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Preface

�  One of the most fundamental obligations of any society is to prepare its 
adolescents and young adults to lead productive and prosperous lives as 
adults. This means preparing all young people with a solid enough founda-
tion of literacy, numeracy, and thinking skills for responsible citizenship, 
career development, and lifelong learning. (Harvard Graduate School of 
Education, 2011, p. 1)

As we enter the second decade of the 21st century, the United States continues to undergo 
substantial changes in its occupational, social, and economic structures. Occupational and 
industrial specialization continue to increase dramatically. Increasing size and complex-
ity are the rule rather than the exception, often creating job invisibility and making the 
transition from school to work and from work to further education and back again more 
complex and difficult.

Social structures and social and personal values also continue to change and become 
more diverse. Emerging social groups are challenging established groups, asking for equal-
ity. People are on the move, too, from rural to urban areas and back again and from one 
region of the country to another in search of economic, social, and psychological security. 
Our population is becoming increasingly diverse.

All of these changes are creating substantial challenges for our children and adolescents. 
A rapidly changing work world and labor force; violence in the home, school, and com-
munity; divorce; teenage suicide; substance abuse; and sexual experimentation are just a 
few examples. These challenges are not abstract aberrations. These challenges are real, 
and they are having and will have a substantial impact on the personal–social, career, and 
academic development of our children and adolescents.

Responding to Challenges

In response to these and other continuing societal and individual needs and challenges, 
educational leaders and policymakers are in the midst of reforming the entire educational 
enterprise (National Association of Secondary School Principals, 2004; No Child Left 
Behind Act of 2001; Race to the Top, 2011; Zhao, 2009). Guidance and counseling in 
the schools also continues to undergo reform, changing from a position-services model to a 
comprehensive program firmly grounded in principles of human growth and development. 
This change makes guidance and counseling in the schools an integral part of education 
and an equal partner with the overall instruction program, focusing on students’ academic, 
career, and personal–social development.

Traditionally, however, guidance and counseling was not conceptualized and imple-
mented in this manner because, as Aubrey (1973) suggested, guidance and counseling 
was seen as a support service lacking a content base of its own. Sprinthall (1971) made this 
same point when he stated that the practice of guidance and counseling has little content 
and that guidance and counseling textbooks usually avoid discussion of a subject matter 
base for guidance and counseling programs.
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If guidance and counseling is to become an equal partner in education and meet the 
increasingly complex needs of individuals and society, our opinion is that guidance and 
counseling must conceptually and organizationally become a program with its own content 
base and structure. This call is not new; many early pioneers issued the same call. But the 
call was not loud enough during the early years, and guidance and counseling became a 
position and then a service with an emphasis on duties, processes, and techniques. The 
need and the call continued to emerge occasionally thereafter, however, but not until the 
late 1960s and early 1970s did it reemerge and become visible once more in the form of 
a developmental comprehensive program.

This is not to say that developmental guidance and counseling was not present before 
the late 1960s. What it does mean is that by the late 1960s the need for attention to aspects 
of human development other than “the time-honored cognitive aspect of learning subject 
matter mastery” (Cottingham, 1973, p. 341) had again become apparent. Cottingham 
(1973) characterized these other aspects of human development as “personal adequacy 
learning” (p. 342). Kehas (1973) pointed to this same need by stating that an individual 
should have opportunities “to develop intelligence about his [or her] self—his [or her] 
personal, unique, idiosyncratic, individual self” (p. 110).

Reconceptualization of Guidance and Counseling

The next step in the evolution of guidance and counseling was to establish guidance and 
counseling as a comprehensive program—a program that is an integral part of education 
with a content base and organizational structure of its own. In response to this need, 
Gysbers and Moore (1981) published a book titled Improving Guidance Programs. It 
presented a content-based, kindergarten through 12th-grade comprehensive guidance and 
counseling program model and described the steps to implement the model. The first, 
second, third, and fourth editions of our current book built on the model and implemen-
tation steps presented in Improving Guidance Programs and substantially expanded and 
extended the model and implementation steps. This fifth edition expands and extends the 
model and steps even further, sharing what has been learned through various state and 
local adoption and adaptations since 2006.

Organization of This Book

Five phases of developing comprehensive guidance and counseling programs are used as 
organizers for this book. The five phases are planning (Chapters 1–4), designing (Chapters 
5 and 6), implementing (Chapters 7–9), evaluating (Chapter 10), and enhancing (Chapter 
11). In several chapters, ways to attend to the increasing diversity of school populations 
and the roles and responsibilities of district- and building-level guidance and counseling 
leaders are highlighted. The appendixes offer examples of forms and procedures used by 
various states and school districts in the installation of comprehensive guidance and coun-
seling programs. Also included as an appendix are the ethical standards of the American 
School Counselor Association (ASCA) and the Multicultural Counseling Competencies of 
the Association for Multicultural Counseling and Development (Arredondo et al., 1996; 
Sue, Arredondo, & McDavis, 1992).

