits.
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The model described by Gysbers and Henderson (1994) did just that.

Upon the adoption of a program model, district committees iden-
tified a philosophy or “mission statement” as a beacon to guide the
process of program development and implementation. The district’s phi-
losophy for developmental guidance and counseling follows.

DEVELOPMENTAL GUIDANCE AND COUNSELING

Developmental guidance and counseling is an integral part of the
educational process and must be consistent with the philosophy and
objectives of the school in whicl. it operates. It is an organized effort of
the school to help all students to develop their maximum potential, both
academically and socially.

Guidance and counseling can be effective dealing with incidents as
they occur, but it functions best as a planned program providing centin-
uous assistance to students during their school experiences as they
accomplish tasks which lead to their cognitive and affective develop-
ment. It is most effective when there is cooperation among teachers, par-
ents, the counselor, the administration, the students, and the community.

The members of the district felt that this philosophy not only
reflects its commitment to its students but is also compatible with the
overall purpose of the program concept.

Once a program model was adopted and a philosophy developed,
the district launched a major initiative to create public awareness of the
need for change within the current guidance program. The district’s cable
television channel was used to educate the community regarding devel-
opmental needs of students and how a Comprehensive Guidance and
Counseling Program can involve all concerned adults in addressing these
needs. The district program coordinator in conjunction with the district’s
Department of Media Services created a weekly television program titled
“Kids Nowadays.” Sixteen episodes were filmed and broadcast during
the spring of 1993. The programs were so well received that “Kids
Nowadays"” filmed an additional 31 episodes over the next three-year
period.

A districtwide guidance newsletter, PTA/PTO meetings, and staff
training sessions were also used to generate awareness and support.
Throughout the public awareness campaign, district level program com-
mittees composed of counselors, parents, teachers, and administrators
were involved. Their combined efforts served to define a “new direction”
for the guidance and counseling program in Richland County School
District One. Table 15.1 outlines the goals of the district’s new direction
for its guidance program.

Again the district used the work of Drs. Norman Gysbers and
Patricia Henderson (1994) as a resource in defining its new direction.




SCHOOL COUNSELING: A NEW DIRECTION

FROM: TO:

Position Program

Ancillary Services Planned Components
Remedial Only Developmental and Preventive
Reactive Proactive

Administrative or Clinical Educational

Some Students Served All Students Served

Office Services Direct Services (Students, Parents,
and Colleagues)

Table 15.1. An outline of the goals of the district's new direction for its
guidance program.

With the success of its employee and community awareness efforts,
the hardest work of the district was yet to come. First, the parameters of
the program approach had to be tailored to meet the district’s needs. And
second, once a written program was developed and adopted, the real
work of program implementation had to occur. The district was aware of

these challenges and its guidance program committees were eager to
begin their work.

THE DEVELOPMENT, ADOPTION,
AND IMPLEMENTATION OF THE MODEL

The process of developing, adopting, and implementing a compre-
hensive and developmental guidance program is a demanding, ongoing,
and rewarding experience. As one layer of need is identified and
addressed, another layer is exposed. School districts beginning this
process need to be aware that the work of restructuring is clearly a three
to five year process. Although some individuals may become frustrated
that everything doesn’t change immediately, they need to remember that
just as programs did not reach where they are in a year, they will not be
changed in one year either. Commitment, hard work, clear communica-
tion, and support are critical factors during the process of program
restructuring,

Richland County School District One knew that once a model and
philosophy were adopted, certain staff and program assumptions had to
be identified as cornerstones for the foundation of its comprehensive
developmental guidance and counseling program. Again, borrowing
from the work of Gysbers and Henderson (1994) the following assump-




tions were written. Combined with the district’s philosophy, these
assumptions serve as a written introduction to the district's completed
program.

RICHLAND COUNTY SCHOOL DISTRICT ONE DEVELOPMENTAL
GUIDANCE AND COUNSELING PROGRAM ASSUMPTIONS

For effective implementation of the Development Guidance and
Counseling Program to occur, certain staff and program conditions must
exist. The Richland County School District One Developmental Guidance
and Counseling Program is based on the following assumptions:

Staff Assumptions
* School counselors shall be fully certified by the South Carolina

State Department of Education and shall have the requisite
training to fulfill their responsibilities and specialized job
assignments.
School counselors shall inaintain and operate within the guide-
lines of the ethical standards prescribed by the American
School Counselor Association.
The counselor will completely and professionally carry out the
following fi\ e basic roles (these roles are defined further in the
program components):

1. Program Management

2. Guidance

3. Counseling

4. Consultation

5. Coordination
The counselor is an integral part of the school community team,
which includes teachers, administrators, specialists, parents,
health professionals, and other community representatives.
Conditions for effective program implementation will include
administrative commitment to and support of the guidance
programs, favorable interpersonal relations among the school
staff, adequate physical resources, adequate time for the
delivery of services, and an adequate budget.
The counselor-to-student ratio shall be appropriate to imple-
ment the comprehensive guidance program as designed in
this framework.

Program Assumptions

The guidance progrant:

* Services equally all students, parents, teachers, and other recip-
ients regardless of gender, race, ethnicity, cultural background,
sexual orientation, disability, socio-economic status, learning
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ability level, or language;

Guarantees the student access to the counselor and the coun-
selor to the student;

Helps develop ard protect students’ individuality;

Helps students function effectively with others in the school,
home, and community;

Helps all students develop competencies at all educational levels;
Assists students in their personal, social, career, and education-
al development;

Provides consultation and coordination services to the teachers,
parents, administrators, and others who work with students;
Provides developmental as well as preventive and remedial
services;

Is both an integral part of and an independent component of
the total education program;

Is continuously refined through systematic planning, design-
ing, implementing, and evaluating.

A multitude of initiatives need to occur if a school district is to be
successful in changing the direction of its guidance and counseling pro-
gram. Dozens of pages could barely address the creative efforts of so
many individuals in Richland County School District One who gave
unselfishly of their time and talent in developing and implementing the
program restructurin ;. The following timeline gives an overview of the
major initiatives tha. came into play as the district worked over a five-
year period to develop, adopt, implement, and assess its program.

GUIDANCE AND COUNSELING RESTRUCTURING

Richland County School District One:

An Overview 1992-93
Employed district-level guidance coordinator;
Assessed the status of all district schools’ guidance and coun-
seling programs;
Began monthly staff-development training sessions for all
school counselors;
Developed a comprehensive K-12 career-development pro-
gram (one of the first in the state);
ldentified counselor training needs;
Began a weekly parent education cable television series, “Kids
Nowadays” (filmed 16 segments);
Established district-wide guidance newsletter.

1993-94

Developed a districtwide K-12 comprehensive developmental
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guidance program (competency based in the areas of student
self-awareness, interpersonal relaticnships, career develop-
ment, and health/safety);

Correlated district’s developmental program to the objectives
of the Strategic Plan;

Provided staff development for all counselors in these areas:
program management, individual and small-group counseling,
parent and teacher consultation, cross-cultural counseling,
accountability and public relations;

Implemented districtwide career planning for all students
beginning in grade 5;

Implemented the “Guidance Information System” career devel-
opment computer-based program in all seven high schools;
Continued the weekly parent education cable television series,
“Kids Nowadays” (filmed 15 segments);

Developed, in collaboration with Adult Education, a parent
education workbook to accompany “Kids Nowadays”;
Implemented “Guidance Nine Weeks Reports” for the purpose
of program accountability.

1994-95

Implemented district’s K-12 comprehensive developmental
guidance program;
Adopted school district policy to ensure guidance program
implementation;
Continued staff-development training for all school counselors;
Conducted first “Community Agencies and Resources Fair”;
Created district level “Guidance Advisory Committee” for
community involvement;
Began district-level scholarship committee;
Implemented “Scholarship Information Board” on Cable
Channel 12;
Continued “Guidance Nine Weeks Reports” for accountability;
Continued the weekly parent education cable television series,
“Kids Nowadays” (filmed 16 segments);
Conducted a program assessment of all middle and high school
guidance programs——areas of need identified are:

1. Full implementation of the district’s program in all
schools;
Improve communication with the community
regarding guidance services;
3. Provide adequate facilities for counscelors to provide

full program services;

1. Assess amount of time counselors spend on adminis-
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trative tasks that restrict t!.eir availaktility to students;
5. Maintain student records in a confidential manner;
6. Extend counselor contracts to complete activities that
need to be accomplished during the summer and
before school begins.

1995-96

Implemented “Guidance Activities and Resources Guide” to
accompany district’s K-12 comprehensive developmental
guidance program;
Created and distributed district guidance brochures for all stu-
dents and their families;
Employed three new elementary school counselors which, in
turn, reduced the number of elementary schools with part-time
services from 14 to 8;
Continued staff development training for all school counselors;
Created counselor communication councils on the elementary,
middle, and high chool levels;
Updated “Guidance Nine Weeks Reports” for better account-
ability;
Recognized as national exemplary program by the National
Tech Prep Network, the American Vocational Association, and
the College Board;
Updated all 47 segments of the weekly parent-education cable
television series, “Kids Nowadays”;
[dentified additional needs in the following areas:

1. Full program implementation;
Staffing on clementary, middle, and high school levels;
Counselor training and accountability;
Administrative/clerical duties that restrict the time
that counselors spend in direct services to students
and their families;
Developed a restructuring plan for high school guidance.

W
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1996-97
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Employed two new elementary school counselors which, in
turn, reduced the number of elementary schools with part-time
services from 8 to 6;

Implemented restructuring plan in each high school guidance
department;

Developed middle school guidance program restructuring pro-
posal;

Organized  districtwide supplementary career resources
yesearch committee;
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* Implemented districtwide strategies for positive school climate;

¢ Organized parent-education initiatives by district school clusters;

* Conducted program implementation assessments at selected
elementary schools;

¢ Continued counselor-staff development training;

¢ Continued visits to each school;

¢ Continued quarterly accountability reporting.

From the previous time line, several initiatives require more
detailed commentary. The development of the written comprehensive
developmental guidance and counseling program along with its
“Guidance Nine Weeks Report” for accountability will be explained in
the following section relative to how the program functions. At this time
the areas of staff development, district policy revision, program assess-
ment, and public relations will be addressed.

In the area of professional development, the district became aware
that its guidance staff had diverse training backgrounds. From minimum
course work for certification to advanced degrees in counseling, school
counselors were at many different levels of counseling skills and program
management techniques. Beginning in the 1993-94 school year, the dis-
trict initiated a detailed program of staff development designed to
address the professional needs of its school counselors. Based on yearly
needs assessments, the district contracts with consultants across the
country to provide state-of-the-art staff development sessions for its
counselors. These sessions are held on a monthly basis and provide the
counselors with current and practical strategies related to the require-
ments of their programs.

