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PREFACE

Myriad societal changes have created significant aca-
demic, career, and personal/social developmental chal-
lenges for today’s students. A short list of these challenges
includes high academic standards; suicide; substance
abuse; technological changes recasting future labor-force
needs; violence in schools, homes, and communities; and
high-stakes testing. The prominence of these and many
other challenges that confront children and youth today
makes professional school counselors more essential than
ever to the missions of schools.

In the past, many educators have viewed school
counseling as an ancillary service. More recently, due to
national school reform and accountability initiatives,
school counselor leaders have encouraged professional
school counselors in the field to dedicate their programs to
the objectives of the school’s mission, which typically
focus on academic performance and the achievement of
high academic standards by all students. Without question,
school counseling programs with curricula emphasizing
affective skills associated with academic performance help
students become motivated to perform, “learn how to
learn,” and cope with the challenges of our diverse and
changing world. Historically, professional school counse-
lors have focused on career and personal/social needs as
ends in themselves.

This new focus on academic performance in support
of a school’s educational mission is necessary to win the
respect of school reform advocates and achievement-
focused educators. Thus, professional school counselors
must ensure that evidence-based, comprehensive, develop-
mental school counseling programs address career and
personal/social issues with the end goal of removing barri-
ers to, and improving, educational performance. To
accomplish this goal, however, professional school coun-
selors must develop programs offering a broad range of
evidence-based services aimed at the increasingly diverse
needs of systems, educators, families, and students. Trans-
forming the School Counseling Profession, Fifth Edition,
was written to help to accomplish this goal.

Designed as an introduction to the school counseling
profession, this book may also serve as a school coun-
seling program development resource. Its goal is to inform
the reader about how the seemingly diverse roles of the
professional school counselor fit together in a comprehen-
sive manner. Some topics are treated more thoroughly than
others. Whereas most school counselor educational pro-
grams offer entire courses on some of these topics, others
are barely touched on before students encounter them in

the field. This book will help school counselors in training
to prepare for their entry into a career as a professional
school counselor and to avoid mistakes. Experienced pro-
fessional school counselors and counselor supervisors
interested in new ideas may also find the book stimulating
in its offering of new perspectives and detailed descrip-
tions aiding program development. At times both idealistic
and futuristic, the authors attempt to be realistic and practi-
cal as well, while pointing out more effective methods.
Although our goal is primarily to educate the reader, we
also seek to provoke discussion among professional school
counselors, school counselors in training, school counselor
educators and supervisors, and the broader educational
community.

ORGANIZATION OF THE TEXT

Transforming the School Counseling Profession, Fifth
Edition, begins with a concise synopsis of the history of
the profession, highlights issues that will determine its
future course, and concludes with an explanation of
10 roles emerging from the current school counseling lit-
erature that must be considered to effectively implement
an evidence-based, comprehensive school counseling pro-
gram. In Chapter 2, I summarize the ASCA National Model
(2012), its various components, and its application to
school counseling. Chapter 3 offers a glimpse of current
barriers to effective implementation of a school counseling
program and presents a vision for the 21st century. Patricia
J. Martin, formerly of the College Board and the Education
Trust’s Transforming School Counseling Initiative, pre-
sents some interesting perspectives on how to remove bar-
riers to academic performance. This is followed in
Chapter 4 by Vivian V. Lee of Johns Hopkins University
and formerly of the College Board and Gary E. Good-
nough of Plymouth State University, who summarize the
planning and implementation of a systemic data-driven
school counseling program.

Chapters 5 and 6 focus the reader’s attention on dis-
covering what works in school counseling. Chapter 5
explores the many facets of school counseling accounta-
bility, including needs assessment, program evaluation,
service assessment, outcomes evaluation, and performance
appraisal. School reform movements around the United
States have made accountability a critical element in all
educational components, and professional school counse-
lors are wise to become knowledgeable leaders in this
area. Chapter 6 provides a concise summary of school
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counseling outcomes research, concluding that, although
little research is available, existing research is generally
supportive of school counseling services.

The next few chapters provide foundational support
for understanding ethical, legal, and advocacy issues in
school counseling. In Chapter 7, Lynn Linde of the Amer-
ican Counseling Association (ACA) focuses on the
importance of ethical, legal, and professional issues
related to the practice of school counseling. Chapter 8
answers the question “What does a multiculturally com-
petent school counselor look like?” The cases and ques-
tionnaire provided are certain to provoke interesting
classroom discussions. Chapter 9 provides practical,
down-to-earth advice on leadership in schools and how to
advocate, and teach others to advocate, for academic suc-
cess and social equity. This chapter focuses on the profes-
sional school counselor as leader and as academic and
social advocate, and it is an exciting addition to school
counseling literature and practice.

Beginning with Chapter 10, the how-to of compre-
hensive and data-driven school counseling programs takes
shape. Rachelle Pérusse, Jennifer Parzych, and I expand
on the curriculum development and implementation pro-
cesses in Chapter 4 and extend into the classroom guid-
ance component of a developmental program. Chapter 11
focuses on school counselor competencies to promote aca-
demic and college access for every K—12 student. We need
to promote access to rigorous academic coursework from
the early years of elementary school to ensure that every
student is college and career ready by graduation. In Chap-
ter 12, Spencer (Skip) G. Niles of the College of William
and Mary and I expand on the career-planning component
of a comprehensive program that, although historically a
focus in high school, has received greater emphasis
recently in K-8 curricula. Chapter 13 provides a basic
introduction to the individual and group counseling com-
ponents of a comprehensive program, and Chapter 14
reviews the importance of consultation and collaboration,
setting the stage for systemic collaboration and parent/
guardian/community outreach.

