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ABSTRACT

The School Guidance Services in Malaysia

by

Rabaee bt. Md. Hashim

This study 1s concerned with the aims, the achievements and the
development of guldance and counselling services in Malaysian secondary
schools, It also traces the historical development of guidance and
counselling in America and Britain (for its predominent influence on
the educational system of Malaysia), in the hope of finding the
approaches most suitable for the multi-racial ~ multi~-religious -
milti-cultural societies of Malaysia. Two case studies are included
in this study in the hope of illuminating the general literature

findings on the existing services.

The study is divided into 5 chapters, besides the Introduction.
The general pattern of chapters consists of Historical Development
of Guidance and Counselling in United States of America, Britailn
and Malaysia; Guidance and Counselling Towards National Unity, The
Achievements of Guidance and Counselling in Malaysia - Two Case

Studies, Future Development and Conclusion.

Thus, this study hopes to unveil some of the issues that could
facilitate the growth of guidance and counselling in schools as a means
of achieving the goals of Malaysian education,

July 1985
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Note - Discrimination between the sexes

In this study, it is impracticable to eliminate completely the
use of genders and retain a fluent and readable text, The reader

is therefore asked to accept that no deliberate distinction between

the sexes 1s implied,
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INTRODUCTION

Since the terminology for guidance and counselling is
still imprecise and since its usage has varied widely
between and within countries, it would be most appropriate
to use for the purposes of thig thesis the basic definition
given by UNESCOl (Fanuary 1983, p.3) which defined guidance
as "thé process of assisting individuals to make effective
choices and transitions relating to their education, their
work career and their:life-style”. Thig embraces a range
of helping.strategies, information, assessment, advice,
teaching, counselling and enabling2 (cE. wWatts 1981).

Such activities could be carried out either on a one-~to-one
or a.group basis.

"The UNESCO document also states that in some countries,
the term 'guidance' ig extended to include cholces and
transition relating to personal areas of people'’s lives,
including relationships, social and psychological problems.
In others, it is used mainly in relation to educational and

vocational choices. Thus, educational guidance is defined

as "the process of asgisting the individials to choose and
successfully complete programmes of education suited to
their talents and interests, taking into account prior
educational achievement and any future job or career plans

they may have", whilst vocational guidance is defined as
Y Y

"the process of assisting individuals to choose and enter
an occupation suited to their talents and interests, for
personal satisfaction and for the benefit of society (UNESCO

1983). Similarly, some countries use the terms 'career (s)




guidance' or ‘'occupational guidance' as syhonyms for
'vocational guidance' (as in the case of Malaysia), while
others use them with a slightly different meaning. For
instance, 'career(s) guidance' is sometimes used as a
broader term embracing guidance on the interaction between
people's work, education and other roies.

The emergence of guidance and counselling as a
specialised field of educatiqnal activity can be said to
be of relatively recent origin (Craft & Lytton 1974;
Daws 1976). More specifically, as a universal twentieth
century phenomenon, it éan be said that the guidance
movement seems to have been brought tc the fore in response
to a.number of discrete socio-econcmic and political factors
experienced by the western countries, especially the United
States of America, in their normal process of developmental
g.'_cowth (Craft & Lytton 1974; Daws 1976, passim). The view
is further supported by Roger A. Aubrey in his article

published by the Personnel and Guidance Journal (February

1977). He says that "guidance arose in the dawning 20th
century as one of several movements answering the upheaval
and turmoil created by the 19th century Industrial
Revolution".

In studying the universal trends and the development
in the field, a number of contributing factors may be
highlighted. Foremost among these was the Industrial
Revolution and its results which brought about a host of
cahnges in the world of work with the majority of the
population moving away from agricultural work to the

manufacturing work, with fewer and fewer agricultural



workers supplying the food needs of the masses (Hopson

and Scally 1981); Such changes created many complexities
for the individuals in relation to wocational choices and
job placement as well as problems relating to training in
the range of skills required (ﬂopson and Scally 1981).
These issues in turn caused subsequent repercussions on
the existing patterns of family structure and inter-personal
relationships which called for perscnal adjustment (Craft
1974; Daws 1976). In other words, the emergence of the
guidance movement was initially provoked by conditions which
resulted in personal anguish for hundreds of thousands of
people in their daily life.

The Industrial Revolution also saw the gradual
extension of schooling from selected and usually privileged
groups to the mass of the pbpulation (Watts 1983).
Gradually formal education was recognised as having an un-
limited potential for national growth and solidarity, both
by developing countries as well as by the more industrialised
nations (UNESCO January 1983; Leona Tyler 1961; Craft
1974) in developing and utilizing talents and human
resources. The growing school population began to expand
tremendously-and there emerged an increasing emphasis on
the quality of education ( Watts 1983). As indicated
by Miller (1965), that a higher level of education was
nhecessary for workers due to the automation of the system
of production. Watts (1983) also mentioned that education
has a close relationship with the world of work.

Societies expect schools to develop in young people the

knowledge, attitudes and skills which will enable them



to contribute to the economy. Young people and their
parents, too, expect schools to help them enter a worth-
while job (ibid).

Furthermore, as mass or public education became
universally popular and the school-leaving age began to
increase progressively in many countries, (which according

to Watts (1983, p. 2) was partly in response to arguments

‘about the upgrading of skills, requirements of jobs and the

need for the country to utilize more fully its human

resources and talents) new demands in courses offered within

the school as well ags new teaching approaches which arose

to cater for the heterogenous school population. All

this coinciding with the knowledge explosion of the twentieth
century gave rise to more educational options. (Sarojini
Menon June 1975). The students, on the other hand needed
assistance in making use of the expanded opportunities open
to them (Miller 1965).

The guidance movement was said to have begun in the
United States of America, in the early twentieth century
during which a great knowledge explosion took place and great
social changes occurred among the young people in the west,
especially in America. As Daws (1976, p. 6) pointed out:
"great social changes have occurred in the world of young
people and in their relationship with their elders. They
no longer wish to become miniature copies of their parents,
striving to become like them and absorbing their values
with little strain in their adolescence period" (cf. also

Tibble T.W., Adults and Adolescents, UNESCO - NEF, 1964).

They became more individualistic and were dedicated to the



defence of their individuality. Daws (1976, p. 6) again
pointed out, "For the first time the young found a cultural
idendity of their own and adolescence ceased to be merely

a grim transition, a waiting room for adulthood in which
the young tentatively tried on the trappings and the manners
of their parents as far as they were allowed", Thus, a
tolerant society, where for the first time the young are
expected to develop a cultural identity of their own,

has been born. The individualistic society was more of a
"live-and-let-live society" and a "you-do-your-thing-and-let-
me-do-mine socociety" (Daws 1976).

The dramatic changes in life-style which are seen so
clearly in developed countries such as the U.S.A. and
Britain, particularly during the early years of this century,
have their reflections in the current situation facing the
developing countries. In Malaysia,3 for instance, the rapid
changes bring a host of side effects. Traditional eastern
values are being replaced by those of the beneficiaries of
development and modernisation. This is not what the
leaders of developing countries seek, for as stated by the
Prime Minister of Malaysia, Datuk Seri Dr. Mahathir Mohamed
in the twenty-third National Day Speech, "Development need
not be accompanied by moral decay. The Japanese have
managed to retain much of their value system which has
prevented their going the way of western society. Similarly,
Malaysia can retain and foster the kind of values, both
spiritual and material, which keep away the process of

decay" . (The New Straits Times, Malaysia, 3lst August,

1980).

It was with this view in mind that the Deputy Prime



Minister, Datuk Musa Hitam, who was then the Minister of
Education, stressed in his speech the importance of
providing counselling services to the pupils "in view of
the country's rapid development in various fields" (The New

Straits Times, Malaysia, September 1979). He also said

that following those developments, new problems had crept
into the life of school pupils and most of these problems
were beyond the pupils' abilities to handle, making them
susceptible to bad influences.

His views were further suppcrted by the Director
General of Education, Tan Sri Haji Murad bin Mohamad Noor

(The New Straits Times, Malaysia, 25 September 1980), who

said, "Current factors such as both parents working, a big
increase in the school-going population and fast development
in various fields putting pressure on pupils, the relation-
ship between pupil and teacher and even between pupils and
parents has become very impersonal. This has resulted in
a general drop in discipline in schools ...". Effective
and concrete measures for the preservation of cultural contin-
uity and the attaining of appropriate maturity of the young
have to be found if the country is to progress and to achieve'
its expected goals as a developing nation.

Hence, guidance and counselling is seen as a counter-
balance in the Malaysian eduéational system which at
present tends to be formal, monolithic and unable to pay
much attention to individual differendes (Watts 1978).
Guidance4 is becoming not merely a desirabkle but an essential
and integral part of the education system. The main

objectives of that system are not only the development of



manpower resources but also the development of a well-
rounded personality. This involves catering for the
aesthetic, moral and intellectual needs of every individual
in order that he becomes a happy and useful member of the
society (Educational Planning and Research Division or

EPRD, Kementerian Pelajaran Malaysia or Ministry of

Education of Malaysia).5



NOTES

UNESCO, Division of Structures, Contents, Methods and
Techniques of Education, Guidance and Counselling
UNESCO's Programmes and Suggestions For Future Actions,
January 1983, Paris ED-83/WS/l1-Rev. ,

Adopted from Watts, A.G., 'Counselling Needs of Youth and
Adults', Bulletin of International Associations of
Educational and Vocational Guidance, pp. 19-20, 37/1981,

MALAYSTIA refers to states in Peninsular Malaysia,
Sabah and Sarawak (See Map).

The gchool guidance services in Malaysia comprises of
personal-social guidance, educational guidance, wvocational
or careers guidance and drug abuse prevention programmes
(cf. Guidance in. Schools 1971 by the Ministry of
Education, Malaysia - later referred to in the text as
Guidance in Schools 1971, and Iyer 1975). However,

in recent years the term "perscnal-social guidance” has
been changed to "counselling" and the guidance services
in schools is currently being referred to.as the
guidance and counselling services in schools (as used in
this text).