Once the program for the district was written, the need for its
adoption was apparent. Upon review of the then-current policy, it was
obvious that this policy, written in 1974, was outdated and, in fact, con-
tradictory to the new direction the district had taken. Therefore, a new
policy was written and reviewed throughout the district in the spring of
1994. It was formally adopted by the Board of School Commissioners in
September, 1994. The revised policy follows. )

POLICY

Guidance and Counseling Services

The board shall direct the superintendent to ensure that compre-
hensive developmental guidance and counseling services shall be avail-
able for every « adent. The district shall adhere to federal and state reg-
ulations in the implementation of these services,

Administrative Rule
A comprehensive developmental guidance program shall be uti-
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lized to assist each student to be successful in his/her lifelong academic,
vocational, and personal growth. This program shall be an integral com-
ponent of the total educational program and shall include services in the
areas of student guidance and counseling, parent and teacher consulta-
tion, and coordination of guidance-related activities. This program shall
include a planned K-12 guidance curriculum which identifies student
competencies and counselor strategies in the areas of student self-aware-
ness, interpersonal relationships, career development, and health and
safety.

School Counselors working within this program shall be fully cer-
tified by the State Department of Education and shall adhere to the ethi- -
cal standards prescribed by the American School Counselor Association.
They shall have the training necessary for fulfilling their responsibilities
and specialized job assignments.

The comprehensive developmental guidance program shall be
continually refined through systematic review, planning, and evaluation.

After the policy was adopted and the written program was imple-
mented, the district decided to assess any new or recurring barriers to full
implementation. Again, the district contacted Carolyn Donges of the
South Carolina State Department of Education to provide consultation
services. During the months of October, November, and December she
visited the schools of the district in order to identify program strengths,
barriers, and improvement recommendations. Her report. which gave an
in-depth, school-by-school assessment, proved valuable in assisting the
district with the implementation of its new program.

A critical component of the district’s restructuring etforts was its
efforts to inform its community of the “new” district guidance program.
During the spring of 1995, counselors and parents worked together to
design guidance program brochures on the elementary, middle, and high
school levels. A brochure was sent home with cach student in the district.
The brochures were colorful and outlined the guidance program for each
level. Each brochure was personalized with the name and telephone
number of each student’s counselor. The brochures served not only as
public-awareness tools, but also served as referral sources for parent and
student needs.

The guidance program restructuring efforts of Richland County
School District One have served to greatly redefine the role of school
counselors and the functions of guidance programs. In addition, coun-
selors, teachers, administrators, students, parents, and community mem-
bers now better see how they can work in collaboration in the delivery of
a comprehensive developmental guidance and counscling program.

HOW THE PROGRAM WORKS IN OUR DISTRICT
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The written comprehensive developmental guidance and counsel-
ing program is a competency-based program. It features a developmen-
tal hierarchy of student skills that begin on the kindergarten level and
expand on each grade level through grade 12. The student competencies
are clustered in four domains:

* student self-awareness

¢ student interpersonal relationships

* student career development

e student health and safety

Student competencies were identified by district program devel-
opment comumittees. Resources for this work included the “Missouri
Model,” the NOTCC Career Development Guidelines (1992), the SCANS
Report, and the work of Dr. Robert Myrick (1987).

Competencies were selected based on needs assessments of stu-
dents, parents, and educators. Once the competencies were identified,
they were arranged in a grade level hierarchy that emphasized student
growth and development.

In this written format, the student competencies are matched with
counselor strategies. The counselor strategies were outlined in reference
to the guidance program model described by Gysbers and Henderson
(1994) in four areas:

¢ individual planning

* responsive services

* guidance curriculum

* system support

A departure that the district made from the guidance program model was
in its organizational framework. Rather than using the four strategy
areas as a means of program dimensions, it defined each program com-
ponent by the student competency domain. A sample page for each
domain follows.

The final written document for the comprehensive developmental
guidance and counseling program of Richland County School District
One includes five major sections:

* Introduction (Philosophy and Assumptions)

* Counsclor Roles and Responsibilities

* Ethical Guidelines

* Four Major Program Components

* Policies and Procedures Related to the Program

These five sections provide an organizational framework for dis-
trict initiatives. A supporting document titled Resources and Activities
Guide provides in-depth planning of counselor strategies. This guide was
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developed in 1995.

Three district-level activities ensured the full implementation of
the district’s program. First, as outlined earlier, quality state-of-the-art
staff development is utilized. Second, each counselor is visited on a reg-
ular basis by the district program coordinator to review the status of the
program’s implementation. The program coordinator serves as both a
program manager and resource provider/planner for individual coun-
selors. Third, each nine-weeks grading period school counselors are
required to complete a program accountability report. These reports
serve as both formative and summative evaluations of the program'’s suc-
cess. A copy follows.

In summary, the comprehensive developmental guidance and
counseling program of Richland County School District One is more than
a written plan in a notebook. It is a program designed to meet the needs
of its students. It is more than a list of expectations. It is reviewed and
assessed regularly. Expectations without inspections would be less than
acceptable.

SUCCESS OF THE PROGRAM TO DATE

The successes of the efforts to restructure the comprehensive devel-
opmental guidance and counseling program of Richland County School
District One have been many. First, school counselor professional image
has greatly improved. The 82 district counselors view themselves as valu-
able employees who play an integral role in the educational success of
their students.

Second, the public perception of school counseling within the dis-
trict has greatly improved. Parents and community members view the
program as exemplary and as a major asset to the district. The compre-
hensive developmental guidance and counseling program has received
several merit citations from the Board of School Commissioners. In addi-
tion, the program has been featured as a national exemplary program by
the National Tech Prep Network, The College Board, and the American
Vocational Association.

Third, student and teacher requests for assistance have shown a
marked increase. Teachers view school counselors as valuable resources
and collegial consultants. Students view the counselors as caring advo-
cates. During the 1995-90 school year, over 46,000 referrals for assistance
were made to district counselors by students. Over 28,000 parent and /or
teacher consultation sessions were held.

Fourth, because of the counselor commitment to a developmental
model, the district now has 98% of their graduates either enrolled in post-
secondary educational experiences or involved in the work force. The
district’s graduates” unemployment rate is less than half the national rate.

Fifth, the number of scholarships awarded to Richland One stu-
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dents has doubled since the guidance program was implemented. The
graduating class of 1995 received over 13 million dollars in scholarships.

And sixth, the district support for comprehensive developmental
guidance and counseling is apparent at every school. From the reassign-
ment of nonguidance duties to increases in financial support, counselors
know that they are appreciated. Guidance program facilities have been
greatly improved. New counselors have been employed which, in turn,
has reduced the district’s average counselor-to-student ratio. The ele-
mentary school counselor-to-student ratio is now 1:450. The middle
school ratio is 1:350. The high school ratio is 1:250.

There now exists a serious and caring commitment to quality
school counseling in Richland County School District One.

PLANS FOR THE FUTURE

Short-term plans for the 1997-98 school year include the following
initiatives:

* Implement a restructuring plan in each middle school guidance
department;
Organize districtwide committee to review and update the dis-
trict’s K-12 comprehensive developmental guidance and coun-
seling program;
Continue counselor staff development and training;
Continue visits to each school;
Continue quarterly accountability reporting.

The major initiative for this upcoming school year will be to review
and update the district’s written program. Competencies and strategies
will be closely reviewed to assure optimum program proficiency and
accountability.

In addition to these short term plans, guidance program facilities
will be greatly enhanced due to the district’s recent victory in securing
bond referendum funding for $184 million. This is the largest bond refer-
endum in the history of the state. This money is designated for the build-
ing of new schools and the renovation of all existing schools. Of course,
necessary and appropriate guidance program facilities will be part of
these efforts.

The district will also continue to reduce the counselor-to-student
ratio on both the clementary and middle school levels. The district goal
is a ratio of 1:250 on all levels.

The exciting part of any future developments within the guidance
and counseling program of Richland County School District One is
knowing the success that has been achieved thus far and the dedication
the district has to achieving an exemplary school counseling program.




There is a definite commitment to providing the best for all district stu-
dents.

ADVICE FOR OTHER DISTRICTS

Advice for other school districts is based in six simple principles.
First, receive and nurture district-level support. Superintendents, pro-
gram directors, and school board members are key players who need to
be involved from the beginning.

Second, involve counselors, teachers, principals, parents, students,
and community members in the development of the program.
Remember, the more people who assist with this process, the greater the
advocate anci support base will become.

Third, public relations and accountability are critical in gathering
and maintaining support. They are valuable resources in assuring that
the guidance program is necessary and important for all students.

Fourth, there is no need to reinvent the wheel. Contacting other
school districts and specialists in the field of school counseling can prove
very important. We can all learn from each others’ success and mistakes.

Fifth, take your time. Remember that Rome was not built in a day.
Expect resistance. Change is not easy for many people. It is better to
spend several years developing a quality program than just spending a
few months developing a program that only works on paper.

And sixth, continue to hope. Life without hope is meaningless.
Hope for our students is critical. And hope for quality school guidance
programs is necessary. Remember the words of Dr. Martin Luther King
when he said, “Keep your eyes on the prize and carry forth.”




Counseling Association.

S BT R T e S e e

4

REFERENCES

Gysbers, N.C., & Henderson, P. (1994). Developing and managing your
school guidance program (2nd ed.). Alexandria, VA: American

Myrick, R.D. (1987). Developmental guidance and counseling: A practical
approach. Minneapolis, MN: Educational Media Corporation.

National Career Development Guidelines. (n.d.). Washington, D.C.: The
National Occupational Information Coordinating Committee.

The Secretary’s Commission on Achieving Necessary Skills. (1992).
Washington, D.C.: U.S. Department of Labor.

267




Guidance and Counseling
— New Hampshire Style —
Update to 1996

JOSEPHINE B. HAYSLIP. .

Presently, nearly one half of New Hampshire's public schools are
implementing a Comprehensive Guidance and Counseling Program with
its own professional development plan to meet the needs of all students,
from kindergarten through grade 12. This chapter covers the process by
which the transition to comprehensive guidance came about, spedal features
of the model, adoption strategies, current status, success, and challenges.

SALIENT CHARACTERISTICS

In September 1987, the New Hampshire State Board of Education
strongly advised counselors in New Hampshire’s public schools to alter
the manner in which they delivered guidance and counseling programs
to students. Nine years later, many schools that heeded this advice (in
New Hampshire the state does not mandate) were well along in imple-
menting a 100% Comprehensive Guidance and Counseling Program with
its own professional development plan to meet the needs of all students,
from kindergarten through grade 12.

The transition from delivering guidance services to facilitating
guidance programs has been a long and rocky one, and the board of
directors of the New Hampshire Comprehensive Guidance and
Counseling Program (NHCGCP) has taken many twists and turns along
the way.

The writer recommends that the reader peruse chapter 6 of the ear-
lier edition of Guidance and Counseling New Hampshire Style. It carefully
describes the start-up process that made it all happen, initially using fed-
eral funds and then tapping ever-diminishing state funds. To understand
the multitude of problems with state funding, the reader would have to
live in, and try to work in, a state that has no broad-based taxes and
whose gubernatorial candidates “"take the pledge” to veto any income or
sales tax that might be presented by the legislature.