The next chapters review some of the essential and
emerging issues in education and school counseling. No
discussion of school counseling would be complete with-
out some attention to violence and bullying in the school
and community and to students with other complex prob-
lems. Chapter 15, authored by Vivian Lee, Elana Rock,
and me, focuses on systemic solutions, as well as assessing
and counseling youth with complex problems through just
such systemic solutions, while also addressing the devel-
opment of conflict resolution and peer mediation programs
in schools to combat violence and enhance interpersonal
communication and problem solving.

Elana Rock of Loyola University Maryland and Erin
H. Leff, a lawyer who specializes in education law in Bal-
timore, provide an exceptionally comprehensive look in
Chapter 16 at the professional school counselor’s role in
meeting the needs of students with disabilities, providing
sufficient justification to protect the counselor from being
overused in the special education process while providing
enough information to allow professional school counse-
lors to advocate for the needs of these students. An excel-
lent introduction to mental and emotional disorders is
provided in Chapter 17. Although professional school
counselors may not diagnose these conditions in their
workplace, knowledge of the medical model and charac-
teristics of mental and emotional disorders will surely
facilitate appropriate referrals, liaising with mental health
practitioners, and integration into the school environment
of students with mental and emotional disorders. It also
serves as a reminder that school counselors are often the
only mental health counseling provider in a school, and
they need to strive to meet the mental health counseling
needs of all students.

Transforming the School Counseling Profession
seeks to be more than just an introductory text. Its purpose
is to strike a chord with professional school counselors and
school counselors in training all around the world and to
lead the professional practice of school counseling in new
and exciting directions that will benefit students, educa-
tors, parents, and the entire community. Professional
school counselors can and must provide advocacy, leader-
ship, and support in the school reform and accountability
movements, helping to ensure that no student falls through
the cracks.

WHAT'S NEW IN THIS EDITION

The school counseling profession is changing rapidly, and
the purpose of this revision is to accurately reflect these
changes in practice and the extant literature, as well as to
provide direction and leadership for future practice and
scholarship. In this fifth edition of Transforming the
School Counseling Profession, readers and instructors will
note the following changes:

e This edition fully conforms to the 2016 CACREP
standards and has been fully updated to reflect
changes in the ACA Code of Ethics (ACA, 2014),
ASCA Ethical Standards (ASCA, 2016a), and
American Psychiatric Association’s DSM-5 (APA,
2013).

e Revisions have been made to Chapter 2, “The ASCA
National Model: Developing a Comprehensive,
Developmental School Counseling Program,” which



provides an overview of the third edition of the
ASCA National Model (ASCA, 2012) and how it can
be applied to practice in the schools to include
ASCA’s Mindsets and Behaviors (ASCA, 2014a).

e Greater standardization of ancillary features is found
in nearly every chapter. Most chapters contain incor-
porated “Cultural Reflection” features, which pro-
vide reflective questions aimed at getting counselor
trainees to consider how every topic in this book
requires culturally sensitive modifications and con-
sideration in implementing the transformed role.
“Theory into Practice” features provide brief pas-
sages written by professional school counselors that
demonstrate real-life examples of practitioners
applying the theory and concepts covered in the
chapter to actual practice venues, thus providing stu-
dents with concrete applications, along with “Voices
from the Field” features. Activities are included at
the end of every chapter.

e As a result of updating the literature, more than 50%
of the fifth edition’s references are as recent as 2010.

e Revisions have been made to the PowerPoint slides
available to instructors and the test questions pro-
vided in the Instructor’s Manual, and the book is
fully aligned with Pearson’s MyLab Counseling
materials.

SUPPLEMENTAL INSTRUCTIONAL
FEATURES

Supplemental to this book are pedagogical tools helpful
to school counselor educators choosing to use this book
as a course textbook. The companion Instructor’s Man-
ual contains at least 50 multiple-choice questions,
20 essay questions, and 15 classroom or individual activ-
ities per chapter. In addition, a comprehensive Microsoft
PowerPoint presentation is available from the publisher
for counselor educators to use or modify for classroom
presentations.
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Becoming a Professional School Counselor:
Current Perspectives, Historical Roots, and
Future Challenges

Bradley T. Erford

When attempting to discern the future, historical events provide intriguing perspectives. Likewise, when

beginning a journey of professional transformation, it is essential to understand the profession’s roots and
key developmental events. This chapter offers insights into current models by which to explain and understand
what professional school counselors do, a synopsis of the historical roots of the school counseling profession, and
from these perspectives, a peek at some of the profession’s current and future challenges.

E ditor’s Introduction: It has been said that to know who you are, you must understand where you came from.

ON BECOMING A PROFESSIONAL SCHOOL COUNSELOR: YOUR DESTINY

Welcome to an exciting career—and adventure! Among the many important components of a school counseling
program and the functions of the professional school counselor, the professionals authoring the chapters of this
book will advocate for the development of systemic, data-driven, and comprehensive, developmental school coun-
seling programs, evidence-based and outcomes-based procedures, and the establishment of school-community
partnerships. We will underscore the importance of social advocacy in removing systemic barriers to student aca-
demic performance and career and personal/social development. Much of the philosophical and practical underpin-
nings of this approach will be covered in detail in Chapters 2 through 6. And we will make clear that professional
school counselors must attain and maintain a high degree of skill and competence in the various components of a
comprehensive program to ensure that all students succeed.

High among these skills are individual and group counseling skills. With more than 20% of school-age youth
presenting with diagnosable mental disorders, and only about one in five of these youths receiving mental health
counseling services (National Institute of Mental Health, 2018), school counselors play a pivotal role in providing
much needed triage, referral, and evidence-based counseling services to meet the developmental and mental health
needs of all school-age youth. Sometimes, school counselors are the only mental health professionals that some
students will ever meet.