Part I: Planning

Chapter 1 traces the evolution of guidance and counseling in the schools from the begin-
ning of the 20th century. The changing influences, emphases, and structures from then until 
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now are described and discussed in detail. The emergence of comprehensive guidance and 
counseling programs is highlighted. Having an understanding of the evolution of guidance 
and counseling in the schools and the emergence of developmental comprehensive programs 
is the first step toward improving your school’s guidance and counseling program. Chapter 
2 is based on this understanding and focuses on the issues and concerns in planning and 
organizing for guidance and counseling program improvement. Chapter 3 then presents a 
model guidance and counseling program based on the concept of life career development; 
it is organized around four basic elements. Chapter 4, the last chapter in the planning phase, 
discusses the steps involved in finding out how well your current program is working and 
where improvement is needed.

Part II: Designing

Chapter 5 begins the designing phase of the program improvement process and focuses 
on designing the program of your choice. Issues and steps in selecting the desired pro-
gram structure for your comprehensive program are presented. Chapter 6 describes the 
necessary tasks required to plan the transition to a comprehensive guidance and counsel-
ing program.

Part III: Implementing

Chapter 7 presents the details of beginning a new program in a school or district, and 
Chapter 8 emphasizes the details of managing and maintaining the program. Chapter 
9 first looks at how to ensure that school counselors have the necessary competence to 
develop, manage, and implement a comprehensive guidance and counseling program and 
then highlights counselor supervision procedures.

Part IV: Evaluating

Comprehensive guidance and counseling program evaluation is discussed in detail in 
Chapter 10. Program evaluation, personnel evaluation, and results evaluation are featured, 
with attention given to procedures for each.

Part V: Enhancing

Chapter 11 focuses on the use of data gathered from program, personnel, and results evalu-
ation and from needs assessments to redesign and enhance a comprehensive guidance and 
counseling program that has been in place for a number of years. The chapter uses actual 
data gathered in a school district and describes in detail the way this school district built on 
the guidance and counseling program foundation it had established in the early 1980s to 
update and enhance its program to meet continuing and changing student, school district, 
and community needs.

Who Should Read This Book

A goal of this book is to inform and involve all members of a kindergarten through 12th-
grade guidance and counseling staff in the development and management of comprehen-
sive school guidance and counseling programs. Although specific parts are highlighted for 
guidance and counseling program leaders (central or building-level directors, supervisors, 
coordinators, department heads) and school administrators, the information provided 

Preface

 ix �



is important for all to know and use. In addition, this book is designed for practitioners 
already on the job as well as for counselors-in-training and administrators-in-training. It 
can and should be used in preservice education as well as in-service education. 

The Fifth Edition: What Is New?

All of the chapters in the fifth edition have been reorganized and updated to reflect cur-
rent theory and practices. A more complete theory base for comprehensive guidance and 
counseling programs is provided, along with updated examples of the contents of various 
components of comprehensive guidance and counseling programs drawn from many state 
models and from the ASCA (2005) National Model. New information and practical ideas 
and methods have been added to assist school counselors and school counselor leaders 
in better understanding the issues involved in developing and managing comprehensive 
school guidance and counseling programs. 

Increased attention is given in this fifth edition to the important topic of diversity. 
Increased attention is also given to expanded discussions of whom school counselors’ cli-
ents are and the range of issues they present. Also, increased attention is given to helping 
school counselors and their leaders be accountable for the work they do and for evaluating 
and reporting the impact of their programs’ activities and services on students’ academic, 
career, and personal and social development. In addition, increased attention is given to the 
issues and challenges that the leaders of comprehensive guidance and counseling programs 
face in an increasingly complex educational environment.

Finally, a new section, Your Progress Check, is found at the end of each chapter. This 
feature allows you to check the progress you are making as you move through the planning, 
designing, implementing, evaluating, and enhancing phases of change.

Concluding Thoughts

Some readers may think that guidance and counseling program improvement is a simple 
task requiring little staff time and few resources. This is not true. Substantial work can be 
completed during the first several years but, with the necessary resources available to ensure 
successful implementation, at least 4 to 5 years are usually required. To carry the program 
through the enhancement phase may require an additional 5 years. Then we recommend 
an ongoing program improvement process.