In addition to new state-approved standards promulgated in 1984
that required greater accountability through the development of student
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that required greater accountability through the development of student
outcomes for guidance programs K-12, six additional factors contributed
to the development of this program:

1. The desire that a number of counselors and their principals
expressed to change guidance and counseling from an ancillary service to
a program with its own set of student competencies and curriculum;

2. The news that Dr. Norman Gysbers, a counselor educator at the
P University of Missouri-Columbia, was developing a comprehensive

g guidance prc¢gram in collaboration with the Missouri State Department
of Education and would perhaps be available as a resource;

3. The availability of vocational education funds to develop a pilot
project that would make career counseling a respectable activity for all
counselors;

4. The recognition on the part of all parties—counselors, counselor
educators, state department personnel, and school administrators — that
counselors needed to come out of the office and go into the classroom to

gain greater visibility throughout the school;

5. The desire to ultimately involve business and industry who are,
of course, the potential employers of all students;

6. The availability of assistance from others who are beginning to
develop and implement comprehensive career guidance programs;

7. Finally, and probably most important, the opportunity to devel-
op a guidance curriculum with a key emphasis on student out-
comes.
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Nine years after beginning the program, personnel in 170 New
Hampshire schools have received training using the manual, New
Huampshire Comprehensive Guidance and Counseling Program: A Guide to an
Impraved Model for Program Development (Carr, J. et al., 1988) and a struc-
S tured training program. These 170 schools represent nearly one half of
: New Hampshire’s public schools. After a one-year hiatus and using
school-to-work regional funding, this training continues through 1996-97.

SPECIAL FEATURES OF THE MODEL

The New Hampshire Model, not surprisingly, is very similar to the
Missouri Model. Dr. Norman Gysbers of the University of Missouri-
Columbia has been our mentor from the beginning. We have worked
with Gysbers and with Harry Drier of the Center for Education and
Training for Employment at Ohio State University from 1987 to the pre-
sent. With their help, we have matured from a smali base of counselors
and teachers developing training programs and curriculum materials to
a regional cadre of training staff that is currently planning a liaison with
school-to-work efforts.
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One of the most attractive features of the model was its promise to
free counselors from nonguidance functions that seemed to creep into the
position and never let go. Our biggest success thus far has been the col-
laborative training with persons other than counselors. Principals, teach-
ers, and even community members see the benefit in enabling counselors
to carry out the tasks that they are trained to dc by assigning the
nonguidance functions to the appropriate personnel.

STRATEGIES USED IN
GAINING ADOPTION OF THE MODEL

In 1987, it seemed the time was right for the development of this
New Hampshire Model. A small group of professionals from around the
slate was granted funds to spend a week at Chio State University to
develop the procedures and, subsequently, a procedures manual. They
received support and tutelage from Gysbers and Drier. This group of pro-
fessionals comprised the following: a counselor and a principal team
from four geographically and demographically different schools, three
counselor educators (two from public colleges, one from a private col-
lege), one state department consultant in vocational guidance, and a pro-
ject editor. From this "think tank" emerged not only a product (the man-
ual) but also a process (the training program). These 13 people became
the Project Steering Committee and the trainers for 14 pilot schools who
attended the first summer institute in August of 1987. In a sense, the
steering committee was receiving training at the same time that they
were training staffs from their own and 10 other schools.

We were very wise this first summer to bring Gysbers to present
the overall picture of the model and to help us develop Comprehensive
Guidance and Counseling "New Hampshire Style." He stayed through-
out our training that first summer. We appreciate his leadership, support,
and encouragement in all aspects of the training. We strongly recommend
that others who are using the Missouri Model ur an adaptation of it keep
him involved every step of the way.

In subsequent years of the NHCGCP effort (1987-1991), a board of
directors was formed, representing counselors, teachers, principals, and
counselor educators. This board set the guidelines and used federal funds
to convene staff-development teams for training purposes. We closely fol-
lowed the Missouri Mode), and provided support and mentoring to each
other through frequent regional and statewide meetings.

We differed somewhat from the organizational aspects of the
Missouri Model in that we used the grassroots approach to the gover-
nance of the program. The program did not come from the state (as pre-
viously mentioned, New Hampshire does not mandate). Instead, it arose
from the participants themselves. As new participants completed the
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training sessions and returned to their schools with tasks to perform, they
became the advocates for the program. Through some additional federal
funding, we were able to meet in a statewide conference at least three
times a year during the first several years. At these conferences, veterans,
as well as newcomers, were able to share their success and work out their
challenges. In addition to the statewide conferences, regional meetings
were conducted and run by the participants.

HOW THE PROGRAM FUNCTIONS TODAY-—
THE NEW TRAINING MANUAL

In 1993, as federal funds waned and state funding took over, it was
necessary to reorganize the board of directors. The management of funds
moved from Plymouth State College to a regional collaborative, the
Southeastern Regional Educational Services Center (SERESC) in the
southern part of the state, and the program became NHCGCP, Inc.

In 1996, as federal funds were about to become block grants, and
because most of those were earmarked for school-to-work initiatives, the
NHCGCP, Inc. played a vital role to ensure that every student is prepared
to compete in the work world. A grant to the New Hampshire School-To-
Work Initiative offered counselors a great opportunity to develop career-
guidance programs at all levels.

The lead article in the fall 1995 issue of Update, the newsletter of the
NHCGCP, describes the career-guidance part of the School-To-Work
Transitions Grani, “Building Learning Communities.” The School-To-
Work Initiative is divided into three parts: school-based learning, work-
based lcarning, and connecting activities. The NHCGCP provides a
framework for school-based learning activities in the guidance curricu-
lum. In grades K-6, such experiences include the following: working in
student teams to design problem-solving strategies and make decisions;
introduction to business principles, including social skills and ethics; and
exposure to academic subject matter that relates to solving real-world
problems.

In grades 7-10, school-based learning experiences build and rein-
force the experiences learned in elementary school. Students expand
career awareness and explore career options to provide a greater 'inder-
standing of social and economic life, inciuding the nature of labor mar-
kets, the variety of occupations these economies demand, and the career
clusters into which the various occupations fall. Increased responsibility
for self-evaluation, decision making, and career planning are tasks of the
middle years. Access to structured service learning in the community and
job shadowing are encouraged.

In grades 11-12, guidance and counseling activities continue to
assist students in decision making, career exploration and planning, and




postsecondary training opportunities. Counselors work to ensure that
students obtain the requisite school and work-based experiences to suc-
cessfully pursue their career goals beyond high school.

Connecting activities refers to the activities needed to ensure link-
ages between school and work-based learning. Counselors can help form
partnerships in the community to ensure that students have an opportu-
nity to see academic, technical, and personal skills applied in the work-
place.

A central component and one of the major strengths of the School-
To-Work proposal is the NHCGCP—it infuses the school’s curriculum
with career awareness and career development activities. School districts
in School-To-Work communities will be required to describe how these
activities will be integrated into their total School-To-Work system.
Schools who have adopted the NHCGCP will have the structure in place
to play a major role in School-To-Work.

In response to the School-To-Work initiative, a committee of the
NHCGCP is rewriting the manual and working with the School-To-Work
regionals to implement A Manual for a Comprehensive Career Guidance and
Counseling Program (Carr, ].V., et. al., 1996). The training manual has been
revised to include the emerging emphasis on career guidance and, specif-
ically, the School-To-Work programs that are increasing in number,
importance, and depth. (Copies of the revised manuals are available on
order from SERESC, 11 Peabody Road, Derry, NH 03038.) Part of this
emphasis has been to stress career guidance and counseling to a greater
degree.

In the previous manual, the accepted goal was to help all students
attain their potential in all aspects of their lives. Although this remains
the overall goal of the revision, that goal has become more centered
around the work expectations of today’s student populations. All stu-
dents are expected to prepare for a suitable occupation. This dictates that
the development of individual student talents and abilities is driven by
their potential participation in the nation’s workforce. In the earlier man-,
ual, it was important to create an awareness of the conditions that were
preventing school counselors from meeting the developmental needs of
all students. Those who have worked on the revised manual are moving
ahead on the assumption that most of the counselors and others involved
in these changes know about the roadblocks. It is also assumed that they
accept the validity of the criticisms and beliefs about those guidance pro-
grams that may not be meeting the needs of all students.

The New Hampshire Model has been rewritten into a training
manual format by persons who are actively involved in NHCGCP. From
the very beginning, we created a visual model (Figure 16.1) that con-
tained the elements of the Missouri Model but, of course, we converted it
to New Hampshire Style. We organized the model around the 10 student




competency domains and fit them into the visual model which we named
“New Hampshire Comprehensive {Career) Guidance and Counseling
Program: An Approved Model for Program Development.” An outer cir-
cle is divided into the four program components: guidance curriculum,
individual planning, responsive services, and system support and pro-
gram development (the delivery system). These circumscribe three inter-
connecting circles which define the elements of students’” development:
career development, educational development, and personal-social
development (that which is delivered). As you examine Figure 16.1, you
will note that we managed to fit 9 of the 10 student competency domains
within those 3 program components, leaving life roles development to
stand in the middle with our androgynous person. This figure portrays
the current comprehensive career guidance and counseling program:

¢ Focuses attention on addressing the developmental needs of

Personal and Social
Development

¢ Self-understanding
¢ Social understanding and skills
¢ Self-identity

individual
Planning

Guidance
Curriculum

* Personal
responsibility
and decision
making

oles Carecr

Life “ R
Educational
Development

Development
*» Task skills
* Intellectual and mar‘kelabilny
understanding * Lconomic

understanding
* Work world

understanding
¢ Lessure time
planning

* School world
understanding

Responsive
Scrvices

System
Support

Figure 16.1. Adaptation of the Missouri model as used in the New Hampshire model.




all students as the top priority;

Identifies student competencies and outcomes that relate to
the corresponding developmental needs of students;

Develops and implements a counseling program which assists
students in learning the selected competencies and attaining
the agreed-upon outcomes;

Responds to students at those times when they face problems
or special decisions;

Supports other educational programs, but always remains a
separate and equal component of the school’s educational mis-
sion;

Each section of the new manual presents a unit in itself. Each sec-
tion is the subject of a training event. Bound in loose-leaf format, it can be
easily copied as overhead transparencies or as handouts for all partici-
pants of the training program. The section titles and the language of this
new manual will be readily understood not only by counselors and other
educators but also by business, industry, and community. It is a truly
user-friendly document, modified by critiques of both the document and
the training.

These section titles are as follows:

* Overview-—Overview of a complete career guidance program;

* The Steering Committee—The need and use of an effective com-

mittee;

Time and task analysis—Stepping back for a better view;
Needs Assessment—Setting student goals and program goals;
Guidance Curriculum—Developing and tying into the career
guidance program;

Program Resources—-Looking at staff, time, equipment, materials,
and budget;

Evaluation—Meeting agreed-upon student goals and program
goals.

Each section is complete within itself. Each contains documents
that correspond to the action of the section. These documents can be
copied or revised to fit « given situation,

CONTEMPORARY ISSUES

We are currently moving from a strictly volunteer training staff to
a full-time staff member—the current chair of the board of direciors will
work with regional trainers in developing programs and procedures. The
chalienge that the board and the regional trainers face is to fit into the
grant application process designed by the School-To-Work entities in the
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various regions. Seven of the eight School-To-Work regions have
approved staff-development plans, within which career guidance and
counseling is delivered. The eighth of the School-To-Work regions was
the first in the state to receive full funding; it has progressed towards a
complete career guidance and counseling program. Both the national leg-
islation and the state plan require a strong career guidance and counsel-
ing component.