Transformations are visible at both surface and deeper levels. The lessons of this text will be wasted if read-
ers simply make cosmetic changes to program and profession. The transformations advocated in this text cut to the
core of our mission, indeed to the very essence of why we wanted to become professional school counselors. Most
professional school counselors enter the profession because they love to work with children or adolescents, want to
make an important difference in students’ daily lives, and believe in the power of education as an equalizing social
force. Welcome to a profession in which you can do all that and more! But before you begin that journey, take a
moment to visualize, in your mind’s eye, what you see yourself doing as a professional school counselor.

Some professional school counselors-in-training picture themselves counseling a student in a one-on-one
setting or, perhaps, a small group of students. Although this is certainly an important part of what a professional
school counselor does, it is but a single facet. But what is counseling? The American Counseling Association
(ACA) School Counseling Task Force (2013), building on the definition of counseling passed by the 20/20
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Committee: A Vision for the Future of Counseling, pro-
vided the following definition:

Counseling is a professional relationship that
empowers diverse individuals, families, and
groups to accomplish mental health, wellness,
education and career goals. Using counseling
theories and techniques, school counselors
accomplish these goals by fostering educa-
tional and social equity, access, and success.
The professional school counselor serves as a
leader and an assertive advocate for students,
consultant to families and educators, and
team member to teachers, administrators and
other school personnel to help each student
succeed. (p. 1)

The professional school counselor provides a
comprehensive school counseling program that is very
broad and very deep—so broad and so deep that many
counselor educators struggle to prepare professional
school counselors who can “do it all.” From a realistic
perspective, this may not be possible for all counselors
(or perhaps any). The job of the professional school
counselor is complex and involves a complicated inter-
play of what the school community’s needs are and the
strengths and weaknesses of the individual counselor.
This text focuses on the importance of using evidence-
based school counseling practices, systemic change
mechanisms, large-group developmental instruction
using a core curriculum, and the skillful application of
individual and group counseling procedures—procedures
that school counselors are trained to use and are often
the only people in the school who can provide these
specialized services.

As you make your way through this text, try to pic-
ture yourself performing the described practices and
implementing the suggested strategies. It is likely that your
strengths and weaknesses as a counselor and learner, as
well as your past life experiences, will make some prac-
tices feel natural, whereas others may feel uncomfortable.
This is the normal developmental process of becoming a
professional school counselor.

Please enjoy your wondrous journey in becoming a
professional school counselor and transforming the school
counseling profession—a journey on which hundreds of
thousands have preceded you but that will be as distinct
and fulfilling a path as you choose to make it. Enjoy the
struggles and challenges. Serve the students, their families,
your colleagues, and the community. But most of all,
always remember in your heart why you wanted to become
a professional school counselor!

THE RISE OF PROFESSIONAL SCHOOL
COUNSELING IN THE UNITED STATES

Knowledge of the history of the school counseling profes-
sion provides essential context for where we have been
and often provides insights into mistakes made and future
opportunities. Generally, historical overviews are far from
exhilarating, but as you read the next dozen or so pages,
consider all the changes your predecessors have experi-
enced; how you will likely need to undergo a number of
changes over the course of your career; and how you will
need to continuously transform as a practicing school
counselor to keep up with the changes of society, educa-
tion, your students, and the counseling profession.

It can be argued that school counseling is the earliest
form of intentional or systematic counseling in the United
States or, perhaps, in the world. It also can be argued that
many of the philosophical ideas and process methods
incorporated into what professional school counselors now
do could be traced in a fragmented way into ancient history
(Dumont & Carson, 1995; Miller, 1961; Murphy, 1955;
Williamson, 1965) as elders, teachers, or mentors engaged
in dialogues intended to provide guidance to young people.
Throughout history, every society has found methods
beyond the family by which to provide young people
direction and support as they grapple with questions of
who they might become and how to achieve such goals. In
some instances, the persons who delivered such guidance
were philosophers, physicians, priests or other clerics,
medicine men or shamans, teachers, or masters of appren-
tices. But such “guidance” or “counseling” was neither
equally available to all young people nor planned and
systematic.

Given this context, it is fair to suggest that the perva-
sive, formal, and systematic provision of guidance and
counseling in schools is an American invention. Although
notions that arose in European research laboratories about
individual differences, assessment techniques, and psycho-
logical classifications and explanations for behavior were
conceptually important in shaping some of the content and
methods of school counseling, they were not the stimuli
that caused school counseling to come into being.

Like other major social institutions, guidance and
counseling in schools did not arise spontaneously, nor did
they occur in a vacuum. Although there were visionaries,
scholars, and early practitioners of guidance and coun-
seling who were critical to the implementation of school
counseling, the historical moment had to be right for the
ingredients of change to take root and begin to flourish. In
the last quarter of the 19th century in the United States,
political and social conditions converged to prod the nation
to initiate education reform and to sensitize it to emerging
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issues of human dignity and the exploitation of children in
the workplace, to the dynamics of massive immigration,
and to the demands for human resources by the burgeoning
Industrial Revolution.

Various historical authors during the 20th century
have identified the different conditions that gave rise to
guidance and counseling in U.S. schools. Brewer (1942)
contended that four of the most important conditions were
the division of labor, the growth of technology, the exten-
sion of vocational education, and the spread of modern
forms of democracy. Traxler and North (1966) contended
that the guidance movement in schools could be traced to
five divergent sources: “philanthropy or humanitarianism,
religion, mental hygiene, social change, and the movement
to know pupils as individuals” (p. 6).