Moreover, the chapter organization may lead some readers to think that guidance 
and counseling program improvement activities follow one another in a linear fashion. 
Although a progression is involved, some of the activities described in Chapters 2 through 
10 may be carried out concurrently. This is particularly true for the evaluation procedures 
described in Chapter 10, some of which are carried out from the beginning of the program 
improvement process throughout the life of the program. The program enhancement 
process follows evaluation and connects back to the beginning, but at a higher level, as 
program redesign unfolds. Thus, the process is spiral, not circular. Each time the redesign 
process unfolds, a new and more effective guidance and counseling program emerges.

Finally, it is important to understand that a comprehensive guidance and counseling 
program, as described in the chapters that follow, provides a common language for the 
program elements that enable students, parents, teachers, administrators, school board 
members, and school counselors in a school district to speak with a common voice when 
they describe what a program is. They all see the same thing and use the same language to 
describe the program’s framework. This is the power of common language, whether the 
program is in a small or large rural, urban, or suburban school district. Within the basic 
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framework at the local district level, however, the guidance knowledge and skills (compe-
tencies) students are to learn, the activities and services to be provided, and the allocations 
of school counselor time are tailored specifically to student, school, and community needs 
and local resources. This provides the flexibility and opportunity for creativity for the per-
sonnel in every school district to develop and implement a comprehensive guidance and 
counseling program that makes sense for their districts. We are convinced that without 
the common language for the program elements and the obligation to tailor it to fit local 
school districts, guidance and counseling and the work of school counselors will be lost in 
the overall educational system and, as a result, will continue to be marginalized and seen 
as a supplemental activity that is nice to have, but not necessary.
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Planning
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� Chapter 1 �

Evolution of Comprehensive 

Guidance and Counseling Programs: 

From Position to Services to Program

Planning—Building a Foundation for Change

• Study the history of guidance and counseling in the schools.
• Learn about the people, events, and societal conditions that helped shape 

guidance and counseling in the schools.
• Understand the implications of the shift from position to services to program 

in the conceptualization and organization of guidance and counseling.

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

These conditions were the unanticipated effects of industrial growth. They included the emer-

gence of cities with slums and immigrant-filled ghettos, the decline of puritan morality, the eclipse 

of the individual by organizations, corrupt political bossism, and the demise of the apprenticeship 

method of learning a vocation. (Stephens, 1970, pp. 148–149)

Guidance and counseling was born in these turbulent times as vocational guidance during 
the height of the Progressive Movement and as “but one manifestation of the broader 
movement of progressive reform which occurred in this country in the late 19th and early 
20th centuries” (Stephens, 1970, p. 5). The beginnings of vocational guidance can be 
traced to the work of a number of individuals and social institutions. People such as Charles 
Merrill, Frank Parsons, Meyer Bloomfield, Jessie B. Davis, Anna Reed, E. W. Weaver, and 
David Hill, working through a number of organizations and movements such as the settle-
ment house movement, the National Society for the Promotion of Industrial Education, 
and schools in San Francisco, Boston, Detroit, Grand Rapids, Seattle, New York, and 
New Orleans, were all instrumental in formulating and implementing early conceptions 
of guidance and counseling.

Brewer (1942) stated that four conditions, acting together, led to the development of 
vocational guidance. He identified these conditions as the division of labor, the growth of 
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technology, the extension of vocational education, and the spread of modern forms of 
democracy. He stated that none of these conditions alone were causative but all were nec-
essary for the rise of vocational guidance during this time period. To these conditions, 
J. B. Davis (1956) added the introduction of commercial curriculums, the increase in enrollment 
in secondary schools leading to the introduction of coursework such as practical arts, manual 
training, and home economics and child labor problems.

This chapter traces the history of guidance and counseling in the schools from the 
beginning of the 20th century through the first decade of the 21st century. It opens with 
a review of guidance and counseling during the first two decades of the 1900s, focusing 
on the work of Frank Parsons and Jessie Davis, the early purposes of guidance and coun-
seling, the appointment of teachers to the position of vocational counselor, the guidance 
and counseling work of administrators, the spread of guidance and counseling, and early 
concerns about the efficiency of the position model. The chapter continues with a discus-
sion of the challenges and changes for guidance and counseling that occurred in the 1920s 
and 1930s. The changing purposes of guidance and counseling, as well as the emergence 
of the service model, are described. Then, two important federal laws from the 1940s and 
1950s are presented and described. This discussion is followed by a focus on the 1960s, 
a time of new challenges and changes, a time when pupil personnel services provided a 
dominant organizational structure for guidance and counseling. It was also a time when 
elementary guidance and counseling emerged and a time when calls were heard about the 
need to change the then dominant organizational structure for guidance and counseling.