For convenience, the term 'Ministry of Education of
Malaysia' will be widely used in this text in place of
Kementerian Pelajaran Malaysia. In fact, the latter
is the translation of the former.



SUMMARY OF ARGUMENT

1.1 Scope of the Study

This study proposes to examine the aims, the achieve-
ments and the development of guidance and counselling services

in Malaysian Secondary Schools by referring to three major

gources of data:

(i) Governmental or official publications ) Research liter-
}  ature and
(ii) Non-governmental literature }  documentation

{(1iii)} Information elicited from questionnaires distributed
to two specific secondary schools in the state of
Perlis, Malaysia.

The data on available research literature and docu-
mentation will be used to analyse and critically comment on

the following topics:

a) Definitions and description of guidance and counselling
b) The evidence of need for guidance and counselling
c) The origins, current state and potential of guidance

and counselling
Then, a specific comparison of the perceptions of the major
participants of two school guidance services in Malaysia
will be made to illuminate the general literature findings

(cf£. Chapter 3). Finally, general conclusions will be

drawn from both sources.

1.2 Chapter One : Historical Development

In this chapter attempts will be made to trace the
historical developments or background of guidance and coun-

selling as used in the West, with special reference to the
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United States of America, its country of origin. The origins
of guidance and counselling services in Britain will also be
examined, given that Britain had, and still has, very strong
influenge on the Malaysian educational systemn. Paying
particular attention to the system of education in Malaysia,
this chapter attempts to examine the rationale which assumes
the need for guidance and counselling in Malaysian schools

as well as its historical development in Malaysia. In this
way, it may be possible to observe a number of key similar-
ities in the developmental pattern of guidance and counselling

in the three countries.

1.3 Chapter Two : Guidance Counselling Towards
National Unity

The working definition of guidance and counselling given
at the beginning of the introduction will be further analysed
and developed in detail in this chapter. As the core of
this study is on Guidance and Counselling Services in
Malaysian Secondary Schools, attempts will be made to
examine the aims of education in Malaysia (Education
Towards Unity and Towards Development of Manpower Résources)
and to consider how guidance and counselling services can
agsist in achieving these goals. For further understanding
of the Malaysian situations, attempts will also be made to
trace the historical background of the multi-racial society
in Malaysia, the importance of unity in nation building and
how guidance and éounselling can be used as one of the
means of conﬁributing to the solution of the existing social
problems. The aims of guidance and counselling will be

further discussed in the Malaysian context.
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1.4 Chapter Three : The Achievements of Guidance
and Counselling in Malaysia : Two Case Studies

In this chapter, attempts will be made to examine and
evaluate the extent and gquality of guidance services
currently offered by schools in the country by comparing
the field data collected in two secondary schools in Perlis
with the official data from the Ministry of Education of
Malaysia and from other reliable published materials. The
application of the findings will then be used to examine to
what extent the stated aims of guidance and counselling
menticoned in the previous chapter have so far been achieved

in the two schools.

1.5 Chapter Four : Future Development

Further development of guidance and counselling
services in Malaysia will be critically examined in this
.chapter. Discussions will also be made on the Ministry of
Education's long-term future projects to improve_the
present situations, based on interviews with officials from
. the Ministry of Education.and other government publications.
Attempts will also be made to examine the cultural issue of
how far permissive aspects of counselling can be allowed to
be practised in Malaysian schools. Some suggestions
(recommendations) will_be forwarded for the improvement of
guidance and counselling services in Malaysia so that our
future generation might become mature and responsible adults

who will be great assets to the nation.

1.6 Conclusion
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1.7 Appendices
1.7.1. Appendix 1 consists of samples of questionnaire

distributed to key personnel (the Principal, Guidance

teachers, the pupils and their parents) in the two secondary

schools in Perlis. It was designed to ascertain:

a) the schools' acceptance of the guidance and
counselling services for their pupils;:

b) the extent to which the guidance and counsgelling have
been carried out in the schools;

c) the extent to which guidance and counselling is seen
as a means of facilitating solutions of the existing
problems of the secondary school pupils by correlating
the perceptions of different groups of people involved
in the survey.

1.7.2 Appendix 2 consists of responses from the

questionnaire.
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CHAPTER ONE

HISTORICAL DEVELOPMENT OF GUIDANCE AND COUNSELLING

As has been said earlier, the guidance movement began
in America and later spread its wings to other parts of
the world. This chapter attempts to trace the historical
development of guidance and counselling not only in
America (its country of origin) but also because of its
influence during the 19th and early 20th centuries in
Britain and in Malaysia (the focus of this study).

By cqnsidering these three analyses side by side it
will be possible to observe a number of key similarities
in the developmental pattern of national guidance services:

to begin with the United States of America.
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A, THE UNITED STATES OF AMERICA

A.]1l Introduction

According to Wrenn {(1962), "Guidance in school is an
American phenomenon. No other country in the world devotes
so much attention to the child as an individual - and to
assisting children in the decisions they must make as they
grow up" (p. 1). V'Schools in the United States are not
only concerned with the transmission of cultural heritages
and with the socialisation of the c¢hild, but with additional
emphasis on the individual énd oﬁ his needs and desires as
well. Thus school counselling is said to be part of the
response to the Americans' most deeply rooted traditions,
based on what the anthropologist E. Adamson Hoelsel spelled
out as the combination of four values which dominate the
American way of life (cf. Wrenn 1962):

A.l.1 The notion of progress - whereby material and
social conditions are constantly improvable.

A.l.2 A rational universe - generally prefer to apply
the scientific method than to rely on chance or mysticism.
A.l.3 Equal opportunity - whereby each person should
have the opportunity to exercise his special abilities in
a manner that is personally satisfying and socially useful
- resulting in the ideal of universal education, a distrust
of authority, a fluid status system and an intense drive
to "succeed".

A.1l.4 Looking ahead - the American value system is
future-oriented - striving towards the. Golden Age,

These values affect the entire philosophy and practice
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of the American educational system, which, according to
Patterson (1962) form the basis for the philosoPhy of the
guidance and counselling programmes of the school. As

such the nature of counselling and personnel services in

the school is very closely related to the kind of educational

system that America has.

A.2 The Origin of Guidance and Counselling in the

United States of Zmerica

Guidancel arose in the early years of the 20th century
as one of the séVeral movements answering the upheaval and
turmoil created by the 19th century Industrial Revolution
(Aubrey . 1977). Why should guidance have evolved in
America?

Shertzer and Stone (1976) believed.that guidance might
have taken root in America because of the emphasis the
American society placed upon the individual. Brewer, in

History of Vocational Guidance (1942), advanced four

conditions in American society that were responsible for

the growth of guidance: division of labour, growth of
technology, democratic government and extension of vocational
education (cf. Shertzer and Stone,K 1976). A definitive
history of guidance has yet to be written. This was due

to the fact that the precipitating events of its origin

and the major influences upon its development did not fall
into neat chronological division. Therefore, Shertzer and
Stone (1976) tried to describe the brief history of

guidance by dividing it into two main periods, i.e., its

origin and early years (early 1900s) and the period of
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greatest ascendancy (1958-1970). The intermediate years
(1920~-1958)} had been left unattended.
However, Roger F. Aubrey, in an article published in

the Personnel and Guidance Journal, February 1977, divided

the history of guidance and counselling into four major

periocds namely:

A.2.1 beginning of guidance in industrial centres
(1898-1910)

A.2.2 major breakthrough and.expanéion period (1950s)
A.2.3 the promise of guidance and counselling for all
(1960s)

A.2.4 guidance in the 1970s and beyond.

The informatieon of this author will be extensively

used in this part of the study.

A.2.1 Beginning of Guidance in Industrial Areas
(Early 1900s)

According to Shertzer and Stone (1976), thé early 1900s
formed "an entity that bears upon the early calendar of
guidance" (p. 42}. 'Tﬁéy consldered it as the period in
which social consciousness was prevalent in journalism,
literature and art. Besides, picturing or portrayving the
current events in American life, Journalists, novélists
and poets also forwarded many eloguent protests against
social injustices and economic maladjustments. - Demands
for reform, for experimentation and for setting new goals
arose, and people awoke to the fact that the éld rural
America was pagsing away.

As a result, numerous charitable, humane and philanthropic



17

societies were established and organised in the hope of
removing the fundamental causes of poverty and crime.

A nationwide effort was also begun to protect children from
the worst abuses of child labour,‘to provide education for
children and youth (adolescents) and to protect their

health and meorals. Through such efforts, organised guidance
services came into being (Sheftzer and Stone, 1976).

Aubrey (1977} traced the beginnings of guidance in
iﬁ&ustrial centres as occurring during the period between
1898-1910. According to him, it was indeed a time of chahge
especially in the fast developing industrial cities {centres)
of the midwest and eastefn seaboard such as Chicago, Detroit,
Boston and New York. The industrial expansion brought
many social problems and anguishes. . Many newly arrived
immigrants, out of work farmers, Southerners seeking northern
prosperity, and young peopie bored with rural and small town
life came to these industrial cities, hoping to get a
better life there. Unfortunately, those drawn to thesge
metropolitan areas rarely found the 'good life' {(Aubrey 1977,
¢f. Daws 1968 and 1972). It was more likely that in the
large cities, their miseries and insecurities were increased.
Under such circumstances, many spiritual men and women,
aware of the many social problems, tried to eradicate them
and through their efforts, organised guidance services
emerged (cf. Shertzer and Stone 1976). |

In other words, the injustice and suffering brought
by massive technological change had secured the early destiny
of guidance whose primary targets were children and

adolescents. Schools (in this case the public schools)
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were selected to serve as agents for rectifying the
existing 11lls of the society. Who could be better
attended than "the greatest armies of child labourers who
were leaving the public schools to become wage earners under
unfavourable conditions"? (Miller 1964, p.7). This view
was shared by Daws (1972, p.9) who said that, "the social
patterns of industrialisation had become gufficiently
familiar and disquieting to emphasise the need.for prepar-
ation of young people for the adult working world, for them
to meet its demands, and survive with reasonable profité
and contentment".