Clearly, many background or contextual variables
influenced the rise of school counseling at the end of the
19th and the beginning of the 20th centuries. But there is
general consensus that the beginnings of school counseling
in the 20th century lay in vocational guidance. It also is
clear that many of the concerns that gave rise to school
counseling were focused on the quality and utility of exist-
ing educational processes. Embedded in the emerging con-
cepts of both vocational guidance and education reform
were issues of individual freedom of choice and dignity.
These three factors, interacted and intertwined as philoso-
phies and models of school guidance or counseling, were
introduced by various pioneers in the field.

Different persons can be described as early visionar-
ies or practitioners of school guidance and counseling.
History has failed to record the names of many of them.
But among those about whom we know, several persons
have been worthy of special note: George Merrill, who in
1895 developed the first systematic vocational guidance
program in San Francisco; Jesse B. Davis, who in 1898
began working as a counselor in Central High School in
Detroit and in 1908 organized a program of vocational and
moral guidance in the schools of Grand Rapids, Michigan;
and Eli W. Weaver, principal of a high school in Brooklyn,
who authored Choosing a Career in 1908. Although each
made important contributions to the founding of vocational
guidance, the person generally regarded as the primary
architect of vocational guidance in the United States, the
man who has come to be known as the “father of voca-
tional guidance,” is Frank Parsons.

Parsons was a man with multiple interests and a
social conscience. Trained as a civil engineer and as a law-
yer, throughout much of his adult life Parsons was heavily
involved in the activities of settlement houses in central
Boston and in other cities along the eastern seaboard. It
was there that he learned firsthand about the plight of
immigrants and others trying to survive physically and to

find appropriate access to the rapidly growing occupa-
tional structure of the cities to which they had come. Such
experiences fueled Parsons’s concerns about the need to
deal with what he viewed as the excesses of the free enter-
prise system and the management of industrial organiza-
tions that led, in his view, to the debasement of individual
dignity.

As these experiences grew, Parsons turned his atten-
tion to strengthening industrial education and creating the
process of vocational guidance. His perception was that
too many people, especially the immigrants from Europe,
were not able to effectively use their abilities and to pros-
per economically and socially because of the haphazard
way they found work and made the transition to the spe-
cialized world of the factory. Parsons created not only a
counseling approach, which will be described later, but
also what to him was a moral and social imperative to
value and facilitate the effective use of human resources.
In this sense, Parsons’s initiatives in vocational guidance
were congruent with the growing emphasis of the time on
vocational guidance as the “conservation of human
resources” (Spaulding, 1915), the effort to avoid the waste
of human talent by identifying and maximizing its use.

After several years of experience in providing voca-
tional guidance and counseling, Parsons founded the
Vocations Bureau of the Civic Services in Boston in Janu-
ary 1908, serving as the director and vocational counselor.
Unfortunately, Parsons died only a few months after
founding the Vocations Bureau. His legacy to the field of
vocational guidance was captured in his major work,
Choosing a Vocation, which was published posthumously
in 1909. This extraordinary book laid out the principles
and methods of implementing vocational guidance, collect-
ing and publishing occupational information, conducting a
group study of occupations, carrying on individual coun-
seling, and processing individual assessment. Perhaps Par-
sons’s most famous contribution was what became known
as a trait and factor approach: his articulation of the three
broad factors or steps of the vocational guidance process.
The trait and factor approach called for the following:

First, a clear understanding of yourself, apti-
tudes, abilities, interests, resources, limita-
tions, and other qualities. Second, a knowledge
of the requirements and conditions of success,
advantages and disadvantages, compensation,
opportunities and prospects in different lines
of work. Third, true reasoning on the relations
of these two groups of facts. (Parsons, 1909, p. 5)

Following Parsons’s death, the work of the Voca-
tions Bureau was extended to the Boston schools, and
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training of vocational counselors was undertaken. During
the years following the publication of Choosing a Voca-
tion, many leaders in American education began to recog-
nize the social significance of and adapt to Parsons’s
paradigm of vocational guidance. This process was com-
patible with the growing calls for educational reform in the
nation’s schools. Parsons himself, among many observers
of the time, attacked the public schools for their specializa-
tion in book learning and advocated that “book work
should be balanced with industrial education; and working
children should spend part time in culture classes and
industrial science” (Stephens, 1970, p. 39).

Such views, targeted on the public schools, particu-
larly those in the cities, reflected both the rising issues of
child labor—children ages 8, 10, or 12 years working in
coal mines and factories and not receiving the opportunity
to go to school—and the dynamics of the Industrial Revo-
lution that served as the backdrop for concerns about social
and education reform. In the late 1800s and early 1900s,
the United States was in the midst of making the transition
from a national economy that was, in general, agricultur-
ally based to one that was increasingly based in manufac-
turing and industrial processes. As this transition ensued,
urbanization and occupational diversity increased, as did
national concerns about strengthening industrial education
as a way to prepare young people to take advantage of the
growing opportunities in the workforce. To play out such
goals effectively required information about how persons
could identify and get access to emerging jobs. By the turn
of the 20th century, particularly in urban areas, such infor-
mation was so differentiated and comprehensive that fami-
lies or local neighborhoods could no longer be the primary
sources of occupational information or of the allocation of
jobs. This set the stage for more formal mechanisms,
including vocational guidance in the schools.

The issue of vocational guidance in the schools and
elsewhere in society became confounded by the changing
demographics of the potential workforce. At the beginning
of the 20th century, large numbers of immigrants from
nations with poor economic opportunities were coming to
the United States, seeking new lives and options for them-
selves and for their children. Likewise, people within the
United States were migrating from rural to urban areas,
spurred by the concentration of large plants producing
steel, furniture, automobiles, and other capital goods.