The next sections of the chapter focus on the emergence of comprehensive guidance 
and counseling programs in the 1960s and their implementation in the 1980s, 1990s, and 
the first decade of the 2000s across the United States. Attention is paid to the importance 
of federal and state legislation. The chapter continues with an emphasis on the promise 
of the 21st century: the full implementation of comprehensive guidance and counseling 
programs in every school district in the United States. The American School Counselor 
Association (ASCA) National Model is described, along with pertinent state and federal 
legislation. The chapter closes with a presentation of five foundation premises that under-
gird comprehensive guidance and counseling programs.

Beginnings of Guidance and Counseling in the Schools: 
The First Two Decades of the 1900s

Work of Frank Parsons

The implementation of one of the first systematic conceptions of guidance and counseling 
in the United States took place in Civic Service House, Boston, Massachusetts, when the 
Boston Vocation Bureau was established in January 1908 by Mrs. Quincy Agassiz Shaw, 
based on plans drawn up by Frank Parsons, an American educator and reformer. The es-
tablishment of the Vocation Bureau was an outgrowth of Parsons’s work with individuals 
at Civic Service House. Parsons issued his first report on the bureau on May 1, 1908, and 
according to H. V. Davis (1969, p. 113), “This was an important report because the term 
vocational guidance apparently appeared for the first time in print as the designation of an 
organized service.” It was also an important report because it emphasized that vocational 
guidance should be provided by trained experts and become part of every public school 
system.

Parsons’s conception of guidance stressed the scientific approach to choosing an occu-
pation. The first paragraph in the first chapter of his book, Choosing a Vocation, illustrated 
his concern:
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No step in life, unless it may be the choice of a husband or wife, is more important than the 

choice of a vocation. The wise selection of the business, profession, trade, or occupation to which 

one’s life is to be devoted and the development of full efficiency in the chosen field are matters of 

deepest movement to young men and to the public. These vital problems should be solved in a 

careful, scientific way, with due regard to each person’s aptitudes, abilities, ambitions, resources, 

and limitations, and the relations of these elements to the conditions of success in different in-

dustries. (Parsons, 1909, p. 3)

Work of Jessie B. Davis

When Jessie B. Davis moved from Detroit, Michigan, to Grand Rapids, Michigan, to as-
sume the principalship of Central High School in 1907, he initiated a plan “to organize 
an entire school for systematic guidance” (J. B. Davis, 1956, p. 176). He used grade-level 
principals as counselors to about 300 students each. Interestingly, he did not see vocational 
guidance as a new profession. According to Krug (1964), he saw it as the work of school 
principals.

As part of Davis’s plan to provide systematic guidance to all students, he convinced 
his teachers of English to set aside the English period on Fridays to use oral and written 
composition as a vehicle to deliver vocational guidance. The details of his plan are described 
in his book Vocational and Moral Guidance (J. B. Davis, 1914) and are outlined briefly 
here. Note that vocational guidance through the English curriculum began in Grade 7 and 
continued through Grade 12. Note, too, the progression of topics covered at each grade 
level. School counselors today will understand and appreciate the nature and structure of 
Davis’s system.

• Grade 7: vocational ambition
• Grade 8: the value of education
• Grade 9: character self-analysis (character analysis through biography)
• Grade 10: the world’s work—a call to service (choosing a vocation)
• Grade 11: preparation for one’s vocation
• Grade 12: social ethics and civic ethics

Early Purposes of Guidance and Counseling

In the beginning, the early 1900s, school guidance and counseling were called vocational 
guidance. Vocational guidance had a singular purpose. It was seen as a response to the eco-
nomic, educational, and social problems of those times and was concerned with the entrance 
of young people into the work world and the conditions they might find there. Economic 
concerns focused on the need to better prepare workers for the workplace, whereas educa-
tional concerns arose from a need to increase efforts in schools to help students find purpose 
for their education as well as their employment. Social concerns emphasized the need for 
changing school methods and organization as well as for exerting more control over condi-
tions of labor in child-employing industries (U.S. Bureau of Education, 1914).

Two distinctly different perspectives concerning the initial purpose of vocational guid-
ance were present from the very beginning. Wirth (1983) described one perspective, 
espoused by David Snedden and Charles Prosser, that followed the social efficiency phi-
losophy. According to this perspective, “the task of education was to aid the economy to 
function as efficiently as possible” (Wirth, 1983, pp. 73–74). Schools were to be designed 
to prepare individuals for work, with vocational guidance being a way to sort individuals 
according to their various capacities, preparing them to obtain a job.
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The other perspective of vocational guidance was based on principles of democratic 
philosophy that emphasized the need to change the conditions of industry as well as as-
sist students to make educational and occupational choices. According to Wirth (1980), 
“The ‘Chicago school’—[George Hubert] Mead, [John] Dewey, and [Frank] Leavitt—
brought the perspective of democratic philosophy to the discussion of vocational guidance” 
(p. 114). Leavitt (1914), in a speech at the founding meeting of the National Vocational 
Guidance Association in 1913 in Grand Rapids, Michigan, stressed the need to modify the 
conditions and methods in industry. He stated, 