A box of curriculum materials that addressed the NHCGCP com-
petencies was produced in 1990 and organized around the 10 student
competency domains identified in the manual. These domains are as follows:

1. Self-Understanding

. Global and Social Understanding and Skills
. Decision Making

. Intellectual Development

. School World Understanding

. Understanding of Personal Economics

7. Task Skills and Marketability

8. Work World Understanding

9. Leisure Time Planning

10. Lifc Roles Planning

Most of these domains fell quite naturally into our original model
of personal social development, educational development, and career
development in the following manner:

Personal-Social Development

1. Self-understanding

2. Global and social understanding and skills
Educational Development

4. Intellectual understanding

5. School world understanding
Carcer Development

6. Understanding of personal economics

7. Task skills and marketability

8. Work world understanding

9. Leisure time planning

As pictured in Figure 16.1, the planners decided that decision mak-
ing (3) and life roles planning (10) were recurrent themes among all of the
other domains and needed to appear throughout the curriculum.

This box preceded curriculum that has since been produced by a
variety of funded and private publications. At this writing, there is a con-
tinuing emphasis nationwide on counselors and teachers working
together, using curriculum that directly addresses the needs of the stu-
dents. Therefore, we have chosen not to reprint, and the NHCGCY cur-
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riculum materials are currently out of print. Although many of the
schools are using the NHCGCP unit plans in their programs, commer-
cially produced materials are increasingly being used instead. Also, one
section of the manual contains procedures on develcping curricula that
meet the goals and objectives of the NHCGCP competencies.

SUCCESS AND CHALLENGES

The Minimum Standards for New Hampshire Public Elementary School
Approval, K-8, Guidance Activities and Services contains the statement,
"Each elementary school shall adopt a written plan for the development
and implementation of the school’s guidance program which shall
include the following components: program development; counceling
with students, including self-referral; consultation with parents and stu-
dents; child-appraisal activities; and psychological referrals." The
Standards for Approval of New Hampshire Public High Schools contains the
statement, "Each approved high school shall establish a written plan for
the development and implementation of the school’s guidance program
which provides the following components: program development, coun-
seling and consultation, information services, student appraisal, and
placement and referral services." Those state department officials who
reviewed the written plan looked for {(a) a set of objectives and goals, (b)
a listing of the activities to meet these objectives and goasls, and (c) a mon-
itoring or evaluation system for carrying out these activities. These same
state department officials, when presented with the NHCGCP format,
stated that “...the format is more than acceptable because it includes not
only the major components of a solid plan for operating a guidance pro-
gram, but it outlines them in so much detail." Those public schools that
have been involved in the NHCGCP know that their written plan is more
than acceptable for keeping their program well above the minimum stan-
dards for guidance and counseling.

An important success in th~ program has been the initiation of an
evaluation program. In 1993, the first 18 tasks of the program were listed
in survey format and sent to guidance and counseling staff members and
to the principals of the currently participating schools. In general, as
might be expected, the longer a school has been a member of NHCGCP,
the higher percentage of planning-phase tasks have been accomplished.
In addition, as seen by both principals and counselors alike, schools
received important benefits from their participation in the NHCGCP:

¢ Greater structure of the guidance program;

» (Clearer definition of the counselors’ roles, functions, and duties:

* Application of the guidance program to all students in the
school;

A higher degree of counselor accountability;
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e Mtworking between counselors and teachers and between
counselors among schools, both within and outside of the indi-
vidual school districts;

Greater and more frequent training opportunities related to guid-
ance;

¢ Higher degree of credibility.

At the same time problem areas were identified:

¢ Time constraints—There is never enough time to do all that
needs to be done;
Classroom guidance—Counselors feel some resistance to class-
room guidance activities, both from within themselves and
from classroom teachers;
Lack of cooperation among some of the school district coun-
selors;
Lack of support from some administrators for the comprehen-
sive approach to delivery of guidance and counseling.

FUTURE PLANS AND GOALS

The NHCGCP is addressing the complex status of the many initia-
tives that are confronting school counselors in this rapidly changing
world. The program managers are moving from the first elements they
addressed in the model, educational development and social/emotional
development, into the career development model, partly because new
funding sources are emerging fromn the School-To-Woik (Career) initia-
tives and partly because career guidance has not been fully addressed in
the curriculum.

As with the NHCGCP participants in the public schools, many of
the original "leade.s" have moved into other arenas. Although he stays in
touch, Harrison Baldwin, one of the 13 people who, in 1987 journeyed to
Ohio State University and met with Drier and Gysbers and served as the
chair of the statewide steering committee as we moved into incorpora-
tion, has retired from school counseling. Jim Carr, who provided the lead-
ership from the New Hampshire Department of Education, although
retired, is spearheading the rewriting of the manual (or “Blue Book” as it
is usually referred 10). The current NHCGCP Board Chair, Janet Heikkela,
is continuing the work of NHCGCT as it initiates a liaison with the
School-To-Work initiative. Jo Hayslip, redirecting her energy from
Plymouth State College, is teaching one of the {irst Career-Vevelopment
Facilitator Training courses, one of many Natiorial Occupational
Information Coordinating Committee (NOICC) programs. In 1995,
Hayslip also co-authored with Zark VanZandt of the University of
Southern Maine, a handbook: Your Comprehensiwe Scnool Guidance and
Counseling Program: A Handbook of Practical Activities.
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ADVICE TO NEW IMPLEMENTERS

The 1987 goals for the future of the NHCGCP established as a tar-
get percentage of schools to be members by 1990, two thirds of the pub-
lic middle schools and high schools and one third of the public elemen-
tary schools. This goal was et by less than half of the expected percent-
age. Some of the reasons for not meeting the original goal include the fol-
lowing:

* The 1987 expectations were too high; they were set before we had
the experience of moving through the planning phase.

e The state of New Hampshire was unable to appropriate ear-
marked funds which could be used to expand the existing program into
additional schools.

¢ Four part-time staff members were unable to give the time nec-
essary to meet the increasing demands for assistance from the current
member schools.

As the tasks demanded of the schools during the planning phase
became more evident, the expectation that project schools would com-
plete the planning cycle in approximately one year (part of the 1987
expectation} changed to two years, and in some cases, three years. Also,
as schools moved through the planning phase, we realized that the num-
ber of discrete tasks necessary during the planning phase was greater
than originally expected. In 1987, the schools entering the program
believed that the planning phase consisted of five tasks:

e Time and task analysis;

* Organization of a steering comunittee;

* Completion of a needs assessment of student outcomes;

* Identification of a list of priority competencies to be addressed

through a guidance and counseling curriculum;
Development and initial implementation of guidance and
counseling curriculum.

In 1989-90, we realized that the five items listed above are not dis-
creie tasks, but rather, they are the major objectives of the planning phase.
Each of these objectives contains discrete tasks that must be considered
during the planning phase. In Table 16.2, the tasks appear to represent a
more realistic understanding of the planning phase and give an under-
standing of why a three-year period is a more realistic expectation for the
planning phase duration.

With the realization that the schools faced @ more complex plan-
ning process than we had earlier anticipated, came also the understand-
ing of the role of personal commitment on the part of administrators,
counselors, and others in the schools toward completing the planning
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phase. Where the commitment has been high, the planning phase moved
along. Where the commitment has been lower, the school tended to get
bogged down at various stages along the way. Some schools have
changed staff members, with the result that those previously committed
to the process were replaced by others without the sai.»e commitment. An
interesting side note: Usually when counselors left for a different posi-
tion, often out-of-state, the manual and the curriculum materials went
along with them. Sometimes we found ourselves spending as much time
bringing new persons up-to-date in the member schools as we did bring-
ing new schools and school districts onboard.

New implementers have the advantage of knowing how those who
pioneered comprehensive career guidance programs met the challenge of
changing the system while living in it. Federal funding played a signifi-
cant role in creating the difference between the reactive services model
and the proactive program model. This funding is now appearing in
School-To-Work or School-to-Career programs and requires closer net-
working within the public schools and between the schools and other ele-
ments in the community. Counselors and others who work with students
directly or indirectly need to continue to develop and implement meth-
ods for delivering the best possible programs to all students.
Comprehensive career guidance and counseliriz which addresses the
needs of all studer.ts is an outstanding endeavor and, in our opinion, is
the most fulfilling manner of meeting the student’s needs as weil as the
demands of the work world as we move into the 21st century.




OBJECTIVES

. Time and task analysis

2. Organization of a steering
committee

3. Completion of a needs
assessment of student
outcomes

4. Development of a guidance and
counseling curriculum as a
necessary componenet in the
guidance and counseling
program

5. Initial implementaticn of an
approved guidance and counsel-
ing program with a curriculum
component

TASKS

. Conduct a time and task analysis
beginning with the first day of
school.

Form a steering committee.

Involve administrators.

Involve teachers.

Form an advisory committee .

Create a needs assessment

instrument.

Conduct the needs assessment.

Analyze the needs assessment

data.

9. Identify essential student guidance
and counseling outcomes.

10. Publicize the results of steps 6 - 9.

11. Develop curriculum objectives for
guidance and counseling outcomes.

12. Select or produce and assign cur-
riculum and counseling program
activities.

13. Develop guidance program activi-
ties.

14. Assign counselor focus, activity,
anc time to program components.

15. Establish a master calendar for the
year.

16. Eliminate nonguidance and non-
counseling functions of coun-
selors.

17. Estabiish a guidance program
budget.

18. Submit a written plan for guidance
and counseling to local school
board.

19. Begin implementation of an
approved plan on the first day of
the school year following comple
tion of planning phase.

20. Evzluate the first year of imple-

mentation.
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Table 16.2. Major objectives in the planning phase.
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CHAPTER 7

Evaluating Comprehensive
School Guidance Programs

NORMAN C. GYSBERS

“Demonstrating accountability through the measured effectiveness
of the delivery of the guidance program and the performance of the guid-
ance staff helps ensure that students, parents, teachers, administrators,
and the general public will continue to benefit from quality comprehen-
sive guidance programs” (Gysbers & Henderson, 1994, p. 362).

Three types of evaluation are required for school districts to
achieve overall school guidance program accountability. The first type of
evaluation establishes that a district has a guidance program that is in
place and fully operational. 1t 's called program evaluation. The second
type of evaluation focuses on evaluating the personnel involved in the
program. It is called personnel evaluation. The third and last type
assesses the impact the program has on students, parents, teachers, the
school, and community. It is called results evaluation. This chapter dis-
cusses each type of evaluation beginning with program evaluation, fol-
lowed by personnel evaluation, and ending with results evaluation.

PROGRAM EVALUATION

Guidance program evaluation asks two questions. First, is there
a written guidance program in the school distrint? And second, is the dis-
trict’s guidance program actually being implemented in the buildings of
the district? Whether or not a written guidance program exists in the dis-
trict and whether or not any discrepancies exist between the wrilten
guidance program and the implemented guidance program become clear
as the program evaluation process unfolds.