Such social and economic phenomena as industriali-
zation, urbanization, and immigration stimulated concerns
about whether existing forms of education were appropri-
ate in a rapidly growing industrial society, how to meet the
need for less bookish and more focused industrial educa-
tion, how to bridge the gap between schooling and the
realities of the adult world, how to make the school-to-

work transition, and how to adapt the new educational
theories being advanced (e.g., Progressive Education, the
concepts of John Dewey) for use in schools.

Stephens (1970), a historian, spoke about the rela-
tionship between industrial or vocational education and
vocational guidance, indicating that, in this context, voca-
tional education and vocational guidance were seen as a
partnership. Certainly, as one of the major roots of the pro-
fessional school counselor’s role, engaging in vocational
guidance was seen as a significant emphasis. However,
other forces were also at work shaping the role of the pro-
fessional school counselor at the beginning of the 20th
century. For example, Cremin (1964), also a historian,
suggested that the clearest reminder in schools of the
impact of the Progressive Education Movement, spanning
the last quarter of the 19th century and the first 50 years of
the 20th century, is the guidance counselor. Although these
events shaped the profession nearly a hundred years ago,
notice how similar the challenges were to those we encoun-
ter today: economic/technological changes, oppression/
justice issues, diversity/cultural issues, and the call for
school personnel to address these changes. These are
themes repeated throughout history that allow us to con-
tinue to predict and innovate.

THE ROLE OF THE PROFESSIONAL SCHOOL
COUNSELOR IN THE 1920s, 1930s, AND
1940s

The layers of expertise expected of the vocational counse-
lor began to be defined in the 1880s and 1890s and in the
first decades of the 1900s, and debates about approaches to
the philosophy and the role of counselors continued to
occur in the 1920s, 1930s, and 1940s. These issues tended
to be affected by other forces coming to prominence at the
same time in schools and in educational philosophy. Some
of these forces directly affected the extant perspectives
about school counseling; others were more indirect.
Hutson (1958) suggested that, in addition to the impor-
tance of vocational guidance as a powerful force shaping
the guidance counselor’s role, there were five other forces:
student personnel administration; psychologists, working
as researchers and clinicians; personnel work in industry;
social work; and mental health and psychiatry. Each
deserves further comment.

Student Personnel Administration

The concept of student personnel administration originated
in higher education, where it essentially related to the iden-
tification of a specific official, often called the Dean of
Students, whose responsibility was dealing with the personal
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and disciplinary problems of students. In time, this person
would be expected to administer or provide leadership to
all the nonacademic services that facilitate the progress of
students through the institution. Included were such ser-
vices as admissions, counseling, student orientation, finan-
cial aid, and placement. The functions of the vocational
counselor took on an increasingly large array of responsi-
bilities. Perhaps more important, this concept foreshad-
owed the creation of positions now commonly titled
Director of Guidance Services, Director of Student Ser-
vices, Director of Pupil Personnel Services, or in some
larger school districts at an Assistant Superintendent level.

Psychologists, Working as Researchers
and Clinicians

The content and methodology of school counseling owe
much to psychology as the major discipline providing
insights into student development, cognition, behavior
classification and analysis, and effective interventions. In
his observations, Hutson (1958) referred to two particular
contributions of psychologists. The first had to do with
psychologists’ research into the development of objective
instruments for measuring human behavior (e.g., interest
inventories, aptitude and achievement tests, diagnostic
tests), without which many would see the role of the voca-
tional counselor as nothing more than “organized common
sense.” But the availability of these tools and their use
gave vocational counselors areas of expertise and informa-
tion that enriched their ability to engage in vocational
guidance and increased their professional credibility. The
second contribution of psychologists in a clinical sense
was to provide specialized services to specific groups of
students experiencing particular learning or behavioral
problems, usually through individual or group counseling
services.

Personnel Work in Industry

As personnel work in industry grew during the first 50
years of the 20th century, it provided job-requirement
specifications, motivation studies, and tests for job appli-
cation and vocational guidance purposes. Personnel work
in industry also broadened the application of counseling to
specific job-related problems, such as meeting job require-
ments, getting along with fellow workers, and other factors
that could interfere with a worker’s job efficiency. Such
information helped to broaden the content and processes of
vocational guidance in schools.

Social Work

Following the visiting teacher movement that originated in
1906 and 1907 in settlement houses or civic associations

and involved working with problem pupils and their par-
ents, school social work began taking on its own identity in
the 1930s and 1940s. School social workers represented an
official liaison among the school, the home, and commu-
nity social agencies. The introduction of social workers to
school staffs replaced the former concepts of law and pun-
ishment of problem or delinquent children by truant offic-
ers with such emphases as diagnosis, understanding, and
adjustment. As school social workers became available to
deal with specific problem children—those who were
habitually truant and whose behavior was being monitored
by legal or family services—the role of the school social
worker also affected the role of the vocational counselor.
Where social workers were available, counselors tended to
be less directly involved with home visits or with commu-
nity social agencies. The social worker tended to be the
community liaison; the counselor was more tied to schools.
In addition, as the school social worker and community
agencies provided interventions for children with specific
problems, the professional school counselor could focus
more fully on the children who needed primarily educa-
tional and vocational guidance.

Mental Health and Psychiatry

With the rise in psychiatric attention to schools, begin-
ning in the early decades of the 20th century, the National
Association for Mental Hygiene and related organiza-
tions disseminated the principles of mental health and
information about various types of personality maladjust-
ment and advocated that the development of wholesome
personalities “is the most important purpose of educa-
tion” (Hutson, 1958, p. 13). In the 1920s and subsequent
decades, psychiatry focused on combating juvenile delin-
quency and sought to establish “child guidance clinics”
for the psychiatric study and treatment of problem chil-
dren in schools. Although the direct impact of guidance
clinics on problem children was small, the insights about
maladaptive behavior and principles of treatment subtly
affected how professional school counselors were pre-
pared, whom they referred to community agencies for
treatment, and how they viewed the fostering of mental
health as part of their role.