It is well within the range of possibility that vocational guidance, when carried out in a compre-

hensive, purposeful, and scientific way, may force upon industry many modifications which will 

be good not only for children but equally for the industry. (p. 80)

Position of Vocational Counselors

The work of Frank Parsons and the Vocation Bureau soon became known across the 
country. Out of it grew the first National Conference on Vocational Guidance, held in 
Boston in 1910, followed by a similar conference in New York in 1912 and the forma-
tion of the National Vocational Guidance Association in Grand Rapids in 1913 (W. C. 
Ryan, 1919). It also had a direct impact on Boston public schools because in 1909 the 
Boston School Committee asked personnel in the Vocation Bureau to outline a program 
of vocational guidance for the public schools of Boston. On June 7, 1909, the Boston 
School Committee approved the bureau’s suggestion and “instructed the Superintendent 
of Schools to appoint a committee of six to work with the director” (Bloomfield, 1915, 
p. 34). Upon completion of its work, the committee issued a report that identified three 
primary aims for vocational guidance in the Boston schools:

Three aims have stood out above all others: first, to secure thoughtful consideration, on the part 

of parents, pupils, and teachers, of the importance of a life-career motive; second, to assist in 

every way possible in placing pupils in some remunerative work on leaving school; and third, to 

keep in touch with and help them thereafter, suggesting means of improvement and watching 

the advancement of those who need such aid. (Bloomfield, 1915, p. 36)

These aims were implemented by a central office staff and by appointed vocational 
counselors in each elementary and secondary school in Boston. Teachers were appointed 
to the position of vocational counselor often with no relief from their teaching duties and 
with no additional pay (Brewer, 1922; Ginn, 1924). The vocational counseling duties 
these teachers were asked to perform in addition to their regular teaching duties included 

 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.

 5.  To arrange with the local branch librarians about shelves of books bearing upon educational 

and vocational guidance.

 6.  To arrange 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 six and above who are failing, attempt to find the reason, and 

suggest a remedy.
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 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 grades seven and eight 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 require-

ments for obtaining working certificates.

15.  To be responsible for the filling in of Blank 249, and communicate with recommendations to 

the Department of Vocational Guidance when children are in need of employment. (Ginn, 

1924, pp. 5–7)

Vocational Guidance Spreads Across the Country

At about the same time that the Boston schools were establishing a vocational guidance 
program, a group of New York City teachers, called the Student Aid Committee of the 
High School Teachers’ Association, under the leadership of E. W. Weaver, was active in 
establishing a program in the New York City schools. A report issued in 1909 by the com-
mittee indicated that they had passed the experimental stage and were ready to request that

(1) the vocational officers of the large high schools be allowed at least one extra period of unas-

signed time to attend to this work; (2) that they be provided with facilities for keeping records 

of students and employment; and (3) that they have opportunities for holding conferences with 

students and employers. (W. C. Ryan, 1919, p. 25)

Vocational guidance was also being introduced into the public schools in other parts 
of the United States. In Chicago, it first took the form of a central office to serve stu-
dents applying for employment certificates, to publish vocational bulletins, and for place-
ment. In other cities such as Buffalo, New York; Cincinnati, Ohio; DeKalb, Illinois; Los 
Angeles; Milwaukee, Wisconsin; New York; Philadelphia; Rochester, New York; and San 
Jose, California, vocational guidance took several different forms but relied mostly on dis-
seminating occupational information and on conducting occupational surveys, placement 
activities, and life career classes.

According to W. C. Ryan (1919, p. 26),

by April 1914, approximately 100 public high schools, representing some 40 cities, were reported 

to the U.S. Bureau of Education as having definitely organized conscious plans of vocational 

guidance, through vocation bureaus, consultation committees, trial vocational courses, or regular 

courses in vocations.

Titles of these offices varied and included, for example, the Division of Attendance and 
Vocational Guidance in Minneapolis. This expansion continued throughout the next 4 
years, so that by 1918, 10 years after the establishment of the Vocation Bureau by Parsons 
in Boston, “932 four-year high schools reported vocation bureaus, employment depart-
ments, or similar devices for placing pupils” (W. C. Ryan, 1919, p. 36).

Challenges to Vocational Guidance

At the same time that progress was being made in institutionalizing vocational guidance 
in the schools, substantial challenges to this process were also present. Brewer (1942), in 
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his history of vocational guidance, described a number of these challenges. One challenge 
he noted was high interest followed by a loss of that interest because of personnel changes. 
Another challenge was from conservatives “who began their barrage of criticism when the 
traditional curriculum was in any way endangered” (p. 87).