To conduct program evaluation, the first step is to establish stan-
dards for the district’s guidance program. What are program standards?
They are acknowledged measures of comparison or the eriteria used to
make judgements about the adequacy of the size, nature, and structure of
the district’s guidance program. How many standards are required to
establish whether a district’s guidance program is in place and function-
ing? The general answer is that enough standards are required so that
judgements can be made to ensure that a complete comprehensive guid-
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ance program is actually in place and functioning to a high degree to fully
benefit all students, parents, teachers, the buildings of the district, and the
community.

Once a sufficient number of program standards have been writ-
ten to represent the total district guidance program, tl.e next step is to
write indicators for each standard. Enough indicators need to be written
for each standard to provide evaluators with the confidence that compo-
nents of the guidance program, represented by the standard, are in place
and functioning. The number of indicators per standard will vary
depending on the size and nature of the component of the guidance pro-
gram represented by the standard.

In Missouri, guidance program evaluation is conducted as a part
of its statewide accreditation process called the Missouri School
Improvement Program. All programs in every school district in the state
are evaluated every five years, including a district’s guidance program.
To see a copy of the full set of these standards and indicators for guidance
programs, refer to chapter 3 titled “Missouri Comprehensive Guidance:
A Model for Program Development, Implementation, and Evaluation” by
Marion Starr.

For purposes of illustration, I have selected one standard with its
indicators. The standard I selected represents the individual planning
component of the model. Note that the standard highlights student indi-
vidual planning; the indicators give specific details of what evaluators
should look for to see if student individual planning is in place and func-
tioning as it should within the district’s guidance program.

11.1B  Students are provided opportunities to develop, monitor,
and manage their educational and career plans through a structured, sys-
tematic individual planning system.

1. Activities and procedures provide a comprehensive program of
career awareness and exploratiorn in grades K-12.

2. Asystem for individual planning, which includes the necessary
forms and procedures and begins no later than eighth grade, provides
assistance to students, in collaboration with parents/guardians, to devel-
op educational and career plans, and includes assessment, advisement,
and identification of short- and long-range goals.

3. Educational/vacational information resources are readily
available to students.

To make judgements about guidance programs using standards,
evidence is required concerning whether the standards are being met.
The indicators describe the kind of evidence needed to make these judge-
ments. What evidence can be used to document that Standard 11.1B with
its three indicators has been achieved?
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Here are several examples:

¢ the guidance curriculum that provides students with career
awareness and exploration activities K-12 as documented by
district guidance program curriculum guides and teachers’ and
counselors’ lesson plans;
the yearly master planning calendar for the guidance program
and counselor weekly planning calendars that document time
devoted to guidance curriculum activities focusing on career
awareness and exploration activities;
the individual student planning system used by the district as
documented by examples of completed student planning docu-
ments (folders or portfolios on paper or disk);
the yearly master planning calendar for the guidance program
and counselor weekly planning calendars that document time
devoted to assisting students to develop and use their educa-
tional and career plans;
Educational/occupational information availability as docu-
mented by inspections of building guidance centers, displays of
materials in building media centers, and lists of educational/
occupational information resources that are being used in the
district. .

PERSONNEL EVALUATION

Personnel evaluation begins with the organizational structure
and activities of the district’s guidance program. A first step in personnel
evaluation is the development of job descriptions for the personnel
involved in the program. Job descriptions are derived directly from the
structure and activities of the district’s guidance program. When written
in this manner, job descriptions are tied directly-to the program responsi-
bilities that the personnel involved are expected to fulfill. Job descrip-
tions define the expected roles, responsibilities, and commitments of pro-
gram personnel and are the basis for personnel evaluation.

A detailed description for the process of personnel evaluation
beginning with the necessary supervision required is found in chapter 2
titted “Leadership and Supervision of School Counselors in
Comprehensive Guidance Programs” by Patricia Henderson, so addi-
tional information about this important kind of evaluation is not present-
ed in this chapter. Additional details can be found in Developing and
Muanaxing Your School Guidance Program by Gysbers and FHenderson
(1994).  For the most complete discussion of this topic, refer to School
Guidance Program Staff Leadership by Henderson and Gysbers (in press).

RESULTS EVALUATION




Once it has been established that a guidance program is in place
and functioning in a district through program evaluation, and the per-
sonnel of the program are being evaluated based on their job descriptions
using a districty * '~ performance-based system, the next step is results
evaluation. What is the focus of results evaluation? The answer to this
question is found in the guidance program of the district. If a district uses
the model for guidance programs described in chapter 1, the activities in
each program component become the focus of results evaluation.

How should results evaluation be conducted? One answer to
this question is to use the format presented in this chapter to conduct
results evaluation. It organizes guidance activities grouped by program
component, identifies the expected results, and lists the documentation
required to provide evidence of results attainment. This format was
adapted from one that was developed by Stan Maliszewski and the
school counselors of the Omaha Public Schools, Omaha, Nebraska.
(Please see chapter 12 for a presentation of the guidance program of the
Omaha Public Schools and how they use this type of format for results
evaluation.)

What follows are examples of results evaluation using the format
just described. Figure 17.1 presents the format with the program compo-
nents guidance curriculum and individual planning. Figure 17.2 presents
the format using responsive services while Figure 17.3 presents system
support.

In Figure 17.1, under guidance curriculum, you will note it lists
guidance units/activities. Then going across Figure 17.1, the expected
results of doing guidance units/activities are students who achieve guid-
ance competencies. And finally, the last column presents various ways of
documenting that students have achieved guidance competencies,
including using students’ self-reports. as well as using examples of, and
making judgements about something they wrote or something they said
or did. In the case of a schoolwide conflict-resolution program results
expectations might be a reduction in office referrals and suspension from
school. Documentation for these results would be the logs in principals’
offices that report office referrals or suspensions.

To assist counselors and teachers to assess the effects of guidance
curriculum units/activities in Missouri, two evaluation surveys were
developed, one for grades 6-9 and one for grades 9-12, The Missouri
Guidance Competency Evaluation Surveys were designed specifically to
assess the impact of guidance curriculum units/activities on student
attainment of guidance competencies. They provide pretest and posttest
measures of students’ self-reported confidence in their achievement of
competencies specified by the Missouri Comprehensive Guidance
Program. By providing this data, the data from the surveys assist local




PROGRAM COMPONENTS EXPECTED RESULTS DOCUMENTATION

Guidance Curriculum

Guidance Units/Activities Guidance Competencies Missouri Guidance
Altarned Competency Evaluation
Survey Results - Pre/Post

Guidance Compelencies Student Guidance
Attained Competency Post Checklist
Verified by Counselor or
Teacher
Conflict Resolution Program
Guidance Competencies Counselor/Teacher
Altained Administered Post Evaluation

Test Results

Office Logs

Individual Planning Student Education/Career Student Education/Career
Student Education/Career | Plans Completed and Used | Plans Verified as complete by
Planning Counselor or Teacher

Figure 17.1. Missourt Comprehensive Guidance Program Guidance Curriculum and
Individual Planning Results Evaluation Examples.

districts to improve the effectiveness of guidance curriculum units/activities.

Before beginning a guidance prograin unit/activity, school coun-
selors ensure that all students complete a pretest survey. Group admin-
istration of the surveys takes approximately 20-25 minutes. Students not
present for the pretest or the guidance curriculum unit/activity lo not
take a posttest survey. Posttest surveys are given as soon as possible after
the guidance curriculum unit/activity is completed (usually within a
week). The time between pretesting and posttesting should not be greater
than three months. The surveys, so administered, are designed to show
change in students’ confidence in their mastery of guidance competen-
cies. They are not intended to be given at the beginning of the year and

ol then again at the end of the year to all students. Administration and inter-
‘: pretation of surveys are linked to specific guidance curriculum
T units/activities.
C After students complete the posttest surveys, counselors mail
.o both pretests and posttests to the Assessment Resource Center (ARC) at
e
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the University of Missouri-Columbia. ARC scans the forms, analyzes thie
data, and returns a one-page data summary to the school counselors. The
summary contains group scores only; it does not report individual stu-
dent scores. ARC report forms are kept by school counselors as one type
of documentation of the results guidance units/activities in the guidance
curriculum component of the overall school guidance program. (For
more information about the development of the surveys please see
Developing guidance competency self-efficacy scales for high school and middle
school students (Lapan, R.T,, Gysbers, N.C., Multen, K.D., & Pike, G.R,,
1997).

Note that individual planning is also listed in Figure 17.1. If stu-
dent planning forms and procedures are in place and being used as a part
of a district guidance program, how could results valuation be con-
ducted? Omne way is to count the number of plans students have devel-
oped and are using, the goal being 100% of all students in the district hav-
ing and using an educational and occupational plan. An inspection of

PROGRAM COMPONENTS EXPECTED RESULTS DOCUMENTATION

Responsive Services

Small Group Counseling Impraved Personal Small Group Counseling
Social Skills Satistactton
Ssuney Resubts

Cases Studhes

Apgression Replacement Reducon i Number of e Logs
Training Oifice Referrals and
Suspensions

Counscling Student Goals Achieved Counschimg Dyvaluation
Form Resulis
Case Studies
Feterral
Satistac non with Rederrals Reterral Saustachon
foann Resulis
Conspltation
Satrbiactton with Parent Cansaltanon
Consullanon v atuanon Form R aalts

Vo b Coy ghoaian

I ado oo Foam Re ool

Frgure 17 2 Missoun comprehensive gurdanc e program aeaponsive senaces resulis
cvaluation examples.
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samples of student plans could be conducted to verify actual use. The
plans developed by students serve as documentation.

Figure 17.2 presents the responsive services component. Note
that the same format used in Figure 17.1 is used here. A variety of possi-
bilities exist for results evaluation of the responsive services component.
If small group counseling sessions are being conducted, a case study
could be conducted on one of the students involved. The same would be
true in individual counseling. A case study of one of the individual coun-
seling cases could be conducted. For referral and consultation, a short
questionnaire/survey asking a sample of students, parents, and teachers
involved about the usefulness of and satisfaction with referral /consulta-
tion could be completed. Survey results as to the usefulness/helpfulness
of counseling, consultation, and referral can then be assembled in report
form as documentation.

The system support component is shown in Figure 17.3. If coun-
selors provide faculty development workshops, the expected result
woula be faculty satisfaction with the workshops. Documentation would
be the results of workshop evaluation forms completed by teachers.
Work on counselor recertification including taking courses and attending
workshops and conferences is an important part of school counselors’
time commitments in the system support component. Documentation
would be the renewal certificates school counselors receive upon com-
pletion of the recertification process. A final example of results evaluation
in the system support component is the use of guidance program
use /satisfaction surveys. These surveys entail asking students, teachers,
and parents about the extent to which they used the program and how

PROGRAM COMPONENTS EXPECTED RESULTS l DOCUMENTATION

System Support !