Each of these influences or forces shaped perspec-
tives on why counselors were important in schools; how
they needed to differ from, but be collaborators with, psy-
chologists, social workers, and psychiatric specialists; and
what functions they could serve in schools and with what
groups of students. Such perspectives extended the analysis
of the relationship of counselors to schools per se to why
schools should appoint counselors. Cowley (1937) reported
three areas of emphasis that were evolving in the public
schools, guidance as the (a) personalization of education,
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(b) integration of education, and (c) coordination of student
personnel services. Like so many other issues and possibili-
ties for action that occurred as guidance and counseling
were taking root in the schools, these three areas continue
to influence contemporary issues.

Guidance as the Personalization
of Education

Cowley (1937) suggested that, of most importance, “coun-
selors have been appointed to counteract the deadening
mechanical limitations of mass education” (p. 220). He
decried the depersonalization of both higher and secondary
education, the growing lack of close relationships between
teachers and students, the lack of a personal touch in edu-
cation, and the decreased concern on the part of adminis-
trators about student problems. In contemporary terms,
guidance as personalization of education continues to be
embedded in statements about the professional school
counselor’s role as one in which the student is helped to
achieve academic development (American School Coun-
selor Association [ASCA], 2012).

Guidance as the Integration of Education

Cowley (1937) was particularly concerned with the explo-
sion of knowledge and the rapid growth of curricular offer-
ings: the movement away from a fixed curriculum, which
all students took advantage of in elective courses, and
toward the compartmentalization of knowledge and the
specialization of instruction. Cowley saw the professional
school counselor as the person who would help each stu-
dent facing such challenges to effectively sort through the
educational options and create for himself or herself a uni-
fied course of instruction—that is, as the person who
would discover each student’s talents and motivations and
bring the resources of the institution to bear on developing
these talents and motivations.

Guidance as the Coordination of Student
Personnel Services

Although Cowley (1937) saw educational counseling as
the most important function that professional school coun-
selors undertook, he felt it was necessary to coordinate the
counseling function with the other functions in which pro-
fessional school counselors engaged in relation to the roles
of other mental health workers (e.g., psychologists, social
workers, psychiatrists). He was concerned that a student
could be “chopped up,” seen as a person with a specific
problem rather than as a whole person. Thus, Cowley
argued that the guidance counselor should be responsible
for coordinating all the specialist services available to

students and for integrating those findings into a coordinated
set of directions and support.

Arthur J. Jones provided additional perspectives on
the needs of students and schools for counselors. In his
classic work, Principles of Guidance (Jones, 1934), he
summarized both the need for providing guidance and the
significance of schools offering the guidance. He advo-
cated for the need for guidance from the standpoint of the
individual and the significance of providing guidance to
enhance the school climate and support the school mission.
In other words, school counselors should align their ser-
vices with school mission and reform efforts—just like
today.

By the mid-1930s, when Jones (1934) was discuss-
ing the status of school guidance and counseling in the
nation, the approach to school counseling often, but not
always, followed a trait-and-factor, or directive, approach.
Tests had increasingly become available, although the
range of behavior they assessed was still limited primarily
to intelligence, aptitude, achievement, and interests. There
were not yet any major theories of school counseling per
se. Philosophies and principles of school counseling were
being shaped by the Progressive Education Movement, by
psychiatry, and by other emerging theories. Jones also
described methods of guiding students, which in his view
included counseling; homeroom guidance and group guid-
ance; educational guidance with regard to choices of
courses, schools, and colleges; stay-in-school campaigns;
vocational guidance (beginning in the elementary school),
including instruction, tryout, exploration, choice, place-
ment, and follow-up relative to occupations; leadership
guidance; and leisure-time guidance. Jones also explicitly
stated that it is necessary to distinguish between coun-
seling and the other noncounseling activities that the coun-
selor does.

If this sounds familiar, it should. To this day, non-
counseling responsibilities continue to impede ASCA’s
(2012) recommendation that professional school counse-
lors spend at least 80% of their time in delivery of direct
services. Thus, professional school counselors continue to
struggle with similar role diffusion and overload. Focus-
ing on the comprehensive and important work of Jones
reveals that many contemporary issues related to coun-
seling versus guidance and the role of the professional
school counselor have antecedents that have not yet been
brought to closure. Support for and refinement of the tech-
niques, the tools, and the philosophies of school coun-
seling continued throughout the 1920s, 1930s, and 1940s.
This text will not analyze the continuing support for
school counseling or the additional techniques made
available to the counselor through these three decades.
Suffice it to say that during the 1920s, concerns about the
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dignity and rights of children flourished, as did concerns
for greater emphasis on mental hygiene in the schools in
which professional school counselors would be important
players. In 1926, New York became the first state to
require certification for guidance workers and, in 1929,
the first state to have full-time guidance personnel in the
state’s department of education, providing leadership to
school systems for the integration of professional school
counselors in schools.

Again, an economic crisis pointed to the need for
counseling services in schools and society in general.
Given the growing deterioration of the national economy
during the Great Depression of the 1930s, the need to cer-
tify and train people in school counseling was overshad-
owed by the need for the techniques and processes
associated with vocational guidance counseling. These
included the creation during the Great Depression of a
national occupational classification system, which
resulted in the 1939 publication of the first edition of the
Dictionary of Occupational Titles by the U.S. Department
of Labor, and establishment in 1940 of the U.S. Bureau of
Labor Statistics. In 1933, the Wagner-Peyser Act estab-
lished the U.S. Employment Service, and several laws
enacted during the 1930s provided fiscal support for
vocational guidance activities. In 1938, a Guidance and
Personnel Branch was created in the Division of Voca-
tional Education in the U.S. Office of Education. That’s
correct—the U.S. government recognized the importance
of counseling services way back in the 1930s! This unit
continued until 1952 as the only federal office dealing
with guidance in the schools, but it restricted the federal
emphasis to vocational guidance. The major issues of
technological unemployment during the Great Depression
tended to focus on vocational guidance as a placement
activity, causing some debate about whether school coun-
selors or vocational educators should undertake the
vocational guidance activities funded by the federal
government.