In addition to these challenges, other challenges included a lack of a practical plan to 
develop and implement vocational guidance, a lack of adequate preparation of teachers to 
carry out vocational guidance work, and a lack of resources and equipment. Two quotes 
from Brewer’s history illustrate these challenges and their consequences.

Vocational guidance is not a job for amateurs, to be assigned to a person because he or she has a 

warm heart. It should not be regarded as an adjunct to the teaching of English or mathematics. 

It is not a side issue of the work of deans of men or women. It is not a pastime to be indulged 

in during odd moments by a school principal, vice-principal, placement officer, registrar, or at-

tendance officer. Vocational guidance is a distinct profession, just as independent as the work of 

the physician, the lawyer, the nurse, or any other highly specialized worker. (Brewer, 1942, p. 

88, quoting Harry D. Kitson)

Another common reason for abandoned plans was because the vocational counselor had noth-

ing but an office and his mental equipment behind him. Vocational training, on the other hand, 

had back of it an investment of thousands of dollars in machines and equipment and could not 

so easily be “folded up.” It was simple enough in times of financial stress, or for other reasons, 

to assign a vocational counselor back to a “more important” teaching or administrative position. 

(Brewer, 1942, p. 88)

Early Concerns About the Position of Vocational Counselor

By the 1920s, as the guidance and counseling movement (vocational guidance) was 
spreading across the United States, concerns were already being expressed about the way 
guidance and counseling was organized, was being perceived by others, and was being 
practiced. In a review of the Boston school system, Brewer (1922) stated that the work was 
“commendable and promising” (p. 36). At the same time, he expressed concern about a 
lack of effective centralization and supervision. What was done and how well it was done 
were left up to individual principals and counselors. Myers (1923), in an article titled “A 
Critical Review of Present Developments in Vocational Guidance With Special Reference 
to Future Prospects,” also expressed concern:

The first development to which I wish to call attention is a growing recognition of vocational 

guidance as an integral part of organized education, not as something different and apart from 

education that is being wished upon the schools by a group of enthusiasts because there is no 

other agency to handle it. . . . Second, vocational guidance is becoming recognized as a special-

ized educational function requiring special natural qualifications and special training. . . . A third 

development that claims attention is an increasing appreciation that a centralized, unified program 

of vocational guidance for the entire school system of a city is essential to the most effective work. 

We are rapidly passing out of the stage when each high school and junior high school can be left 

to organize and conduct vocational guidance as it sees fit. (pp. 139–140) 

In expressing these concerns, Myers was calling attention to problems associated with the 
position model in which teachers were designated as vocational counselors with no struc-
ture to work in and little or no released time from their teaching duties. Apparently, the 
position model for guidance and counseling caused it to be seen as an ancillary activity that 
could be conducted by anybody. In contrast, he stressed the need to view guidance as an 
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integral part of education that required trained personnel working in a unified program of 
guidance. Myers’s words were prophetic. These words are the same as those we use today 
to describe the importance, personnel requirements, and structure of comprehensive guid-
ance and counseling programs in schools.

Myers (1923) made another astute observation about some unanticipated outcomes 
the prevailing way of organizing guidance and counseling (the position model) was caus-
ing in the schools:

Another tendency dangerous to the cause of vocational guidance is the tendency to load the 

vocational counselor with so many duties foreign to the office that little real counseling can be 

done. The principal, and often the counselor . . . [have] a very indefinite idea of the proper duties 

of this new officer. 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 [or she] has administrative 

ability. It is perfectly natural, therefore, for the principal to assign one administrative duty after 

another to the counselor until he [or she] becomes practically assistant principal, with little time 

for the real work of a counselor. In order to prevent this tendency from crippling seriously the 

vocational guidance program it is important that the counselor shall be well trained, that the 

principal shall understand more clearly what counseling involves, and that there shall be efficient 

supervision from a central office. (p. 140)

Myers’s (1923) words were again prophetic. They pointed directly at the heart of the 
problem with the position model, that is, the ease at which “other duties as assigned” can 
become part of guidance and counseling and the work of school counselors, a problem 
that continues to plague school counselors even today.

Guidance and Counseling in the 1920s and 1930s: 
Challenges and Changes

Changes in Purpose of Guidance and Counseling

The 1920s witnessed the continued expansion of guidance and counseling in the schools. 
During this period of time, the nature and structure of guidance and counseling were being 
influenced by the mental hygiene and measurement movements, developmental studies 
of children, the introduction of cumulative records, and progressive education. In effect, 
“Vocational guidance was taking on the new vocabulary present in the culture at large 
and in the educational subculture; the language of mental health, progressive education, 
child development, and measurement theory” (A. H. Johnson, 1972, p. 160). As a result, 
additional purposes for guidance and counseling were identified.