Thus, in the early 20th century, the institution most
profoundly influenced by guidance was the public school
system. Guidance began in American public schools much
like any other subjects. Initially, it was viewed as some-
thing that could be taught by a teacher to a large number of
students in a classroom sgetting. Later, guidance was seen
as a learning experience enhancing the existing curriculum
by specifically addressing areas and topics that have since
been ignored or neglected (Aubrey, 1977 and 1982).

There were two early forces in the growth of guidance
in public schoolé. The first guidance movement, known as
vocational guidance began at the turn of the 20th century
in response to industrialisation and changing pattern in
American society,'and educational practice. . It continued
to play a critical role in influencing guidance practice
in public schools until the 1940Cs. The second movement
began in the 19220s. It was called "educatiocnal guidance"

(Aubrey 1982).
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A.2.1.1 Emergence of Vocational Guidance in Education

The history of vocational guidance movement has been
exceptionally well covered by Borrow (1964) and others
(Barry and Wolf 1962; Brewer 1942; Super 1955; Williamson
1964). According to Aubrey (1982), most writers agree that
the early beginnings.of vocational guidance in schools arose
from a concern for individuals "who had moved from rural to
urban settings or had been victimized by child labour
abuées, and it grew out of a general concern for the job
satisfaction of American workers" (McDaniels 1974, p. 252).

The growth of vocational guidance in schools was
regarded as an uphill battle by Aubrey (1977). Its intro-
duction and implementation in urban schools (where the
services were most regquired) were indeed slow but steady.

In fact, the first_university course in vocational guidance
was offered. at Harvard College in 1911 by Parsons' successor
at the Vocation Bureau, Meyer Bloomfield.

There were a number of forces combined to offset the
apathy and opposition to vocational guidance in the first
two decades of this century. The greatest support came
from the social reform movement, in the early 19%00s. Both
used the issues of the growing exploitation and misuse of
human beings (human suffering) as a means of pricking the
conscience of the public, especially legislators who were
forced to be responsive to the persistent and ceaseless cries
of social reformers (Aubrey 1977). As a consequence,
Ccongress passed the Smith-Hughes Act, a landmark for
secondary school vocational education and teacher training

in 1917. This legislation was further strengthened by
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succeeding legislations such as the George-Reed Act in
1929, the George-Ellzey Act of 1934 and the George-Dean
Act of 1936. All these combined to subsidize and support
vocational education_as a legitimate enterprise of the
public schools {Aubrey 1977).

Besides that, vocational guidance was also stimulated
by changing patterns of industrialisation. (Aubrey 1977).

As business and industry grew, there arose the need for a
more intelligent and diversified working force (especially
the highly skilled members of it) which could only be
provided bylthe schools and their prevailing curriculum.

In response, the schoolsg had to keep students longer than
they had previously (cf. Watts 1983 and Daws 1972}).
As the number of children and adolescents attending the
public schools continued to increase, the schools were forced
to change time-honoured customs and traditions. Many
educators were caught unprepared and reluctant to extend
mass education beyond elementary schools, but the founders

of vocational guidance did not find the prospect frightening.
This was due to the fact that the early wvocational guidance
movement’'s (until today) primary interests were in the
individual and in the preparation of that individual for
life in a fluid and ever changing environment (Aubrey 1977
and 1982).

However, the early vocational guidance movement {before
1915) was said to be "largely devoid of philosophical or
psychological underpinnings" (Aubrey 1977, p. 290).
According to Aubrey (1977}, the Parsonian model of vocational

choice was based on simple logic and common sense and relied
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predominently on observational and data gathering skills.

Its inclusion in the public schools was defended on the
basis of eccnomic and humanitarian conditions outside the
school. With the exception of Jesse Davis and a few others,
vocational guidance was not associated with therprocess of
education, nor was it viewed as a means of contributing to
the development of the individual through a process of
extending over a number of years. The vital link between
vocational choice and personal development would have a
hiatus and only emerge much later with the work of such people
as Super (1942), Ginzberg. (1951),Roe (1956}, Tiedeman (1958)
and others (cf. Aubrey 1977).

The lack of strong philosophical oxr psychological support
was, however, being filled by the growing enchantment of
guidance with psychometrics (Aubrey 1977 and 1982). In
time, this merger of vocational guidance and psychometrics
would set in motion a psychological foundation based on
testing and individual pupil analysis.2 Testing and later
adoption of ﬁrait—factor psychology gave the vocational
guidance movement respectability, credentials and a firm
foothold in public institutions. Unfortunately, most of
the tools adopted by vocational guidance did not fulfill the
hopes and aspirations of its early founders in aiding
individuals to arrive at greater self-determination and

human dignity (Aubrey 1977 1982).

A.2.1.2 Emergence of Educational Guidance

According to Aubrey (1982}, the term 'educational

guidance' has two distinct meanings:
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a) Educational guidance can refer to help given to
students in selecting courses, adjusting to school,
orientating themselves to new surroundings and deciding
on courses of action on completion of schooling.

b) Educational guidance is said tbzbEwmuch;brOaderwand;mOrQ
intimately related to the total process of education
and character building, i.e., as a pervasive force in
the curriculum and instructional procegs itself. In
this sense, guidance encompasses and embodies a set
of objectives, methods and experiences within the total
educative process (cf. Aubrey 1982).

Educational guidance was first described as an educat-
ional activity by Truman L. Kelly whereby he édvocated this
activity as an essential process in helping students to make
choices about courses of study and school adjustment prcoblems
(cf. Aubrey 1982). The form of educational guidance
proclaimed by Kelly owed its origin to vocational guidance.
In fact, this "new" vocational guidance emerged out of a
need to redefine guidance as not simply an activity
appropriate for occupational considerations but also for all
educational experiences of the stﬁdents. In other words
the concern of the early advocates of educational guidance .
was for a broadening of a student's horizon through
guidance (Aubrey 1982).

However, educational guidance was not always seen as
promoting new views or prospects for students. In many
circumstances, educational guidance wasg introduced in schools
as a process to help in the distribution and'adjustment of

pupils. It was meant to remedy a number of probliems
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involving students that called for attention beyond that
available in most schools. This definition of guidance
was first introduced by Proctor (1925) in the 1920s and by
the depression years of the 1930s, it competed with
vocaticonal guidance for popularity (cf. Aubrey 1982).

Another form of educational guidance also began to
take form in the 1920s and was fully articulated in the
early 1930s. Unlike the distributive and. adjustive
version of guidance, this movement viewed guidance as
"neither adjusting nor suggesting, neither conditioning nor
controlling, neither directing nor taking responsibility
for anyone ... the work we do in schools may be described
ag helping children to understand, organlse, extend and
improve their individual and cooperative activities ...
[This] meang guidance". = (Brewer 1932, p. 2.).

By expanding the guidance base to include all
endeavours engaged in by students, Brewer drastically
challenged the previous foundation of guidance whose primary
concern was with the choices and decisions of young people
regarding the world of work and vocations. Instead he
opened up the entire spectrum of education and human
development to guidance, (Aubrey 1982). As a conseguence
of this refocus, a new model for vccational guidance was
established. Tn addition to that, it also laid the
foundation for a theory of guidance intervention which

would be linked directly to the process of education.



A.2.1.3 Early Pioneers of Guidance

(i) Jesse B. Davies

Among the early pioneers of guidance were Jesse B.
Davis and Frank Parsons. Educational historians attributed
Jesse B. Davis the first effort to systematize guidance
into the accepted school curriculum (Brewer 1942, Miller
1961, Aubrey 1977 and 1982). As a school administrator
in the growing industrial city of Detroit between 1898 - 1907,
Davis was concerned by the vocational problems and social-
differences of his students. As pointed out by Matthewson
(1962, p. 72), and later by Shertzer and Stone (1976, p. 42),
"Jesse B, Davis, while serving as eleventh?grade principal
(1898-1907) spent most of his time actively counselling
boys and girls." He then, carried this concern with him
when he accepted the principalship of Grand Rapids,

Michigan High School in 1907 and decided to create a
guidance curriculum. Davis, therefore, selected English
composition as the area best suited to what he termed as
"wvocational and moral guidance" and one.Enélish period per
week was set aside for this lesson. (Aubrey 1977 and 1982;
Shertzer and Stone 1976). For Davis (1914 p. 17}, the
definition and objectives of guidance at this time were
nothing less than the "pupil's better understanding of his
own charactef; it means an awakening of the moral conscious-
ness that will lead him to emulate the character of the
good and the great who have gone before; it means a concept-
ion of himself as a social being in some future occupation,
and from this viewpoint the appreciation of his duty and

obligation towards his business associates, towards his
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neighbours, and towards the law" ({(cf. Aubrey 1977).
According the Aubrey (1977} the words and work of
Jesse Daﬁis were those of an ambitious and inspired
reformer. He is best understood not in the narrow frame
of vocational guidance, but rather in the broad perspective
of the progressivism in American education which was
started by Horace Manned and was perfected by John Dewey
and his followers in the Progressive Education Association.
Aubrey (1977) further stressed that although the school
counsellor was described "as the most characteristic child
of the progressive movement" (Lawrence Cremin 1965, p. 5),
the compliment was more symbolic than true. It was what
counsellors represented, not what they delivered, that
elevated them in the eyes of the progressives. They
believed that guidance could embody the aims and ideals of

American progressivism.

(ii} Frank Parsons

Coincidentally with the early work of Jesse Davis in
the industrial midwest, another guidance pioneer arose, in
an industrial complex on the eastern seaboard (Aubrey 1977
and 1982). Prank Parsons, often referred to as the "Father
of Guidance" did not begin his career in the public schools.
Instead, he began as an engineer and later became a social
worker at an independent agency called the Breadwinner's
Institute, Boston. (Patterson 1962). He was heavily influenced
by the philanthropic example of Jane Addams in Chicago.
This influence was early reflected by Parsons! work in

establishing a settlement house in Boston for young adults
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already employed in industry or in need of employment .
(Aubrey 1977 and 1982).