The 1940s were a period in which the use of test-
ing grew dramatically in response to the armed forces’
need for worker classification as World War II ensued
and, later, as veterans returned to society and were pro-
vided guidance services through schools, colleges, and
community agencies. The Occupational Outlook Hand-
book was first published by the U.S. Bureau of Labor
Statistics in 1948 (U.S. Department of Labor, 1949).
During this period, federal support continued for voca-
tional guidance and counseling in schools in support of
vocational education.

In 1942, Carl Rogers published Counseling and
Psychotherapy, which defined the counseling process as
that concerned with other than traditional medical models,

disease entities, and psychoanalytic approaches in which
the counselor was a directive authority. Rogers’s book
heralded the beginning of client-centered counseling, in
which the counselor and client were seen as collaborators.
Such perspectives were incorporated into the expansion of
guidance techniques and increasingly eclectic models of
what school counseling might be.

SCHOOL COUNSELING COMES INTO ITS
OWN: THE 1950s AND 1960s

In a sense, all the important strides made in support of
counseling and guidance in schools during the first 50
years of the 20th century were a prelude to the major
events of the 1950s and 1960s. These were the watershed
years of legislation and professional development that
essentially defined the importance of school counseling for
the remaining decades of the 20th century.

Until the 1950s, there were relatively few school
counselors across the United States; the opportunities for
the professional preparation of school counselors were
relatively limited; the advocacy for professional school
counselors by professional organizations was not sys-
tematic; and the legislative support for school coun-
seling, other than for vocational guidance, was largely
nonexistent. All these conditions changed in the 1950s
and 1960s.

Among the extraordinarily important indicators of
support for school counseling in the 1950s was the found-
ing of the ASCA in 1952 and its becoming, in 1953, a divi-
sion of the American Personnel and Guidance Association
(APGA; now known as the American Counseling Associa-
tion [ACA]), formed in 1952 by the merger of the National
Vocational Guidance Association, the American College
Personnel Association, the National Association of Guid-
ance Supervisors and Counselor Trainers, and the Student
Personnel Association for Teacher Education.

It is important to note that the perspectives that the
founding organizations brought to the creation of APGA
shaped for the ensuing several decades the language and
the emphases within which professional school counse-
lors were evolving. For example, the term guidance, not
counseling, was the accepted term for all that counselors
did (Sweeney, 2001)—school counselors were often
called guidance counselors in the decades immediately
before and after the founding of APGA. Frequently, what
professional school counselors did was called personnel
work. The term guidance was widely viewed as conveying
the notion that the professional school counselor was pri-
marily involved in a directive form of giving advice to stu-
dents. Personnel work suggested that the professional
school counselor was engaged primarily in administrative
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tasks related to maintaining student records about
their schedules and progress. Although these terms lost
favor by the early 1980s, their residual effects were to
distort the images of professional school counselors.
Indeed, one could argue that many, if not most, of the
members of the four founding organizations were them-
selves administrators, not counselors. For example, to
this day, the American College Personnel Association is
composed primarily of deans of students and related
administrative personnel. The same was true of the Stu-
dent Personnel Association for Teacher Education before
it was renamed and significantly changed in purpose in
1974, when it became the Association for Humanistic
Education and Development, and again in 1999, when it
changed its name to the Counseling Association for
Humanistic Education and Development (C-AHEAD),
and today when it is known as the Association for
Humanistic Counseling.

Nevertheless, this federation of professional organi-
zations speaking for counseling in K—12 schools, in insti-
tutions of higher education, and in workplaces gave
credibility to and advocated for standards, ethical guide-
lines, and training for professional counselors working
with various populations and in various settings. In 1953,
School Counselor was created as the professional journal
of the ASCA. Also in 1953, the Pupil Personnel Services
Organization of the Division of State and Local School
Systems was created in the U.S. Office of Education, a
move that significantly broadened the view of school
counseling as more than vocational guidance.

In 1957, APGA created the American Board for Pro-
fessional Standards in Vocational Guidance. In 1959, the
National Association of Guidance Supervisors and Coun-
selor Trainers undertook a 5-year project designed to build
a set of standards for education in the preparation of sec-
ondary school counselors.

In 1959, James B. Conant, the former president of
Harvard, wrote The American High School Today, an
influential analysis of the need for strengthened secondary
school education. In the book, Conant argued for 1 full-
time counselor (or guidance officer) for every 250 to 300
pupils in each American high school, a criterion that has
been used frequently, even though such a ratio of school
counselors to students has rarely been met at the elemen-
tary or middle school level.

The National Defense Education Act,
1958-1968

By the 1930s, nearly every city of 50,000 or more inhabit-
ants had some formal guidance work in the schools and
professional school counselors employed to carry it out.

Courses to train professional school counselors had been
developed and were being offered in several universities
(e.g., Harvard University; Teachers College, Columbia
University; the University of Pennsylvania; Stanford Uni-
versity), and textbooks were being written to identify the
techniques by and assumptions on which such work could
be undertaken (Jones, 1934). Guidance work in the schools
continued to grow, and the number of professional school
counselors multiplied through the 1940s and 1950s. But
the major stimulus to the education and implementation of
school counseling clearly was the National Defense Edu-
cation Act (NDEA) of 1958.