Educational Purposes

The addition of an educational purpose for guidance was a natural outgrowth of a change 
that was taking place in education itself. With the advent of the Cardinal Principles of 
Secondary Education (National Education Association [NEA], 1918), education, at least 
philosophically, began to shift from preparation for college alone to education for total life.

This was a life to be characterized by an integration of health with command of fundamental 

processes, worthy home membership, vocational competence, civic responsibility, worthy use of 

leisure time and ethical character. . . . Given these Seven Cardinal Principles, an education now 

appeared equally vocationally relevant—from this one could construe that all of education is guid-

ance into later vocational living. (A. H. Johnson, 1972, pp. 27–28) 
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This change occurred partly because the leadership of guidance and counseling, particu-
larly on the part of people like John Brewer (1922), was increasingly more educationally 
oriented. It also occurred, according to Stephens (1970), because the NEA’s Commission 
on the Reorganization of Secondary Education (CRSE) “had so broadened the definition 
of vocation as to soften it, if not to virtually eliminate it as a cardinal principle of second-
ary education” (p. 113). This move by the CRSE, together with the more educationally 
oriented leadership of guidance, served to separate what had been twin reform movements 
of education—vocational education and vocational guidance, as Stephens called them—
leaving vocational guidance to struggle with its own identity. This point is made in a similar 
way by A. H. Johnson (1972):

The 1918 report of the NEA’s Commission on the Reorganization of Secondary Education 

construed almost all of the education as training for efficient vocational and avocational life. No 

element in the curriculum appeared salient after the CRSE report. This was no less true of vo-

cational education. Thus, as a “cardinal principle” vocational education was virtually eliminated. 

The once correlated responsibility of vocational guidance lost its historical anchorage to vocational 

education and was set adrift in the public school system to be redefined by the logic of the educa-

tion subculture. (p. 204)

Personal Adjustment Purposes

During the 1920s, it was clear that less attention was being focused on the social, indus-
trial, and national and political aspects of individuals, whereas considerably more atten-
tion was being given to the personal, educational, and statistically measurable aspects of 
individuals. More specifically, at least within the school setting, there apparently was a 
“displacement of the traditional vocational, socioeconomic, and political concerns from 
the culture at large to the student of the educational subculture whose vocational socializa-
tion problems were reinterpreted as educational and psychological problems of personal 
adjustment” (A. H. Johnson, 1972, p. 221).

As a result of this displacement of concerns, vocational guidance practices began to em-
phasize a more personal, diagnostic, and clinical orientation to students, with an increasing 
emphasis on psychological measurement.

Content to explore with yet greater precision the psychological dimensions of the student, and 

guaranteed a demand for testing services in the public school system, the guidance movement 

defined its professional role to meet the expectations of its institutional colleagues. Thus there 

developed a mutual role expectation that requires analysis and synthesis (gathering and organizing 

personal data), diagnosis (comparing personal data to test norms, and occupational or profes-

sional profiles), prognosis (indicating available career choices), and counseling (or treating, to 

effect desired adjustment then or in the future). This formed the basis for the clinical model. 

Testing had created the demand for a unique technical skill around which the clinical model 

could develop, and around which vocational guidance had established a professional claim. (A. 

H. Johnson, 1972, p. 138)

Further evidence of this can be seen in the 1921 and 1924 statements of the Principles 
of Vocational Guidance of the National Vocational Guidance Association (Allen, 1927). 
These principles emphasized testing, the use of an extensive cumulative record system, 
information, the study of occupations, counseling, and case studies. Between 1925 and 
1930, as the personal adjustment purpose of vocational guidance emerged, counseling 
became of primary concern. “Vocational guidance became problem oriented, centering on 

Developing & Managing Your School Guidance & Counseling Program



Evolution of Comprehensive Guidance and Counseling Programs

 11 �

adjustable psychological, personal problems—not social, moral, religious, ethical, or politi-
cal problems” (A. H. Johnson, 1972, p. 201).

What Should Be the Duties of the Counselor?