Although the early work of Parsons was focussed on
out-of-school young people, his hopes centred on a time
when wvocational guidance would "become part of the public
school system in every community". (Lasch 1965, p. 157,
cf. Aubrey 1977). To accomplish this, Parsons established
the Vocational Bureau in Civil Service House in Boston in
1908 to provide services to school-leaverg and out-of-school
youths (Pétterson 1962).2 . According to Shertzer and
Stone (1976), Parsons was concerned that individuals under-
stood their strength and weaknesses and used this knowledge
in choosing among vocational opportunities. The founding
of the Vocation Bureau was regarded as a major breakthrough
because it represented the first "insgtitutionalization of
vocational guidance" (Ginzberg 1971, p. 23 and cf. Aubrey

1977). A year later, Parsons! volume on Choosing a Vocation

(1909) was published (just after his death). His ideas in
the book led to the establishment of vocational guidance
departments in a number of the best school systems in the
U.S.A. (Brewer 1942 and cf. Shertzer and Stone 1976).

In 1910, Parsons! contribution to guidance was
recognized when Boston was selected as the site for the
first National Conference on Vocational Guidance. This
conference later resulted in the official founding of the

National Vocational Guidance Association (NVGA)} in 1913 in

-Grand Rapids, Michigan. The link between the pioneer work

of Jesse Davis and Frank Parsons. was obvious and their

early achievements led to the first publication of the
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later NVGA journal, the Vocational Guidance Bulletin in

1915, which eventually became the Personnel and Guidance

Journal of today. (Aubrey 1977 and Patterson 1962). The
journal highlighted the emerging profession's problems and

aspirations (Shertzer and Stone, 1976).

A.2.1.4 Other Developments

The work of Davis and Parsons was alsc emulated by
‘many persons with a similar interest in social reforms and
the uncurbed exploitation of young people. For instance,
vocational guidance entered the New York schools (as early
as 1906} led by a schoeol principal Eli Weaver,.who had written

a booklet called Choosing A Career. (Aubrey, 1977).  Eli

Weaver socught to assist the great army of child labourefs
who were leaving the schools in New York City under unfavour-
able conditions. Simultaneously, other pidneer guidance
programmes and organisations also began to operate in Salt
Lake City, Utah; Lincoln, Nebraska and Oakland, California
and continued to spread throughout America. This extension
of the guidance movement was very much attributed to the

. founding of the National Vocational Guidance Association
{(NVGA} in 1913. With the increase of NVGA's membership,
the diversity of the members' interests and the increased
psychological understanding of the individual led the NVGA
to combine with other personal organisations thus leading

to the formation of the present national organiéation,

The American Personnel and Guidance Association (APGA) in

July 1952.



DU S

28

A.2.1.5 Counselling

When guidance was first recognised as a legitimate
educational endeavour of the 20th century, little mention
was made of counselling as a helping technique during its
first three decades. The concept of counselling as a
psychological process only appeared after the publication

of a Workbook in Vocations by Proctor, Benefield and Wrenn

in 1931. Nevertheless, a cursory reading of Parsons (1909),
Bloomfield (1915) or Kitson (1915) revealed traces of what
was later to be called counselling. Further, counselling
as.a psychological process was apparent in much of the
legacy of the early mental health movement, the work of

G. Stanley Hall and his disciples in the child-study move-
ment, the introduction of psychoanalysis to America in 1909
by Freud's lectures at Clark University, and in the applic-
ation of psychometrics following World War I (Aubrey, 1977).

. The early inception of counselling was highly dependent
on the existing scheme of guidance. As such, counselling
was viewed simply and solely as an injunct technique in
accomplishing limited vocational guidance cutcomes. Tﬁe
application of this method was labelled as trait and factor
counselling (Williamson 1965 and Munsterberg 1913; cf.
Aubrey 1977). Later, the counselling model that evolved
from the trait and factor approach came to be known as
directive or counsellor-centred. As a result the counsellor
was seen as the key figure in the counselling process and
would take the responsibility for leading the counsellee into
areas and directions most helpful to the counsellee. This

dominant trait and factor approach to counselling began to
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decline in the early 1940s and its inadequacy had been
pointed out in the late 1930s by a number of clinical
. psychologists, social psychologists and psychotherapists
(Allport 1937, Freud 1937, Horney 1937, Kardiner 1939,

Murray 1938, Sherif 1936 and Warner 1937 - cf. Aubrey, 1977).

A,2.2 Major Breakthrough and Expansion Period
(19408 to 1950s)

Freedom and self-determination was said to be the major
factor in changing the direction of guidance and counselling
in the 1940s with Carl Rogers as the prime mover {(Aubrey, 1977).
In fact, Rogers is regarded as the most profound single
influence in changing the course and direction of thé'entire
counselling movement in the mid and late 1940s (1939 1951,
1954, 1961). The eventual influence of the work of Rbgers
and his followers was so enveloping and unquestioned that
Super (1964) felt the influence inimical to the profession
as a whole. For Super, guidance theory at that time was
simply too weak to integrate the theory and findings of
Rogers without a resultant band wagon (cf. Aubrey 1982).
In spite of the uproar caused by Roger's revolutionary approach,
client-centred counselling progpered in the 1950s where testing
was to some extent replaced by counselling as the key
guidance function. . The few years that followed saw how
counselling became so imminent that it would compete and
contend with guidance regarding the use of counsellors' time,
the literature pertaining to the practice of guidance and
counselling, and the overall purpose of guidance. Guidance
suddenly disappeared as a major consideration in the bulk of

the literature and had been replaced by a decade or more of
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concentration on counselling (Aubrey 1977 and. 1982).

A.2.2.1 Further Developments

a) From Vocational Choice . (Guidance) to Career Development
The loss of interest in guidance in the 1950s was
however, not totally replaced by counselling (Aubrey 1977).
Instead, a number of advances in‘development psychology,
learning theory, psychiatry and sociology (Erikson 1950,
Havighurst 1952, Hollingshead 1949, Inhelder and Piaget 1958,
Lynd and. Lynd 1954, Piaget 1952, Riesman 1950, Sullivan 1953,
Warner, Meeker and Ells 1955, White 1953) paved the way for
significant gains in guidance theory and philosophy. As a
result of Super's pioneer work (Super, 1953, 1955, 1956 and
1957), vocational guidance was transformed into career
development. This dramatic change was enhanced by the addition
of self concept theory (Combs and Snygg 1949) and was further
aided by the work of several other career developmental
theorists (Bordin, Nachman and Segal 1963; Ginzberg et. al.

1951:; Holland 1959; Roe 1956; Tiedeman and Field 1965).

b) Developmental Guidance

Unlike the passage from vocational to career guidance
(development), developmental guidance was said to be without
precursor and eager. audience (Aubrey 1982}). The justific-
ation for its existence would rest primarily on the hopes
and ambitions of its originators, not on sccietal or economic
grounds. = As such, it did not inherit any of the attachment
to the earlier guidance theories. It also sought to

utilize the latest advancements in the social and behavioural
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sciences as applied to education and human development
(cf. Aubrey 1982). |

The origin of developmental guidance in schools is
traceable to Robert Mathewson (1949, 1962). The key
concept of development as the guiding principle in organising
and implementing programmes of school guidance‘had already
been stressed by Mathewson even prior to some writings of
Erikson (1950); Havighurst {(1952), Piaget (1952} and
others {cf. Shertzer and Stone 1976; Aubrey 1982).
Mathewson (194% wr0te that, "As an important phase of
education, the guidance process moves with the individual
in a develcopmental sequence up to the age of maturity, helping
him gain in self-understanding as well as perspective on
his surroundings" (p. 29). Later, he refined and expanded
this notion of guidance as a process involved in monitoring
and alding human development. The work of Mathewson was
expanded in the 19%960s and 1970s by Kehas (1968, 1970, 1973},
Mosher and Sprinthall (1971), Shoben (1965), and Tiedeman

and ¥ield (1965).

A.2.2.2

With the expansion in scope and purpose. of guidance
and counselling in the early 1950s, a professional organis-
ation was needed to unify the diverse concern of counsellors
and to bring together the range of groups operating under
the guidance umbrella (Aubrey 1977). Therefore, in
July 1952, three major existing associations of Guidance
Supervisors and Counsellor Trainees (now ACES), American

College Personnel Association and the National Vocatiocnal
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Guidance Association (NVGA) merged to form the American
Personnel and Guidance Association (APGA).

Judging from the above examination, one could see
that the 1950s had. a profound impact on counsellors. This
period did not only produce major breakthroughs in theory,
research, practice and a professional organisation, it also
saw a number of national and worldwide events that shaped
the future of counsellors (Aubrey 1977). In particular,
major changes in guidance and counselling occurred, following
the reaction of the American public to the launching of
Russian Sputnik I in 1958.. This incident, togethér with
the Report of James Conant (1959) on the state of American
Schools brought about the National Defense Education Act of
1958 (Aubrey 1977). The impacts of such occurrences were

felt in the 1960s.

A.2.3 The Promising Period of Guidance and
Counselling For All (1960s)

The 192608 were regarded by Shertzer and Stone (1976)
as "a time of ascendance for guidance" in the U;S.A. The
federal government's support, together with the prevailing
mood or social conditions of that decade, had great impact
upon its remarkable expansion in numbers, practices and
preparation. ~ According to them (Shertzer and Stone 1976),
there were two prominent themes in the 1960s that could be
identified as important contributing factors to the rapid
development of guidance.

The first theme was the pervasive play of the forces

of depersonalisation during. that period. The guest for
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identity and ;ts related themes were much in evidence in
contemporary guidance models such as guldance as a
constellation of services (Hoyt 1962, cf. Shertzer and Stone
1976, pp. 67-692), developmental guidance (Little and

Chapman 1955, Peters and Farwell 1967 and Mathewson 1962 -
cf. Shertzer and Stone 1976, pp. 69-71), guidance as the
science of purposeful action (Tiedeman and Field 1962, ibid.)
and guidance as psychological or 'affective' education (cf.
Shertzer and Stone, 1976, pp.. 76-8l}.

The second theme was the result of two remarkable
shifts that occurred in the concept of education, i.e.,
education as national defence (in the late 19505 and early
1960s) and education viewed and used as the vehicle or tool
in reconstructing society (middle of the 1960s) (cf.
Shertzer and Stone 1976, pp. 44 and 73-74; also refer to
p.1l60). These. two major changes in conceptualizing
education "served as a backdrop for expanded guidance
programme .and personnel"” (Shertzer and Stone 1976, p. 44). Thus,
the decade brought tremendous expansion in the number of
counsellors employed not only in educational institutions
but algso elsewhere.