Although not often considered in this vein, the
NDEA, like the legislation on vocational education and
vocational guidance that preceded it, identified profes-
sional school counselors as sociopolitical instruments to
achieve national goals. In the case of the NDEA, profes-
sional school counselors became indirect participants in
the Cold War between the United States and the Soviet
Union. To be more specific, in 1957 the Soviet Union
launched Sputnik I, the first human-made object to orbit
Earth. As a result, although the United States was close to
launching its own space vehicle, the Soviet launch pre-
cipitated a major national outpouring of news articles
suggesting that the United States had lost the space race;
that our science and engineering capabilities were
inferior to those of the Russians; and that, once again,
American schools had failed to produce students whose
scientific and mathematical skills were competitive with
those of students in the Soviet Union. The NDEA was the
result. Passed by the U.S. Congress in 1958, the NDEA
required states to submit plans of how they would test
secondary school students so that academically talented
students could be identified and encouraged to study the
hard sciences in high school and go on to higher educa-
tion with an emphasis on courses of study in the sciences,
engineering, and mathematics. These legislative goals
were not altruistic or concerned with the self-actualization
of students. They were designed to increase the scientific
capacity of the United States as it competed in the
Cold War.

Central to the provisions of the NDEA were the
training of large numbers of professional secondary
school counselors and their placement in schools pri-
marily to test students, to identify those capable of
entering higher education in the sciences, and to encour-
age them to do so. Title V of the NDEA provided funds
for school systems to hire and provide resources (e.g.,
tests, occupational and educational materials) to second-
ary school counselors and to reeducate existing second-
ary school counselors, as well as funds for universities
to prepare professional school counselors in full-time,
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year-long guidance and counseling institutes or to offer
more specialized programs (e.g., precollege guidance)
in summer guidance and counseling institutes. The 1964
amendments to the NDEA emphasized guidance and
counseling for all students, giving impetus to elemen-
tary school counseling and to counseling in technical
institutes and other nonbaccalaureate postsecondary
educational institutions.

It is not possible to discuss all the effects of the
NDEA, but there are several obvious results. With the
full force of federal legislation behind the preparation
and employment of secondary school counselors, the
number of these counselors and the high schools employ-
ing them exploded. So did the number of colleges and
universities providing preparation programs. Literature
on professional school counseling became more compre-
hensive, as did the state certification requirements for
counselors. The programs were transformed from simply
taking courses on a piecemeal basis until one had com-
pleted what was needed for certification to full-time,
more systematic, and integrated curricula, usually lead-
ing to a master’s degree. Certainly, many more students
in the United States were being served by professional
school counselors in the 1960s and beyond than ever
before; some state departments of education mandated
that schools maintain specific counselor-to-student
ratios to receive state funding. As the large amounts of
federal support ended in the late 1960s, professional
school counselors had become embedded in schools and
were engaged in initiatives that went beyond the expec-
tations of the NDEA. Even though the responsibility for
funding school guidance and counseling programs
shifted from the federal government to state and local
school districts, by the end of the 1960s professional
school counselors were vital participants in achieving
the multiple missions of schools (e.g., dropout preven-
tion, academic scheduling, educational and career guid-
ance, crisis intervention).

The Great Society Legislation of the 1960s

As the impact of the NDEA legislation unfolded during
the late 1950s and throughout the 1960s, other major leg-
islation was developed to address the Civil Rights Move-
ment, the beginnings of technological impact on the
occupational structure, rising unemployment, poverty,
and other social ills. In many of these legislative acts, edu-
cation was viewed as the instrument to restructure society,
and professional school counselors were again supported.
For example, the Elementary and Secondary Education
Act (ESEA) of 1965 designated funds for guidance and
counseling. The 1969 amendments to the ESEA combined

funds from the NDEA’s Title V-B with funds from the
ESEA’s Title III into one appropriation for guidance. The
Vocational Education Act Amendments of 1968 advo-
cated for career guidance programs; responses to people
who were disadvantaged and people with disabilities; and
expansion of a broadened concept of guidance and coun-
seling, including its extension into elementary schools.
These pieces of legislation stimulated a large number of
national and state conferences on guidance and counseling
and innovative projects in career guidance, counseling,
and placement.

THE YEARS OF CONSOLIDATION
AND REFINEMENT: THE 1970s
AND BEYOND

The outpouring of federal legislation that specifically
focused on guidance and counseling in the schools essen-
tially reached its zenith in the 1960s. However, there
have been important legislative initiatives since the
1960s. Much of the legislation in the 1970s focused on
vocational education and career education. For example,
career education was seen as a school reform initiative as
it developed in the early 1970s and as it was reflected in
the Career Education Incentive Act of 1976. Career edu-
cation indirectly institutionalized career guidance in
schools and infused its concepts and experiences as part
of the teaching and learning process. The educational
amendments of 1976 to the ESEA included major support
for guidance and counseling in schools, a major emphasis
on vocational guidance in schools, and the implementa-
tion of an administrative unit in the U.S. Office of Educa-
tion. The purpose of this administrative unit was to
coordinate legislative efforts in Congress on behalf of
guidance and counseling and to serve in a consultative
capacity with the U.S. Commissioner of Education about
the status and needs of guidance and counseling in the
nation’s schools.

During this period, a large amount of theory building
took place, leading to the development of materials on
decision making, career education, drug abuse prevention,
and self-development, which became available for special-
ists in guidance and counseling. Fears of economic crisis
and concerns about widespread unemployment among
youth continued to spur development of career guidance
initiatives. The impact of the Civil Rights and Women’s
Liberation Movements, as well as legislation effectively
mainstreaming nearly all special education students, refo-
cused the attention of professional school counselors on
diversity in schools and the needs of special populations
for guidance and counseling.