Fai ulty Development ' Satisfaction with } Faculty Evaluation
Faculty Development Form Results

Professional Development Recertitication Renewal Certificate Form
i
; ]
Guidance Program Student, Teacher, and UserSatisfaction
Use Satisfachion | Parent Satisfaction with | Survey Results
! the Program

Figure 17.3. Missount comprehensive guidance program system support results
evaluation examples,




COMPONENT LEVEL WHAT/HOW/WHO WHEN
COMPLETED

Guidance Curriculum K-6
6-9
9-12

Individual Planning 6-9
9-12

Responsive Services K-6

6-9 ,
9-12 1

System Support K-6
6-9
9-12

Figure 17.4. Annual results evaluation plan.

satisfied they were with the program. The survey results serve as docu-
mentation.

RESULTS EVALUATION PLAN

As you have just seen, there are a variety of places in the program and a
number of ways to collect results evaluation data. The goal is to o results
evaluation on a systematic basis, collecting data about the impact of the
district guidance program on students, parents, teachers, and the com-
munity. To do this, a yearly plan is needed. Figure 17.4 provides a pos-
sible format for a local yearly district plan to organize and collect results
evaluation data.

As a results evaluation plan is established for the district, remem-
ber that only one or two activities from each of the program components
are chosen for evaluation per year. Often a sample from the group to be
evaluated can be drawn and used rather than trying to evaluate the entire
group. Remember too that a major goal of results evaluation is to
improve the activities and services provided to students, parents, teach-
ers, the school, and the community. The data collected as a part of results
evaluation provide feedback about how to improve the activities and ser-
vices of a district’s guidance program.

SOME FINAL POINTS

While program, personnel, and results evaluation are of primary
concern of personnel at the district level, they also are of concern for edu-




:ational leaders in the state and federal government, as well as for the
leadership of professional counselor associations at the state and nation-
al levels. Leaders at all levels from various organizations must work
together to develop effective and efficient instruments and procedures to
conduct overall evaluation of school guidance programs. In addition,
statewide and national studies need to be conducted to learn more about
the impact of implemented guidance programs on students, parents,
teachers, the school, and the community. An example of this kind of
study was conducted in Missouri by Lapan, Gysbers, and Sun (1997).
The abstract that follows provides a summary of the study and its find-
ings:

Relationships between the statewide implementations of

comprehensive guidance programs and the school experi-

ences of high school students were explored. Data from

22,964 students, attending 236 Missouri high schools, were

analyzed using hierarchical linear modeling. Schools with

more fully implemented model guidance programs had stu-

dents who were more likely to report that they had earned

higher grades, that their education was better preparing

them for their future, that their school made more career and

college information available to them, and that their school

had a more positive climate. Positive program effects were

found after removing differences due to school enroliment

size, socioeconomic status, and percentage of minority stu-

dents in attendance. Results highlight the important roles

school counselors play in promoting the central educational

goals of their schools and support a comprehensive guid-

ance program focus for university counselor education fac-
ulty who train school counselors.




sy

REFERENCES

Gysbers, N.C. & Henderson, P. (1994). Developing and managing your
guidance program. Alexandria VA: American Counseling
Association.

Henderson, I. & Gysbers, N.C. (in press) School guidance progran: staff
leadsrship. Alexandria VA: American Counseling Association.

Lapan, R.T.,, Gysbers, N.C,, Multon, K.D., & Pike, G.R. (1997).
Developing guidance competency self-efficacy scales for high
school and middle school students. Measurement and
Evaluation in Counseling and Development, 30 (1), 4-16.

Lapan, R.T,, Gysbers, N.C., & Sun, Y. (1997). The impact of more fully
implemented guidance programs on the school experiences of
high school students: A statewide evaluation study. Journal of
Cotinseling and Development, 75, (4), 292-302.

292



LS Ak 7 Y el

.
41
4
¥
3
o
- r
S

Lo S,

Developing and Implementing
Comprehensive Scheol
Guidance Programs: Some Key
Points to Remember

" NORMAN C. GYSBERS”

This book, through its presentations of 14 state and local school dis-
trict guidance programs, provides concrete examples of comprehensive
school guidance programs at work. Comprehensive guidance programs in
large, medium-sized, and small districts are described in detail. As a resuit,
this book is a source of ideas, resources, procedures, and inspiration to
assist state and local guidance and administrative personnel to remode}
and revitalize guidance in their schools. My intent in these next few final
pages is to summarize and highlight key points that the contributors to this
book identified as central to the development and full implementation of
guidance programs in the schools.

POSITION TO PROGRAM

The change from position to program as the basic organizer for
guidance in the schools represents a major paradigm shift for school
counselors and administrators. The traditional organizer, the counselor-
clinical-services model, featured the concept of position with specific
attention to the role of the school counselor. The new organizer, the pro-
gram concept as described in this book, emphasizes the work of school
counselors in comprehensive guidance programs, features four program
components and the guidance activities that are involved in each, and
uses the program components to organize and allocate school counselor
time to ensure a 100% program to fully serve all students in a district.

PROGRAM AXICMS
The change from position to program as the basic organizer for
guidance in the schools requires a clear understanding of the five basic
axionis upon which rests the program concept for guidance:




First, guidance is a program. As a program, it has characteristics
similar to cther programs in education: (a) student competencies in such
areas as self-knowledge and interpersonal relations, decision making and
planning, and knowledge of life roles, life settings, and life events; (b)
activities and processes to assist students to achieve competencies; (c)
professionally certified personnel; (d) materials and resources.

Second, guidance programs are developmental and comprehen-
sive. They are developmental in that guidance activities are organized
sequentially K-12 and are conducted on a regular basis to assist all stu-
dents to achieve guidance competencies. Guidance programs are com-
prehensive in that a full range of activities and services are provided,
including assessment, information, counseling, consultation, referral,
placement, follow-up, and follow-through.

Third, guidance proziams focus on students attaining competen-
cies. For many, the major focus of guidance programs remains the prob-
lems students have and the obstacles they face. While this emphasis will
always be important, it is not the dominant emphasis. Too often attention
focuses on what is wrong with students, not what is right. Obviously, stu-
dent problems and the obstacles they face need to be identified and reme-
diated, but they should not overshadow the existing or potential compe-
tencies of students. A major emphasis in guidance programs is helping
students identify the competencies they already have and assisting them
to develop new ones.

Fourth, guidance programs are built on a team approach. A com-
prehensive program of guidance is based on the assumption that all staff
have guidance responsibilities, rather than the assumption that school
counselors have all the responsibility for guidance. At the same time, it
should be understood that professionally certified counselors are central
to the program. They provide direct services to students, as well as work-
ing in consultative and collaborative relationships with other educators.

Fifth, guidance programs mandate articulation. A basic assump-
tion underlying comprehensive guidance programs is that there are effec-
tive linkages among all grade levels, K-12. This means that there is pro-
gram continuity, that activities begun in elementary school are continued,
as appropriate, in the next grade levels. This means that the school coun-
selors meet on a regular basis and work together to manage and further
develop the school district’s comprehensive guidance program.

PERSEVERANCE

The change from position to program requires perseverance. The
writers of the chapters of this book have documented the importance of
perseverance as a quality required of school counselors and administra-
tors who are involved in the paradigm shift from position to program.
Why perseverance? Because definitions of perseverance include such
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words as “steadfastness,” “remaining constant in the face of obstacles or
discouragement,” “having continuing strength or patience in dealing
with difficulty,” and “adherence to a goal in face of opposition.” Why
perseverance? Because to accomplish the transition from position to pro-
gram requires time—approximately three years or more in most school
districts. Why perseverance? Because those who want to change must
overcome the inertia of others and the resistance of those who want to
maintain the status quo.

LEADERSHIP

Remodeling and revitalizing guidance programs in the schools,
requires professional guidance leadership at the highest levels in state
and local education agencies. Successful leaders must have, and main-
tain, the vision needed to help the guidance program succeed in its mis-
sion. Successful leaders must uphold the basic principles of the profes-
sion, must keep in touch with staff and those the program serves, and
they must be able to manage change. Successful leaders must select good
staff members and trust them to carry out their roles, and they must help
them if they do not. Without leadership, guidance is often forgotten and,
therefore, lacks continuity and consistency in its activities and services.

A STRONG MESSAGE

A comprehensive guidance program, by definition, leads to guid-
ance activities for all students. It de-emphasizes administrative and cler-
ical tasks, one-to-one counseling only, and limited accountability. It is
proactive rather than reactive. For school counselors, there is a guidance
program to implement; therefore, they are busy and unavailable for unre-
lated administrative and clerical duties. School counselors are expected
to provide personal and crisis counseling, as well as provide structured
guidance activities for all students.

Being involved in improving a guidance program may seem
overwhelming, but the rewards are substantial. More pride in being a
school counselor is evident. More support for guidance is generated
because guidance is no longer seen as an ancillary support service. And
perhaps most important—students, parents, teachers, administrators,
and the community are served more effectively. These are the strong mes-
sages sent by school counselors and administrators who are using the
comprehensive guidance program approach in their schools.
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Cutidren at the Cenier Implemenitnyg tie Mt e
Clessroont

Implementing the Mudtiage Classioonm (D
Reading Literacy
Teasung Luerature by Women Autnony

Workplace Literacy {ts Role in High Performange
Oreunizattens (DY

Wriitng dcross the Social Suedies Curricutum
School-to-Work Traunsition

School-to-W ork Transition

SCANS and the New Vocautronalism (D)

Cammumty Colleges as Faciliators of
Sc hool-to-Work (D)
Caumeline Emplosment-Bound Youth
Technulogy
An Educator’ s Guide to Electrone Neiworkny
Creanne Vurtual Communitics
Electrome Portfolios A New Ldea in Asvesvment 1D)

tnfiesing Technologs Into Presenvice Teadher
Fuucannon 1Dy
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Violence Prevention Contlict Resolution
Prepariy Teackers for Contla t Reselasi v e tin
Scimol Dy

Schtaoi Viedeme Prevention tih

Tie ERIC Revien . afree journal produced by ACCESS
ERIC. reports crineal trends and issues i education ay
well us new ERIC system developments, Copres are
stll av ailable of recent insues containing articles

and resources on schoal-to-work rransitton and
wwiusne sehoals. To subsenbe. call ACCESS ERIC

at |-SUO-LET-ERIC.

Reterence and Referral Services

ERIC offers free reference and retermal semices o the
pubhic through ity network of cleannghouses, ACCESS
ERIC. and electronic quesuon-answering services,
StatT are wailable o provide ERIC publicanions,

answer guestions about ERIC, tovate hard-o-1ind Jocu-
ments, and fTEF vou o Other approprste ieanaiion
sources. 1o bestto call an ERIC Cley Ouse 1Ay
have subjgect-specitic questions. (See ERIC Directons on
paze EXy Youcan call ACCESS FRIC e Lo~ LET -
ERIC) tor help i using the ERIC system or tor the
Latest informanon on gleciroms sen wes

The ERIC Database

At the heart of ERIC 1n the lurgest educanion datahase 1n
the world—containing more than QULH00 bibingraphie
records of jourmndl articles, research reporis, cumculum
and teaching guides. conference papers. and books.
Eech year approvimately 20000 new recands wre added.
The ERIC database 15 avaulable in many formats, includ-
ma paper copy . CD-ROM. and enhine. and athundreds
of locations

ERIC Digests

Each year ERIC Clearinghouses produce more than 200 ERIC Digesiz. These popular two-page
research syntheses—now numbenng more than 1.500—provide brief overviews of current education
issues. Digest topics are determined largely by the questuons most frequently asked of the (6 subject-
specific ERIC Clearinghouses. Digests are often presented 1n questuon-answer format and alway s

include additional rexources for more information.
You can get copies of ERIC Digests:

w On CD-ROM versions of the ERIC database.