The views put forward by Shertzer and Stone (1976)
were shared by Merville C. Shaw (1973, p. 23) who said that
two rough lines of demarcation could be drawn in the
guidance history, i.e. at the end of World War II and around
1958 when the National Defence Education Act was passed by
.the Congress (ibid.). Since then, the number of
counsellors had guadrupled and the ratio of counsellors

to students had decreaged from 960 in 1958-1959 to one to 45
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by 1966-1967 (Shertzer and Stone 1976, p. 120). The
number of universities and counsellor-educators engaged in
the training of counsellors also showed tremendous gains
during this period. There was also marked increase in the
number of groups wishing to learn about the self (sensitive
groups, T-groups, encounter groups). Counsellor Peers'

and support pérsonnel were initiated and tried out in many
educational and non-educaticnal settings.  (Shertzer and Stone
1976, p. 44}. In addition to that, the first computer-based
guidance prototype was developed in 1965 and curriculum
experiences were designed to facilitate psychological énd
career education.

.To Aubrey (1977) the 1960s were regarded as a promising
era for guidance and counselling. The rapid increase in
the number of practising counsellors and those in training
led many to believe that the profession was entering an era
. when guidance and coungelling could be available to all.

He also added that the infusion of self-concept theory and
numerous variations by stage theorists on life as a series
of developmental milestones, extended the audience and
aspirations - of the profession (Aubrey 1977). This belief
was clearly articulated in the early 1960s by the éublic-

ation of the APGA sponsored, The Counsellor in a Changing

World, written by Gilbert Wrenn (1962).

However, acéording‘to him, the help extended to
guidance and counselling through the behavioural sciences
and other areas was not fully utilized in the 1960s. There
was still a need for unifying principles and common object-

ives to join together the wide array of individuals who
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called themselves counsellors.

Guidance and counselling in the 1960s faced a number
of serious questions and challenges (Aubrey 1977; Shertzer
and Stone 1976). One of the problems confronting the
profession was centred on idenﬁifying appropriate recipients
of counselling. Should it deal exclusively with the normal
developmental concernsg of individuals or should it tend to
the psychological problems of a smaller and needier porticn
of the population? The second problem was related to
methodology. Numerous competing counselling methodologies
were presented. to counsellors especially in the.late 1960s,
such as behavioural counselling, existential counselling,
reciprocal inhibition, reality therapy, gestalt therapy,
rational emotive therapy, Carkhuffian beginnings and various
other psychoanalytic adaptations (Aubrey 1977 and Shertzer
and Stone 1976¢). All of these gave rise to identity
confusion.

Begides that, examination of earlier literature
indicated that guidance (vocational as well as educational
guidance), since its early beginning has. always accorded a
large part in the process of individual growfh agd devel-
opment to the schools and teachers. It has not, to some
extent, been so with counselling. Commencing with the
advent of counselling psychology as a distinct speciality,
those in this area have increasingly alienated themselves
from the mainstream of education and a partnership with
teachers (cf. Aubrey 1982}).

The final problem facing counsellors as they confronted

the 1970s was one of overall destination and direction (ibid.).
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A.2.4 Guidance in the 1970s and Beyond

The early 1970s had brought pressures for account-
ability and accreditation. Many school districts were
caught in a severe financial crunch and. in some cases, had
released teachers and counsellors. Conseguently, counsellors
increasingly became concerned about interpreting the merits
of work to their various sponsors and clients (Shertzer and
Stone 1976, Aubrey 1977). As such the quest of the
profession, asrin the 1960s, for a comprehensive and unifying
system seemed to decreése. In other words, the 70s would
see the decline of the Great Society (Aubrey 1977).

Another prominent issue during the 1970-1975 period
was the focus on career education and the counsellors role-
in it. As a comseguence, career developmént materials and
activities were designed by practicing counsellors;
counsellor educaticnal institutions, and other community
agenciesg, In addition, financial support at federal, state
and local governmental levels was beiﬁg given to career
development and skill-building experiences and activities
(Shertzer and Stcone 1976). Therefore, highly'competent
professionals or counsellors were required.

The importance and trend of career guidance in the
1980s can be summarised by the statement made by Dr. Gary
R. Waltz (1979), who said that "Career guidance has an'
unrealized potential to be responsive to the needs and
interests of all people of all ages and from all walks of
life". It is indeed a contemporary social invention which
offers the strong probability of being a viable respbnse

to many of our educational and social problems.
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As guidance enters the 1980g, the proliferaticn of
counselling approaches continues, and so do their differences.
Instead of striving for some unifying principles or common
conceptual framework, the profession of school guidance
and counselling has split into camps catering on technique
and outcome (cf. Aubrey 1982}.

An issue additional to. the problems identified above
is the extent to which counselling might be used to lubricate
the operation. of an unjust or insensitive society - in other
words the conflict between counsellors' responsibility to

society and their responsibility to individual clients.

A.3 Some Aspects of Guidance in the United States Today

A.3.1
According to Arbuckle (1963), one of the main influences

on guidance today was the publicaticon of The American High

gchool by J.B. Conant in 1959, along with the 1958 Defence

Act. Among other proposals suggested by Conant are:

(1) that there should be a. full time counsellor for every
250-300 pupils in high school;

(ii) that while these counsellors should have had experience
as teachers they should work full time in their |
guidance role;

(iii) that they should be familiar with the use of

| psychometric tests in general and

{iv) they should keep in touch with parents as well as pupils;

(v) that counselling ought properly to start in the
elementafy (primary) schools;

(vi) that there should be a close continuity between counselling .

programmes at different levels.
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As a result, changes rapidly took place and by 1966-67

the ratio had fallen from 1:960 (at the time Conant's

work was published, i.e., 1958-59) to 1l:450 (Wrehn 1966, cE.
Shertéer and Stone, 1971, p.120). The number of universities
and counsellor educators engaged.in thé training of
counsellors also show tremenaous increase during this

period.

A.3.2

The prevailing social and cultural factors of the
times had a great impact not only on the number of trained
counsellors but also on guidance concepts and functions
which began to change as a new psychology of learning was
discovered. Guidance was no longer regarded as concerned
purely with vocational pursuits (based on trait and factor
approaches), but rather with all the developmental problems
of youth (Shertzer and Stone 1976; Merville Shaw 1973).
For instance, with the pr0pagation of the new psychology
of learning, which advocated the 'child-centred’® emphasis
of Rogers (1940s), there emerged a growing concern in
relation toc the role of education in aésisting with the
total development of the child and meeting, not only its
academic, but alsc its emoticnal and social needs, e.g.
including developmental, career; and personal development
needs.

In other words, guidance within education represents
society's expression of concern for the individual - for
his needs and desires (Shertzer and Stone 1976, Wrenn 1962).

Ite contribution includes bringing to the students
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increased understanding of the educational, vocational and
social information needed to make wise choices. It also
utilises psychological and sociological data for teachers
and counsellors in understanding each pupil as an individual,
clarifying and assisting in learning tasks and in helping
individuals understand themselves and their world as well

a5 make appropriate adjustments and choices along the way.

A.3.3. Role Conflicts

Within education, counsellors are individuals who are
not expected to act as judges or evaluators. They are not
responsible, as teachers are for seeing that children
{(pupils) meet certain standards of achievement in given
areas. According to Hamblin {1981) the role of the
counsellor is amorbhous and no clear expectations exist.

As such, there is a great teﬁdenCy for conflicts, because
of the very nature of the skills which were listed by him
ass

(i) the power of realistic adaptation,

(ii) the possession of intellectual flexibility,

(iii)the maintenance of effective and consistent communication,

(iv) sensibility and skill in noting low level signals.

In other words, three core dimensions of counselling -
the ability to empathize, unconditional positive regard and
genuineness must exist to ensure the effectiveness of a
counselling relationship (which will be further discussed
in Chapter 2 = cf. McGuiness, 1982).

The nature of skills mentioned above. stress gelf-

knowledge of the counsellor and are likely to remove any
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comfortable confidence of his own adequacy. Consgidering
the wide range of skills necessary in efficient counselling
within the school situation, the counsellor is likely to
feel himself under threat and in a state of considerable
stress especially when the expectations "0f others are
ambiguous. In addition; many of his colleagues may view
the counsellor with suspicion. For instance, career masters
and educational welfare officers often assume unjusgtifiably
that he is a rival who is taking away their work. Heads
- and administrators fail to appreciate the nature of his
work, whilst many of his colleagues see counselling as a
soft option and a retreat from the real work of the class-
room (Hamblin, 1981}. Fortunately such reactions are
diminishing as the trained cocunsellcr is often aware of his
dependence upon his colleagues and those trained in line
with the active model (such as pastoral care in Britain),
consider it as imperative for them to be the full, intggnated
members of the staff. The fears mentioned earlier must be
treated with care and resgpect even though they may reflect
rigidity, a sense of threat or a lack of knowledge in those
voicing them. Therefore, the counsellor must explain
clearly what he is doing. He must also provide his
colleagues with relevant information which does not break
confidentiality and which is helpful to the pupil. The
best remedy, according the Hamblin (1981) is the gradual
involvement of such critics in counselling.

Another subtle type of role stress (ibid.) comes from
the fact that some school counsellors often have to interact

with their clients (pupils) as teachers as well as
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counsellors, i.e. the dual role of the teacher/counselior
(School Council 1967, Taylor 1971; Hamblin 1981). In

this situation, the counsellor may find himself in én
impossible position, because he may have to punish the —
person whom he is counselling. It has also been claimed
that it may be extremely difficult for a pupil to be open

and honest with someone who has an authority relationship
with him in another gituation. The research by Moore and
Fuller {1967) showed that pupils tend on the average t§
discriminate between the counsellor in the teaching situation
and in the counselling one, making appropriate adjustments.
Eventually, the pupils will learn to accept the situation

as important learning experiences which aid their growth.