One of the tasks of the profession in the 1920s and early 1930s was to establish the preferred 
list of duties to be carried out by individuals filling the position of counselor. The task was 
to decide which duties would constitute a complete program or, as Proctor (1930) stated, 
the standard setup for guidance and counseling. Myers (1931) prepared a list of actual 
counselor duties. There were 37 items on the list. After reviewing the list, Myers stated,

Here is, indeed, a formidable list of things which counselors do. It is obvious that many of these 

are essential to an effective guidance program and may properly be expected of a counselor. It 

is equally obvious that some of them are routine administrative or clerical matters which have 

nothing whatever to do with counseling. Evidently, under the guise of setting up a counseling 

program, some junior and senior high school principals have unloaded a large number of their 

office duties upon the counselor. (p. 344)

In the same article, Myers (1931) classified the preferred duties into the following 
 categories:

• Interviewing or conferring with individual pupils

• Meeting with pupils in groups

• Conferring with teachers and other members of the school staff

• Conferring with special officers of the school system

• Conferring with parents

• Conferring with representatives of industry, business, and the professions

• Working with social agencies of the community. (pp. 345–347)

As guidance and counseling was becoming institutionalized in schools and was in the 
process of being defined and implemented, the expectations of other educational personnel 
concerning guidance and counseling were also being shaped. This seemed to be particularly 
true for school administrators. A. H. Johnson (1972) underlined this when he pointed out 
that administrative obligations were a substantial part of the new professional responsibili-
ties. In fact, many suggested vocational guidance responsibilities delineated by the profession 
became administrative obligations when incorporated into the school settings. “Professional 
responsibilities became in fact administrative obligations for which guidance would be held 
accountable not to professionally determined values but values of the education subculture 
interpreted through its administrative structure” (A. H. Johnson, 1972, p. 191).

Services Model of Guidance and Counseling

By the late 1920s and early 1930s, various specialists, in addition to counselors, had joined 
the staffs of schools. These specialists included personnel such as attendance officers, visiting 
teachers, school nurses, and school physicians. Myers (1935) suggested that the phrase pupil 
personnel work be used to coordinate the work of these specialists and that someone from 
central office be given the responsibility for overseeing their work. Myers went on to point 
out that “probably no activity in the entire list suffers as much from lack of a coordinated 
program as does guidance, and especially the counseling aspect of it” (p. 807).

Evolution of Comprehensive Guidance and Counseling Programs



Developing & Managing Your School Guidance & Counseling Program

 �  12

Given Myers’s (1935) point about the lack of a coordinated program for guidance 
(remember that the prevailing organization for guidance and counseling at that time was 
a position with a list of duties), what would be the best way to provide a more coordinated 
program for guidance and counseling? The concept that emerged was guidance services. 
Five services were typically identified: individual inventory, information, counseling, place-
ment, and follow-up. According to Roeber, Walz, and Smith (1969),

This conception of guidance services was developed during a period in the history of the guid-

ance movement when it was necessary to have some definitive statement regarding the need for 

and nature of a more organized form of guidance. This delineation of guidance services generally 

served its purpose and gave the guidance movement something tangible to “sell” to state depart-

ments of education and to local schools. (p. 55)

Counseling Service Predominates: Student Adjustment Is the Focus

Although all of the services of guidance were seen as important, one service, counsel-
ing, began to predominate over the other services in the 1930s. The emergence of the 
importance of counseling had begun earlier in the 1920s as a result of the more personal, 
diagnostic, and clinical orientation to students that was occurring during that time period. 
By the 1930s, attention to a more personal, diagnostic, and clinical orientation to students 
intensified. As a result, counseling, with its increasing attention on the personal adjustment 
of students, began to be seen as something separate and distinct from vocational guidance.

Up to 1930, . . . not much progress had been made in differentiating this function [personal 

counseling] from the preexisting programs of vocational and educational guidance. After that 

date, more and more of a separation appeared as guidance workers in the high schools became 

aware of increasingly large numbers of students who were troubled by personal problems involv-

ing hostility to authority, sex relationships, unfortunate home situations, and financial stringen-

cies. (Rudy, 1965, p. 25)

Bell (1939), in a book on personal counseling, stated that the goal of counseling was 
student adjustment through personal contact between counselor and student. Adjustment 
in his thinking included all phases of an individual’s life: school, health, occupational, 
motor and mechanical, social, home, emotional, and religious. Koos and Kefauver (1937) 
also noted the theme of adjustment when they stated that guidance had two phases, the 
distributive and the adjustive. The goal of the first phase was to distribute students to edu-
cational and vocational opportunities. The goal of the second phase was to help students 
make adjustments to educational and vocational situations. M. E. Campbell (1932) added 
that guidance needed to focus on “problems of adjustment to health, religion, recreation, 
to family and friends, to school, and to work” (p. 4). 

Vocational Guidance Continues to Be Defined

According to M. E. Campbell (1932), vocational guidance was defined as 

the process of assisting the individual to choose an occupation, prepare for it, enter upon and 

progress in it. As preparation for an occupation involves decisions in the choice of studies, choice 

of curriculums, and the choice of schools and colleges, it becomes evident that vocational guid-

ance cannot be separated from educational guidance. (p. 4)

Developing & Managing Your School Guidance & Counseling Program