& From the ERIC Document Reproduction Service or any
library that has the ERIC microfiche collection.

ERICDIGEST

® On several Intemet sites, including the Department of
Education’s site:

Web: hitpi//wivw.ed.gov/databases/ER{C_Digestsandex/

Gopher: gopher.ed.gov

—> Educational Research. Improvement, and Staustics.. /

—> Educational Resources Information Center (ERIC)/

—> Seurch the ERIC Digests/




The ERIC Database: Search Tips

Wherever you choose [o run a computer search ot the
ERIC database. the result of the search on s our topic
will be 4 standurdized annotated bibtiography. joumnals
are indicated by EJ and dJocuments by ED. To znsure
that your search meets your nze's keep these imporiant
tips 1n mnd:

Decide Where To Search ERIC

You can search the ERIC database at hundreds of Librar-
ies around the world. Many of these hibranies ofter ERIC
via online search vendors or CD-ROMs. somie institu-
tions purchase tapes of the database and make 1t avl-
able on their online public access catalogs. Several
organizations atiow public access w the database via the
Internet. Although Intemet access 1» appealing, heepin
mind that these sites currently do not otTer the Thesan-
rus of ERIC Deseniprory and none contarn the enure
database dating from 1966. (For 4 hist of public Intemet
access points to the ERIC database and step-dy -atep
login instructions, send an e-mail inessage

ercdb@ aspensys.com ) For help locating the best place
for you to search ERIC, call 1-800-LET-ERIC

Use the Thesaurus of ERIC Descriptors
Every one of the more than 900,000 abstracts of arte
and documents in the ERIC database has been given
wbject indexing terms called descriptors. Betore sou
run an ERIC scarch, take a few nunutes to find the
ERIC descriptors that best capture » our topie

For example, articles and documents about the deselop-
ment of children’s social shills would be indeved under
the descnptor interpersonal competence. The ERIC
descriptor tor children at rish 1s af risk persons. When
vou seuarch for informa-
tion about high school
students, you can use
the descriptor fiigh
school students, but
you would mss 4 lot of
materal it you did not
also use the deseriptor
secondary education.

Locaziuns that offer
ERIC searches should
have reference copies ot the Thesaterus of

ERIC Descriprors. Some search systems abw allow sou
to access the Thesunrns while running vour search.

o
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Plan Your Search Strategy
To ptan vour ERIC wearch, toltow these stepy’

1 W ope the (P 1R sour own words
Divide the search into major concepts

3 Use the Thesauris of ERIC Deser:prors o lovate the
subgect descriptors tor ¢ach concept of the topie

Although the hind of software used to search ERIC
depends upon the syatem used, all searching 1» based on
Boolean logic: the computer creates sets of infonnanion
baszd on the was vou tell 1t to combine subject terms

For evample, o find out about teachers” attitudes toward
mulnage groupiay of primary age students, s ou could
use the Thesuuris to 1ind these subject descniptors

teacher atritudes
mixed age grouping
primuary education

You want to 1ind records that are indeved under alf!
three of these concepts: teacher attitudes AND mixed
age grouping AND primary education. The duagram
telow lustrates that the AND commuand tells the com-
ruter to find the intersection of these trge concept seis

/ ~a23age \
3eupcg

It mere mbtogmanoen on this opic s necded, use the
Thesatru: to locate additienal refes aat deseriptars and
add them to sear coneept sets by using the OR operator,

If you need help planning your search strategy,
call the ERIC Cleannghouse that covers your
topic (see the ERIC hrectory on page E8).




Whea the OR commund 15 used. documents and amicles
wideved with ether descnipror are searched and com-
bined in g set.

mized age
Qrouping
OR
nongraded
nsirsctional group.ng
OR

i 1eacrar

( atrudes

muhgraded
classrooms

onmary educaton
OR
€asly ch.lghoog educat:on
[oL:]

eemgniary sdularon

A

You can use the blank ERIC Search Worksheet below 1o
plan your next ERIC seurch.

e ——

Search Strategy: WhatTo Do ...
If you get way too much, you can limit your
search by:

Specifying publication type (for example. re-
search or program descriptions)}—this is also
calied document rype.

Narrowing dates of publication—for example.
request only those published in the past 2 years.

Limiting to major descriptors—most search
systems allow you to target descriptors that cap-
ture the main focus of the document.

If you get way too little, you can expand your
search by:

Adding more descriptors for each concept—Ilook
at the records retrieved in your search for addi-
tional relevant indexing terms.

Calling an ERIC Clearinghouse for advice—
clearinghouse staff process and index the articles
and documents and can often help you find what
you're looking for.

Topic:

Concepts and Descripiors:

CONCEPT 1 <’\'@

Additional Search Restrictions:

e t oD

CONCEPT 2

ERIC Search Worksheet

//\\
CAND)
\\ . i

CONCEPT 3

far pxarieple document types educational leve' age F7oue publenton ga'es.

B
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ERIC on the 'Net

ERIC strives 10 prowide zasy and artordable access to

edusation resources tor adiveese, global sudience The
Intemet has been andedl sehicle tor evpanding ERICS
atalabdiny o buse studensy, parenis, and prowessicnats,

E-mail

I£ 300 have an e-miani socount. sou can use o commu-
nicate with ERIC Clearmgnouses, order ERIC docu-
ments trom the ERIC Document
Reproduction Seniee tEDR S, or

send A guestion o the awasd-waining /
ASRVERIC queston-ansaerny;

service 1See the ERIC Directory

an page ES tore mal addresses »

Wortd Wide Web

The tiest ERIC site appeared on the Intemet in 1992
swhen the ERIU Clearinghouse on Information & Tech-
nulogy intreduced ASKERIC—an electronie queston.
arsenng sers-oeand crtual libraes . Today there are
0 ERIC Wi ld Wide Web sites. alt hinked by one
sytermwade site run by ACCLSS ERIC chup

MWW RPEINY S Comengd

Lsers now tra g0 ERIC Intemet sites mere than
St Ot} reses e I ae k0 access 1esoutees. meluding

u Hundred. ol lesson phing
m A cadendar of education-telated conlerences

o Fall st parest e onds srom avaneny ol
arambron.

® A e docator database

®m Excerpts from ERIC Cleannehouse publications

ASKERIC provides cducanion mformation through a
personalized gquesbon-ansaerimg service viae-niail
Ity ou have a gquestion about education or pareniiny.

sadan el message oo Lers

et edu
Wathin s hours voull recerve a response that ma-
nclude the fall texc ot an ERIC Digest, a hat of
relevant pumal articles and dacuments from the
FRIC datahase, or the nanes of Listserss and Web
Costes related o sour tope !

Sample ERIC internet Tours

The qualuy of the ERIC Internet sites s indicated by
the leve! of usage a5 well as the 23 swads they have
recetsed. Here are some quick sample tours of ERIC on
the Internet:

A reading teacher might use ERIC o the "Net by
starting wath the ERIC Ciearinghouse on Rewding,
English, and Commumcation chttp./iw ww . indiana edu,’
~erie_rec) where he would find exemplary fesson plans,
anvaline magazine tor parenis and therr childrer. and
an v itaton to join READPRO. an electrome discus-
Mo group for protessionals.

A school principal could use the ERIC Cleaninghouse
on Educational Management chitp sidarkwang. uoregon
adu/~ericeem/hone.htmiy to find the full text of briet
ERIC Digests on work teams, block scheduling. and
leadership. Before deciding whether to subscoibe to the
KEZADMIN Intseny, she could brow se through recent
messages posted to that listsers using the ASVERIC
Intserv archives thup /fericitsy r edu, Virtual/: ~elect
Educatn Listserv Archive) I she's looking tor alter-
natrves to tracking and abilty grouping. the Urban
Educaiion site oiters a tubliography thup:iene-
web.ie columbea edu),

A schoul board member prepanng for a4 meet
improsmg student access to technologs would be aner-
exted o the text of an ER/C Review isvue on K=12
networking (hitp./iw w s aspensy s.eomvderics ter: select
Ihe ERIC Review K-12 Computer Networking), Or
the board meraber could order a cupy of u recent publi-
canon fror the ERIC Clearmghouse on Information &
Technaology chttp-Zericirsy redusithomes

it

z‘gmalma

Specializing in educational N . d J
wchoelogy and Karary. Do '
e s Wherels dducations™~""

technology hesded? - |

" Click “Publicalions® button -«
for more information. !

A gruduate student in carly childhood education
could run ua search of the ERIC dutabase on the project
approach and order the most reles ant documents tuom
the ERIC Dovurnent Reproducton Service chitp o
cdrs conn

‘ST COPY AVAILABL




A parent could chech the Natonai Parent [atormation
Network thitp. encps.ed.uiue edu/npin npinhome himb
for monghly parest nes s itens (uch as tps on how w
help your children behave 1o the grocesy storer as wel
asarticles o dssessment, the ertects of video zames,
and parent incoly ement  schools.

To conduct your own our ot ERIC on the [nemet.
start wigh the ERIC sy stemwade stte chup-”
wwwspensys com et The section called “Links o
Al ERIC Siees™ includes hinks ta bt ERIC -spunsored
Web gird Gopher sttes and aov s vouie send e-mail 0
ERIC Clearinzhouse

Coming Soon! ERIC Documents in
Electronic Format

Soon Internet users will be able o obtam electrome tu'i
teat copies of ERIC documents, idenntied by ED and o
publication number, trom the EDRS sue thup &

edrs comy, EDRS 1 scanning most dacuments entered
o the databuase since Januany 1996, Documents that
were entered 0 the database prion 1o
1986 will be seanned and
become part ot
the elecironie
cvollection as

Custs ers onder
them

Other Frequently Asked
Questions About ERIC

Huw casn you submit publications to ERIC?