In fact, there are many real gains from teaching the pupils,
because it enables the trained counsellor to know them
better. Teaching experiences with them, provide him with
the chance of strengthening his. self picture and providing
‘unobtrusive support. The classroom experience in general,
provides valuable material for the counselling sessions that
follow (Arbuckle 1950; Patterson 1962; Taylor 1971 and

Hamblin 1981).

A.3.4

Another development that has appeared in recent
years is the reaffirmation that essential guidance and
counselling services are conducted by every professiocnal
staff member, instead of only by the school counsellor
(Shertzer and Stone 1976 and Aubrey 1977). Besides which,

guidance and counselling is no longer restricted to the
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later years of secondary school, but is now being provided
for pupils at all educational 1evels,-i.e. from kinder-
garten to ingtitutions of higher learning (Shertzer and
Stone 1976; Anne Jones 1977; Daws 1980 and Bolger 1982).

A.4 Conqlusion

Thus, we can see that the literature suggests that in
the U.8.A. between 1900-1984, several major strands form a
complex weave which we refer to in general as "guidance",
(see Fig. 1). The early concerns.about young workers and
vocational choice quickly developed into a rénge‘of resgponses
to broader personal issues. At the same time as the focus
of attention moved from the wvocational and educational
to the personal, techniques also developed -~ from the
initial trait and factor approaches of Parsons and Davis to
the client-centrednegss cof Rogers and the developmental
analysis of Ginzberg and Super. It is this rich inherit-
ance that counsellors beyond the U.S.A. in .the 1980s have
to adapt to the particular needs of their own country -
preserving the useful and changing theme elements which do

not meet their specific needs.



Fig. 1

Stages of Development in Guidance (and Counselling} in the U.S.A.

Trait and Factor 1908

(Counsellor focus)
Parsons:and Davis

1900

Client-centredness 1940s
(Rogexs)

Developmentalist
(Ginzberyg, Super, Blocher)
19505 and 1960s

Careers Guidance (Development)
Education 1960s

Unemployment
(Perzonal development and
life skills 1970s)

1584

£y
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B GREAT BRITAIN

B.1 Introduction

If the U.S5.A. can be regarded as the cradle of guidance
and counselling, then Britain might be viewed as one of
several important environments within'which the baby grew up.
Britain's guidance .service also has a particular importance
for this study, given British educational influence in
Malaysia for many years.

Earlier we have ﬁeen how guidance, as an articulated
movement started in the U.S.A. in the early years of this
century and later firmly and permanently established itself
in the American school system in the form of educational and
vocational guidance. With the establishment of the National
Vocational Guidance Association in 1913, there began vigorous
and successful promotion of guidance services in education
ag well as in industry and service agencies. The post
depression years, the immediate post—waf period and the
post-Sputnik pericd have each seen a most remarkable
extension of these beginnings so that the word guidance in
the U.S.A. has a much wider connotation than vocational
guidance as used in those early days or as used today in
Britain (Hughes 1971).

How then has the development of guidance and counselling
arisen in British schools? What social needs is it designed
to meet? What are the factors that influenced its develop-

ment?
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B.2 Thé Rationale for the Development of Guidance in

Britain

Broadly speaking, there seem to be threé main recognisable
ways in which the word has been deployed in Britain. In each
of these the word guidance is accompanied by another word
which restricts its actual meaning within relatively narrow
limits. Though there is some overlap between the actiﬁities
or operations referred to by these usages, the three areas
are still regarded as quite distinct (Hughes 1971). They are
vocational guidance, educational guidance and persohal

guidance or counselling.

B.2.1 Vocational guidance

Vocational guidance in Britain by comparison is not
only a much later development but in addition it has not
been robust enough to establish firm roots within the school
system before 1960s (Hughes 1971, Daws 1976). Its general
concepts and aims which appeared in America at the beginning
of the century are now brdadly familiar in Britain through
the work of the Youth Employment Service. This Youth
Employment Service was established after thé Second World
War. It developed not from the school base but from the
special departments for juveniles set up under the Board
of Trade in 1909 and from juvenile employment bureaux set
up by local educational authorities under the Board of
Education in 1910. It became the principal source of
vocational guidance for young people (besides the less
formally organised type of help from careers teachers

within the school). In fact, according to Hughes (1971},
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the Youth Employment Service is probably the most readily
recognisable of the three areas of guidance, though its
pﬁrpose is still frequently envisaged as some ill-defined
process of job information and advice given to pupils in
their last year at school. This system of vocational
guidance is a national oné, provided under the Central Youth
Employment Executive on which the Ministry of Labour, the
Department of Education and Science and the Scottish
Education Department are represented. Many local education
authorities (L.E.A.} have been closely identified with
this service through their Youth Employment officers, who
interview and advise pupils on the world of work.

Déspite the many efforts to provide vocational guidance
for all schbol—leavers, the Y,E.S. has not been able to
provide anything but a superficial version of the vocational
guidance service for young people. The aspects of vocational
guidance as the process of assisting individuals to 'choose'
and to ‘prepare for' an occupation while they are in
secondary schools (as in the case of American pupils) has
almost been neglected. The nearest approximation to a
service of this kind has been the institution of "career
teaéher" - a recognised term since 1932.3 With few excep-
tions, however, the form of service offered by the career
teacher is a little more than casual, amateurish advice
based on his general knowledge and experience hacked up
by pamphlets and other material collected on an informal
and systematic basis. This role was such a peripheral one
that, as Daws pointed out in his lecture of 1969, on the

occasion of the founding of the National Association of



47

Career Teachers, there was no mention of it in the 1940s
and 1950s. It was only as late as 1963 that the term
careers teacher rather than careers master was used in

an official document (Daws 1969, cf. Hughes 1971).

B.2.2 Personal Guidance

In the process of growing up, school children and
adolescents undergo many developmental difficulties which
demand or call for more skill, special training, detach-
ment and time than the class teacher can give (Hughes
1971, Wall 1977). Moreover, statistical estimates also
indicate that there is a considerable number of children

who display more or less serious maladjustments which

call for some kind of psychological treatment that teachers

and schools‘cannot undertake unaided. Recognititon of
these needs had led many Western countries, including
Britain, to develop some kinds of psychologiéal services
either in the education sysfém itself or in relation to
the social or medical service. The original motive:
behind the establishment of such services was that of
treating the more serious forms of maladjustment in
children as though they were diseases. Many child guid-
ance clinics appeared in 1930s, concentrating upon
problems mainly in the psychiatric field, withdrawing
cases from schools and thus leaving almost untouched the
pressing questions affecting the healthy mental and
emotional growth of the majority of children. Other
types of service have alsb‘grown Up within the education

system itself, Whereby an, educational psychologist is
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attached to a school, or groups of schools and acts as
adviser to his teaching colleagues on such matters as
educational guidance, problems of methods and difficult
individual cases (Wall 19877).

Earlier, Hughes (1971) mentioned that both mental
testing and the idea of a Child Guidance Clinic, contrary
to the notions publicised in some popular books, originated
in Britain at the end of the last century (cf.  .Barbury
1945). As the movement gathered momentum, greater needs
for specialised knowledgé and expertise to cope with more
serious problems of backwardness maladjustment among the
school pupils was felt. Suggestions were made for
expanded schemes of guidance to include every school
pupil - such as: (i) cultural or economically disadvan-

taged pupils

(ii) physically different pupils

{(iii) pupils undergoing transition from
primary to secondary school

and (iv) pupils (adolescent) who faced

vocational, emotional or educational
problems.
(cf. Wall 1977, McGuiness 1982)

However, until the end of the Second World War, child
guidance was mainly concerned with pupils who were men-
tally subnormal - the feeble-minded, thé dull and backward,
the delinquent and the neurotic (Burt 1955, cf. Hughes
1971). In other words, 'Child Guidance' as pointed out
by a British psychologist is now commonly used to mean

remedial education and psychological treatment. Guidance
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in this combination denotes a way of dealing with rather
specialised problems, by experts using specialised tech-
nigues (Ben Morris 1955).

This is where the counsellor acting as a facilitator
whose concern is with the individual, regardless of back-
ground fits in. He is also a source of guidance,
information and a source of skilled help where stresses
associated with social mobility {(among other things)
arise. The concern Great Britain feels for the under-
privileged and the special problems of 'educational
priority areas' resulted in the appointment of school
counsellors, school social workers, teacher/social worker
and other similar specialists whose function is largely
personal counselling and contact with parents and

neighbourhood welfare agencies.

B.2.3. Educational Guidance

It is used to signify the use of tests and measure-
ments, particularly in the grouping of children according
to their abilities and attainments. Though guidance is
concentrated in the sense of educational measurements,
it also deals with the relevance of this in a variety of
contexts, for example, in advising the head with regard
to the allcocation of pupils to sets, biased courses, the
diagnosis and remedial treatment of the backword, retarded
and maladjusted pupils and the practice of wvocational
~guidance. In practice, however, guidance is identified
as .a rather episodic matter concerned with the grouping

or streaming of children within schools or of allocating
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them to a different school or courses at entry to secondary
education.

Wiseman (1964) mentions that with the exception of
an occasional enterprising psychologist the use of tests
in Britain has been virtually restricted to the ll-plus
selection procedure and to the assessment of individual
children referred for some special reasons. The need for
an adeguate system of tests in the secondary school that
would give more weight to identification of talent and
aptitudes and the tailoring of courses to particular
pattern and profiles of abilities leading up to a sound
.basic system of vocational guidance at the end of the
secondary school course was repeatedly stressed by many
writers during the twenties, thirties, fifties and
sixties. Therefore guidance before 1960s in Britain was
said to have been equated with measuring and recording
in the accompanying technology, rather than with the
process of'guidance itself (Hughes 1971).

The first major attempt iﬁ British writing to diécuss
guidance in broader terms  (as used in U.S.A. and many

other countries) was made in The Yearbook of Education

1955, This volume, i.e. the third under the joint edi-
torial responsibility of the University of London Institute
of Education and Columbia. University, was devoted to the
theme of "Guidance". The American contributions, when
compared with the British showed marked differences in
practice and approach of guidance between the two countries.
Even though Britain was said to be the original home of

the child study movement and educationists as well as
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educational psychologists including Cyril Burt and others
had, for many years advocated a much more broadly based
system of guidance, in practice, it was still used in a
restricted way in the fifties in Britain (Hughes 1971).

Since the early 1960s a noticeable change of position
has occurred in Britain moving towards a wider view of
guidance, and towards more organised methods of coping
with the task involved. This change is linked with the
developing awareness and understanding of the need for
a broader conception of the role of the school and the
role of the teacher in the personal development of a
child. Such changes are reflected_in publications by
official bodies in which'a changing attitude and termin-
ology can be detected (Hughes 1971).

The first specific reference to school counselling

in an official government paper was in the Newsom Report (1963)

which stated that "in large schools, it may not be fanciful
to look forward to a stage where there is a full-time
Counsellor available to advise the pupils throughout their
school course and to prepare them for going out into the
woxrld" (para. 233.3). In addition, the appearance of a
pamphlet by the National Foundetion for Educational Research
on the burning issues of selection at ll-plus was one of the
first indications of the newly emerging use of the terms
guidance and counselling. The Foundation not only regarded
guidance as a basic part of the task of all teachers but
also emphasised the necessity of training some teachers as

. specialists in dealing with the more scientific aspects of

guidance and counselling (cf. Hughes 1971).
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Some of the recent studieg indicate that streaming
or early grouping of children into distinct and separate
routeways through the primary and secondary school can
lead to a polarisation of abilities and attitudes, and
perhaps to a needless depression of the self éoncept for
a majority of children (Douglas 1964, Hargreaves 19267,
cf. Craft 1974). This was further complicated by the
abandonment of selection at eleven plus to the age of
- thirteen, fourteen or fifteen years in the tripartite
system and once the eleven plus decision had been replaced
by one involving a far more extended form of assessment,
the need for skilled guidance and counselling became
urgent. Then, when the tripartite system had been super-
seded by. a pattern of larger comprehensive schools with
more differentiated curricula and with more flexible
groupings, the need for educational guidance and for

persconal counselling followed automatically (Flann

Campbell 1956, Half Our Future 1963 and Craft 1974).
Hére the school counsellor could provide what had been
known as 'globality of concern', i.e. an all round view
of the wheole child (Craft 1974, Daws 1976). As schools
became larger and organisationally more complex this
became increasingly important as did the need-for someone
to co-ordinate the efforts of the teaching staff and of
outside welfare specialists in case of need (Craft 1972

and 1974, Daws 1976, McGuiness 1982),
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B.3 The Origin of Guidance and Counselling in Britain

There are numerous alternative views on how and why
guidance and counselling has arisen in British schools.,

Some of them will be discussed below.

B.3.1 According to Daws (1976), "School counselling
had two contrasting parents: vocational guidance and
mental health. Vocational guidance sired the courses,
getting them funded and founded, but‘the mental health
movement, considerably aided by transatlantic obstetrics,

provided their eventual shape and spirit ..."{(pp.1l3-14).

B.3.1l.a) ‘Vocational Guidance

The origin of vocational guidance in Britain could
be traced back to the early 19605, where a social worker
Hans Hoxter tried to convince the Gulbenkian Foundation
. of Britain's need for more adequate educational and
vocational guidance for secondary school pupils and for
students in the tertiary of education (Daws 1976). At
that time, he was Principal Youth Employment Officer from
Fast Ham. Armed with Gulbenkian reassurances of interest
in financing the research proposal and training schemes
Hoxter travelled round the country to stir interest and
the consciences of professors of education and psychology
in "educational counselling and vocational guidance".

His endless initiativesresulted in acceleration in schools,
‘more ambitious careers guidance, careers education and
the establishment of schocl and ccllege counselling (Daws

1976).
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At the time when Professor W.A.C. Stewart was writing
a book on English education innovation with Philip McCann
as co-author in 1962, Hans Hoxter paid him a visit at
Keele to persuade him to mount a training programme for
teachers in educational counselling so that the profes-
sional aid available to‘secondary school puplls might be
gradually increased. Eventually, the University of Keele
began its first course in educational guidance and
counselling for experienced secondary school teachers in
1965. The introduction of this one-year full-time training
programme startled the educational world. It was initially
conceived as a course in guidance with an emphasis on
educational and wvocaticnal guldance of the more traditional
sort that was based on good record-keeping, interviews
and psychological £ests, to gain further information and
other assessment skills (Daws 1976). The term 'educational
~guidance' was dropped before the end cof the second year
as.a result of Gilbert Wrenn's4 persuasiveness (i.e.
suggestion made by Daws 1976) - Gilbert Wrenn was one of
the two pioneering visitors sent by the Fulbright
Commission to help with the start of this new wventure.
The other visitor was Gilbert Moore who was sent to
Reading. Matters of mental health and of general personal
growth of children (including the educational and vocational
developmental tasks that confronted young people) became
the basic broad platform of the Keele coufse along with
training in the skills of counselling. In recent years
techniques of behavioural counselling and group work were

added to the course.
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Simultaneously, an 'educational_guidénce course' (now
known as 'educational guidance and counselling in schools')
was begun at the University of Reading. Unlike Keele,
its formation was neither being influenced by NAMH nor
Hans Hoxter. According to Professor C.H. Dobinson (the
man reéponsible for conceiving the course), he was very
much influenced by Jean Beaussier, a Parisian specialist
in vocational guidance as‘weli as being impressed by
American guidance practice that he had observed on his
visits to Americé (baws 1976). Later, the generosity of
the Fulbright Commission had enabled Dobinson to invite
Gilbert Moore, an American Counselling scholar from
Buffalo, to Reading for a year. Therefore with the help
of Moore and another educatiocnal psychologist, Dean Juniper,
a strong educational and vocaticnal diploma course was
created at Reading with some emphasis on mental testing
and practical aspects of counselling (Jackson & Juniper
1971, cf. Daws 1976). A Simiiar course was offered for
overseas students. Reading's contribution through in-
service training to the professional development of the
mental health movement in education, schools and colleges
has been and continues to be considerable.

Following the founding of the initial course, Hoxter
began his series of 'Round Tables'. The first was held
in Neuchatel in January 1966, followed by others in
Salzburg (1967), Turin (1968), The Hague (1970), Paris
(1972), and Cambridge, England (1974). He initially called
it the International Round Table of Educational Counselling

and Vocaticnal Guidance (IRTECVG) but the title was
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changed in 1971 to the International Round Table for the
Advancement of Counselling (IRTAC). The change of title
was significant. It reflected the emphases of concern
that have changed since the initial conceptions.

Courses that began later benefited from the experi-
ence of the Keele and Reading early courses. However,
the nature of these courses varied from one to another.
For instancé, the Exeter course which began in 1966 was
an initiative independent of NAMH influence. It devel-
oped, under the direction of Hugh Lytton, 'an educational
psychologist of a strongly Rogerian persuasion‘ was a
'purer' counselling course than either Reaaing's or
Keele's. The Swansea course which began in 19269, was
least influenced by American models (Daws 1976). It was
very much influenced by Douglas Hamblin who sees the
counsellor as a team leader and co-ordinator of all the
school's pastoral and guidance effort. Though the course
places great importance on sensitivity to others, thé
ability to make an effective relationship and the basic
skills of interviewing as in other courses, it reflects
an indigenous British educational conception of school
counselling (Daws ‘1976, see also Hamblin 1974).

Two other early courses were the course in health
education (whose counselling component was introduced and
developed in 1970s} at the Birmingham College of Education
in 1965 and the diploma in'educational guidance course
at the University of Manchester which began in 1%966. 1In
1969, Keele added a student counselling option to its

course and the movement spread from the secondary to the
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tertiary field when Aston, toc, began a student counselling
course in 1971. By 1976, there were around ten ingti-
tutions (colleges and universities) offering courses and
tiaining in guidance and counselling for teachers (Daws
1976} . |

The same movement is about to begin in the primary
school in which counselling will be offered to anxious
parents as well as to pupils (Lawrence 1973, Daws 1976
and 1980). It is related to the common knowledge that
a favourable family background (particularly during the
pre-school years) has an important influence on satis-
factory emotional development as well as on the development
of gspecific intellectual skills such as language, visual
and auditory perception and hand-eye condition. In spite
of that, many remedial programmes tend to ignore the
possible effects of unsatisfactory emotional development.
Lawrence (1973)5, on the other hand, believes that it is
possible to improve a child's image and ultimately his
reading attainment by a systematic individual counselling.
He régards thig system as a practical method of helping
the retarded reader through four helping hierarchy i.e.
by non-professional people, by the teachers themselves,
by highly trained school counsellor and by the educational
psychologist. However, a child showing what is described
as psychotic behaviour will have to be referred (or
helped) to the Child Guidance Team where the psychiatrist
will be most involved {(Lawrence 1973},

Recently, in 1980, about twenty courses of training

in counselling are available in this country on either
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a one-year full-time or two-year part-time basis. Besides
providing the interpersonal relationship skills of
counselling, these courses aim to develop a diagnostic
eve and sensitivity in reading the behaviour of people
and to give skills in providing the ground work for
adolescent developmént,_mental health and the other
essential components of guidance (Daws 1980). Reservations
expressed .in the U.8.A. {(Cicourel and Kitsuse 1963) were
.echoed in the United Kingdom by J. Richardson (1979).
Although most of the teachers viewed the emergence
of guidance and counselling movemént in the mid-1960s
with mistrust, because of its values, practices and
objectives which were so differeﬁt from what they were
familiar with, there were a subsﬁantial and gquietly
influential minority of teachers who had recognised the
need for more systematic help to be given to pupils in
their personal development, especilally to those who
appeared troubled or distressed (Daws 1976). They recog-
nised that the traditional panaceas and formulae the
old had given to the young were no longer sound recipes
for survival, let alone personal fulfillment in the
world of rapid change (ibid., Craft 1974). As such,
many teachers and head teachers turned to guidance and
counselling movement for fresh approach to the'develOpment

of personal and social competences among children.