It you have reveatdy authored a research report program
deseription of evalustion, hitcralure review, eachieyg
yude. conterence paper. of other education-refated
work. you cdn dahe it pemutnentis available and acces-
wible to others through ERIC. Send one legible printed
copy 10 the ERIC Cleannghouse that covers saur topie
ar 1o the ERIC Processung and Referznee Faviliy . (See
addresses on page Ex

VW here can you get ERIC training materials?
: [1 you're a teacher educator or can give 2 workshop or
't presentation (o help spraad the word about ERIC. you
can recen e addional matenials for free from ACCESS
ERIC. Call ACCESS ERIC at | -80-LET-ERIC und
ask about tramsparency masters, posters. bookmarks,
aad other handouts for iruming,

How can you get copies of documents and articles that
are in the ERIC database?
Materials i the ERIC database with an ERIC document
nuraber (ED tollowed by sinvdigitsy can be found in
more than Y08 Librasies that have ERIC mucrotiche
collections qeall 1-SN0-LET-ERIC for the location
nearest vorur You can abso purchase nucrotiche or paper
oocopies trom EDRS Fay and express mail senace ure
ottered, and you can use the EDRS Web site chup /¢
edrs vom) o arder online

Records with an ERIC joarnal aumber (BJ followed

by v digits s e journal artickes that can be tound in
hbrary perrodical collections, through interlibrany loan.
or from articie reprmt seryices such as UM InfoSiore
L1800 2R cu3et or the Institure Tor Screnuiic
Intermanion (1-800-323- 1830,

If you enjoy communicating via ¢-mail and want to be part of an ongoing discussion on a topic of interest
to you. consider Joining one or more ERIC-sponsored listservs. To subscribe to a listserv, send a message
to" hstserv@ [address]. Leave the subject line blank. In the body of the message, type: subscnbe

flistservname firstname lastname]. More than 27 listservs are currently managed by ERIC Clearinghouses,
including:

ECENET-L@ postoffice.ceo.uuc.edu
Early childhood education

[ K12ADMING@ listserv.syr.edu

Elementary and secondary school administration
LM_NETG@ lsstserv.syr edu

. School library and media services
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About ERIC and ERIC/CASS

€RIC/CASS (originally ERIVCAPS) was one of the original
Clearinghouses which formed the €ducational Resources
Information Center (€RIC) in 1966. €RIC has since grown to be
the world's largest educational data base with nearly one
million entrees.

The €RIC system has as its mission to improve American
education by increasing and facilitating the use of educational
research and information on practice in the activities of
learning, teaching, educational decision-making, and research,
wherever and whenever these activities take place.

€RIC is made up of sixteen separate Clearinghouses, each
of which has @ specific focus. The €RIC Counseling & Student
Services Clearinghouse (€RICCASS) has its major foci serving
the needs and interests of care givers and helping specialists
such as counselors, therapists, career specialists, etc., at all
ages and educational levels and in all settings—school,
college, government, business and private practice.

Our basic goal has been to improve decision making
through increased access to information. More importantly, we
strive through the many resources and services we offer, to
empouwer our users to more fully realize their goals and —
yes—their dreams as well!




ERIC Counseling and Student Services Clearinghouse

What ts ERIC/CASS?

Located around the country. ERIC Cleannghouses are responsible for acquinng. processing, and disseminating
infonmanen about a particuiar aspect or subject arza of educanon. such as the ERIC Counseling ané Student
Senvices aeannghouse (ERIC/CASS. formerly ERIC Counseiing and Personnet Services, ERIC/C APS) at the
University of North Carolina at Greenshoro

The ERIC Counseling and Student Senvices Clearinghouse (ERIC/CASS) was one of the onginal cleannghouses
established 1n 1966 by Dr. Garry R. Walz at the University of Michigan and has been in continuous operation
since that date lts scope area includes school counseling, scnool soctal work. schoo! psychology. mental
health counseling. marmage and family counseling, career counseling, and student development, as well as
parent, student. and teacher education in the human services area. Topics covered by ERIC/CASS include: the
teaming, supervision. and continuing professional development of counseline” student services, student
Jevelopment, and human services professionals, counseling theories, methods. and practices; the roles of
counselors, soctal workers, and psy chologists in all educational settings at all educational levels; career planning
and deselopment: self-esteem and self-efticacy. marrage and fannly counseling: and mental health services to
special paputatons such as substance abusers, pre znant teenagers, students at risk, public offenders. etc.

Whatr can ERIC/CASS do for me?
I We can help sou find the informanon you nesd
Whether we help you to use the print indexes. (RIE and CUE), an on-line search service, or
FRIC on CD-ROM. our experuse in retneving information related to counseling and human
services can help you locate a wealth of matenal related to your particular area of interest. You
can learm more about ERIC/CASS services be telephoning CASS for further informauon

2 We can provide you with high qualuy, low.cost resources.
Ranging trom two-page information digests to in-depth moragraphs and books of readings,
ERIC/CASS publications have proved to be highly valuakle resources that vou can use for
s our own personal or professional development. CASS video has proved to be extremely well-
reven ed because of ity focus on topics of high interest. (s “realist”™ Masor, and its Jow cost

Now do [ contuct ERIC/CASS?

Addresy ERIC Counseling and Student Secvices Cleannghouse
School of Education
University of North Carolina at Greensboro
Greensboro, NC 2741 2-500)

Phene (9191 7344114 Fax (919)333-4116
Website, hitp //ww wuncy edu/~enccas?

FRIC CASS exints to serve anyone who has aoneed 1o access information related to counseling and student
services We are funded by the US. Depanmieni ot Education’s Office of Educational Rescarch nd Improvement
and the School of Education of the University of North Carolina at Greensboro. We encourage you to contact
us with vour quesunns and concerns Our goal u to provide professional service and quality information to all
users

51 COPY AVAILABLE
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ERIC/CASS
Website

University of
North Carolina at
Greensboro
; School of Education
. 201 Ferguson Building UNCG
Greensboro, NC 27412

b e T 1 http://www.uncg.edu/~ericcas?

One of the best sources of educational information is ERIC—the Educaticnal
Resources Information Cernter. An appropriate first step in gaining access to
ERIC is to locate the ERIC/CASS Website and through it identify a multitude
of educational resources. Numerous “hotlinks™ to other databases and websites
can also be reached through the ERIC/CASS Website.

Through ERIC/CASS, the U.S. Department of Education’s extensive
educational resources can be accessed as wetl as special services of the ERIC
system (ASkERIC, Access ERIC and other ERIC Clearinghouses). Among the
specific resources available on the ERIC/CASS Website are:

» Search capability of the ERIC database through the U S.
Department of Education

+ Information on forthcoming ERIC/CASS Listservs

» Full text ERIC/CASS Digests

» Information on forthcoming conferences and workshops

+» Shopping mall of pubiications and resources

For more information on ERIC/CASS. call (910) 334-4114,
FAX (910) 334-4'16, ¢-mail: criccas@hamlet.uncg.edu, or access the
ERIC/CASS Homepage at:

http://www.uncg.edv/~ericcas2




Counseling and Student Services

University of North Carolina at Greensboro, Schoo! of Education
LE 201 Ferguson. Greensboro. NC 27412-5001

<mm‘nuc“"3.-6";!:? (B00) 414-9769 ¢ (910) 334-4114 ¢ Fax: (910) 334-4116

E-mail: ericcas2@dewey.uncg.edu ¢ Web: huep://www.uncg.edui~ericcas2

ERIC Clearinghouse

( It all started here in 1966 ac
the Unversity of Michigan

Web Site

by s ot and v e S
DF Gkt o and now in

the School of
Education,
University of ,
North Carolina
aL Greensboro ¥

-

One of the mar:]
. awards received by
the Clearinghouse
and staff

et e
Sul e e
A e~

@ Improving Decision Making Through Increased Access to Information ¢
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NETWORK WITH ERIC/CASS!

On 2 reguiar basts ERIC/CASS disseminates information about important topics to memben of special
‘nterest and professional focus networks. Among the items distributed are new slesters. announcements af
new products and resources. ERIC Digests. new releases, workshop and conference information, and updates
on new developments in ERIC and information technology If you are interested 1n becoming an ERIC
CASS Networker, please complete this form.

Name
Preferted Tule: D Me. D Mes 3 Ms I Dr

Address

Ciy — —_ State: Zip. —

Phone Numbers.
Home Office: FAX.

fntemet Address

Posuion Level/Setting.

_Counselor/Therapist _ Elementary School _ Community Agency

_School Psycholegist _ Middle/Junior High School _ Govemment Agency

_Social Worker _ High School _ Professional Association
_Counselor Educator _ K-12/Dustrict Office _ Pavate Practice

_School Psych Educator _ Intermediate School Dist. _Other ____ e
_Social Work Educator _ Junior/fCommunity College

_Admunistrator _ College/University

_Student

_Other

Muayor Interests

| .. .2 el . 3

Mai To
ERIC/CASS NETWORKER
School of Education
201 Ferguson Building
University of North Carolina at Greensboro
Greensboro, NC 27412-5001

FAX (910) 334-4116
g
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A Visit to a
Comprehensive
Guidance

Program
That Works

Northside
Independent
School District

San Antonio, Texas

A detailed description of how a comprehensive school
guidance program was implemented in an actual operating
school setting. This volume addresses the issues and
concerns of administrators and practitioners who make a
program work.

1996 140 pages $17.50
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Available Fall 19971

School
Counseling

New
Perspectives
& Practices

€dited by
Jackie Allen

in over thirty succinct and hard-hitting arti-les by school
counseling experts, this monograph provides information on
compellirg new perspectives on school counseling and
practices for implementing the new perspectives. It is a
treasure chest of exciting new Ideas and useable practices
and resources. It can be highiy useful ko both experienced
and new counselors. Helpful strategies for accessing
information sources and implementing new resources are
also provided.

1997 320 pages $15.00




“A must resource for counselors in training and counselors
on the ‘firing line’.”

CULTULAL
AND DIVERSITY
ISSUES IN

COUNSELING

€dited by Paul B. Pederson and Don C. locke
Introduction by Courtland C. Lee

A publication that fills o special neecd—that of assisting
counselors to develop thelr own approach to multicultural
counseling based on a clear understanding of the issues,
the needs, and special interventions appropriate to
different subcultures.

The first part of the book is an examination of specific
athnographic cultures, including several chapters on cultural
groups not usually discussed.

The second part of the boo’ demographic status and
affiliation cultures, gives credence to a broad definition of
culture ond the idea that all counseling relotionships are
cross-cultural in nature. Numerous usable and inventive
strategies are provided!

1996 159 pages $19.95




'_.Thls eaoerly awalted t()tally new Second edmon of.‘ \'
_ C()mprehenslve Guidance Programs. That Work:1l is
'_-unusual in the amount and quality of mformatlon it
= provides ‘Oa comprehenswe school Otudance !
- programs. One of its great assets is that it effectlvely
_"\'-Combmes’materlal on . the: comprohenswe ‘school .
“guidance’ program, model by Gysbers and Henderson_
”.wnlh firsthand - accounts by persons 22who make_...-;
","lhem work' S S

'_:Among the monooraph S specml featurc% . _
e An updated detmled descnpllon ()f a modeI'_
(omprehenswe Omdance program . - Ea
o A speual secllon on leadershlp and supervuslon_f-
_ Ten hwhly mformatlve angd - prqcllcal chaptersi
C on ~successfully operatmg comprehenswe' '.
= school s;mdance programs. R Lo
] _Four chapters on: comprehensnve o.u,idalj'cé_-
= progmm models. at. the state. level T
Soe Anews: chapter on; evaluatm comprehenswe
‘_.school g,ludance programs - aE D
CA specual chapter devoted to developmg and
lmplementm,g comprehenswe programs .
A’ section .devoled . 1o resources- for use in®
comprehenswe gtudance programs IR
_".'.,-'"-'.Seldom has a book provrded SO much usefn\ and
-_‘practlcalrmfonmallon for dcvelopmg exemplary
'_comprehenswe gundmce progmms‘

Y