B.3.1.b) Mental Health Movement

The origin of school counselling could also be traced

in the mental health movement (Daws 1976). The mental
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health movement owes its progress to the initiative taken
by the late Lord Feversham at the beginning of the
sixties when he reminded the Natiocnal Association for
Mental Health of its neglect in the field of preventive
medicine. As the then President, he alsoc set up a small
working party to consider the appropriate contribution
the Association might take to preventive mental health.
Therefore, N.A.M.H. set out toc consider what recommend-
ations could be made t¢o improve the caring and the
protective aspects of the school, to identify the
elements in the school as an institution that were
unacceptable and stressful to children and to suggest
the new ways the school might contribute to establishing
and premoting persconal competence and mental health in
children,

Among the steps taken by N.A.M.H. were the holding
of seminars in Bristol in September 1963 called the
'Seminar on Counselling Services in Schools' and in York
in July 1966 i.e. at the end of the first year courses
at Keele and Reading. The first seminar envisaged a
counsellor (who might have a basic training as a doctor,
a soclal worker or a teacher) as dealing with the second
level himself, co—operating.with the school psychological
service and the clinics in helping children with problems
at the third level (baws 1976). The second seminar sought
an understanding of the nature of counselling as a pro-
fessional activity, its purposes, and how it should fit

in with the rest of the school's activities.
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N.A.M.H.'s next venture was to set up a working
party in 1967, to work out‘a prescription for school .
counselling for the guidance of L.E.A.s, heads of schools
and institutions that were running or contemplating
setting up of training courses. A policy documeht on
the subject was published three years later (N.A.M.H.
1970, Daws 1976).

The people who were involved in the mental health
movement in gchool were those teachers who had recog-
nised and quéstioned the limitations of the older
traditions with regard to elementary education (Daws
1976, McGuiness 1982). As a result of this, i.e. a
new consciousness of mental health responsibility, a
number of discrete developments have taken place such
as the emergence of specialised guidance roles and more
effective pastoral care organisational structures such
as house and year systems (Moore 1970, Anne
Jonesg 1977). The mental health movement also sees
counselling as a supplement to school mental health or
social welfare services rather than a booster to the
economic health of the nation, even though the two
aspects are closely linked (Anne Jones 1977). Thus,
under the umbrella of the mental health movement, many
schemes for education in personal relationships comes
inte being. Some of these schemés are run by the Marriage
Guidance Council and.by teachers who undertake the task
after receiving training from the Marriage Guidance

Council (ibid.).
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B.4 Factors that Motivate the Development of Guidance

and Counselling in Britain

The development of counselling is part of the
development of a 'personal service soclety', growing out
of the decay of religion and its replacement by a faith
in technology and the perfectibility of man (Halmos 1979).
Bolger (1982) on thelother hand considers the development
of counselling in Britain as parallels to the development
of the welfare state. It seems to have a close relation-
ship with the modern development of medical services and
the growth of progressive educétion. He further mentions
that the two forﬁes at work in counselling are the
growing awarenegs and the expectations towards 'the
quality of life'.

Indeed, the factors that motivate the development
of guidance and counselling in Britain are many. Craft
(1974), for instance, suggests three important factors
that influence its emergence namely societal needs,
political ideology and economy. He argues that societal
pressures, and most significantly the influence of a
changing political ideology alengside Britain's post-
war economic pre-occupations, are closely associated
with £he arrival of guidance and counselling ih British
schools (cf. Cicourel and Kitsuse 1963}.

After World War II Western society, including Britain,
has moved from a relatively static state into an era of
economic and social change unprecedented in its history.
In other words, it has entered a stage of advanced

industrial. development, characterised by a number of
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features which are creating a new 'technological' society
(Hughes 1971, cf. Craft 1974). As such, it becomes
anxiety prone by virtue of its predominantly urban
nature, its rapid rate of social change, its cultural
pluralism (i.e. the variety of moral codeg it manifests),
the decline of.the_large, extended famlly, the increased
rate of geographical mobility, the influence of mass media
and so on (Craft 1974). Therefore, the appointment of
counselldrs could be regarded as a kind of psycho—
therapeutic response to acute social needs of the people
during this period of advanced industrialisation. How-
ever, the relationship of educational change to wider
social structure is always an extremely complex one and
simple explanations aré rarely possible (Craft 1974).

In addition, the meagre literature on the introduction
of guidance and counselling into British schools does

not help much in making the societal analysis. Daws
(1967) moved a little in this direction when he referred
to the 'continuity of concern' which the counselldr would
represent when there was a high teacher turnover (cf.
Craft 1974).

The subject of social changes was again brought up
by Daws in his later book called "Early Days" (1976) while
tracing tHe origin or rise of guidance and counselling
in English secondary schools. Daws regarded this as a
phenomenbn of the mid-sixties. During that time, great
social changes had occured, especlally in the world of
young people and in their relationship with their

elders. Many teachers were not happy at the abrupt or



63

sudden appearance of guidance and counselling (school
counselling as it is referred to by Daws 1967, 1980).

They had reacted unfavourably to the notioh of counselling
which they saw as an undesirable American practice-their
schools could do well without. Their attitudes, however,
began to change with the emergence of the compréhensive
schools whose size magnified greatly tHe task of control-
ling pupils and of getting to know them with any degree

of intimacy. Traditional modes of guidance and pastoral
care‘were unable to function well in this new setting.
.Therefore, many. head teachers turned hopefully to
counselling ags a more professional. and fresh approach

to pastoral care responsibillities to supplement the

school resources (Daws 1967 & 1980; Craft 1974, McGuiness
1982). Another factor was the growing aspiration evident
in many secondary schools to adopt more ambitious approaches
to the development of personal and soqial competence in

children, as advocated by the Newsom Report which appeared

in 1963,

Craft (1974) further mentioned that the growth of
an egalitarian political ideology in Britain during the
post-war period (well beyond 1945}, which turned Britain
into a welfare state, also had great influence on the
development of guidance and counselling in British schools
(cf. Daws 1976). Great emphasis was placed on the
extension of individual freedom through intervention of
the state - a socialist ethic. As a consequence, edu-
cational opportunities were enlarged and basic rights to

health, housing and employment were implemented. There
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was also an increased demand for extended education and
a greater participation by working class children in
selective secondary education. All this reflected the
prevailing political ideoclogy of the post-war Britain.
The sequence of reponts from the Central Advisory

Council (Early Leaving 1954, 'Crowther' 1959, 'Newsom'

1963, 'Plowden' 1967), the 'Robbins Report' (1963) and

the successive sociological enquiries (e.g. Mays 1962,
Douglas 1964, Bernstein 1965) which illustrated the
variations in life-chance between children at different
social levels had acted as both the cause and effect of
the continuing concern to democratise Britain's edu-
cational system (Craft 1974).

There was also suggestion by Craft (1974) that while
the educational system clearly interacted with the pre-
vailing political ideology, it also interacted with the
economy. In fact, he regarded the continuing economic
crisig as the second most important influence on the
development of guidance and counselling in British schools,

next to the egalitarian political ideology in post-war

years. There were anxieties about the waste of talent as
a result of unsupportive background and waste of talent
through streaming in the primary school, rigid selection
at eleven-plus, deterioration in the grammar school and

early leaving (cf. Flann Campbell 1956, Half Our Future

1963, ibid.). The under-representation of working class
(especially lower-working class) children in selective
secondary and higher education raised an awareness of the

need to involve parents, to raise aspirations and reduce
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under-achievement, to improve teaching techniques and the
structure of the curriculﬁm and thus inducing educational
productivity (Anne Sharrock 1980 and A.G. Watts 1978).
The above literature suggests that Craft was not
the only one who linked societal pressures, political
ideology and economic preoccupation with the arrival of
guidance and counselling in British schools. His views
were foreshadowed by Leona Tylexr (1961) on the need for
guidance and counselling in the ﬁnited States by saying,
"Tt ig the combination of an extremely diversified
industrial society with democratic ideals that makes
counselling necessary." These twin forces, economy and
ideology, are often cited as the dynamic behind edu-
cational expansion in both developed and under-developed

soclieties including Malaysia (Bereday 1969, Craft 1970,

cf. Craft 1974, Ibrahim Saad 1982, cf. Mahathir Report 1979).

B.5 Other Factors that Influenced the Development of

Guidance and Counselling in Britain

B.5.1 Educational Psychologists

Is is interesting to note that a number of educational
psychologists, particularly Grace Rawlings and George Robb
have maintained close interest and support for the idea
of schocl counselling. In fact, many of the early pioneers
of school counselling in Britain are the same as those of
the School Psychological Service, which include Francis
Galton, James Sully, William McDougal and Cyril Burt.

School counsellors have been welcomed by many psychologists
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(as suggested by the Summerfield Report) as a realigtic
and appropriate alternative provision to supplement their
work with the troubled and disturbed and with those

teachers who have to face them {cf. Summerfield Report

1968, p.27).

This welcome reflects the mental health origins of
the school counselling movement and has been a significant
factor in securing for counselling a mental health

.orientation in schools (Daws 1976, cf. Summerfield Report

1968). Thus the school counsellor's most congenial ally
is the educational psychclogist and community social

worker rather than the careers officers.

B.5.2 American Scholars and their Counselling Techniques

According to Daws (1976), the American scholars,
especially Wrenn and Mooxre, have exerted a considerable
influence upon the teachers of counselling as well as
upon its students in Britain. For instance, Moore brought
the basic techniques of counselling, together with values
and objective of developmental counselling. He alsc brought
particularly a concern for the development and cq—ordination
of specialised guidance roles within the school, all of
which are still being'practised in Britain (Daws 1976).
Without the generosity of Fulbright US-UK Educational
Commission and the authoritative influence of these two
earlier scholars, the establishment of the presently
accepted principles and practices of counselling would
have taken a much longer period (ibid.). In fact, the

American ideas, especially the client-centred approach of
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Carl Rogers, have been the main determinants of the
philosophies and the objectives of the present training

courses in Britain (Daws 1976).

B.5.3 The Guidance-Oriented Curriculum

In addition to the above factors, there is also an
increasingly effective co-operation between schools and
external helping agencies such as school psychological
service, the education welfare service, the child guidance
clinics, the careers service and social services (Daws
1976 and Anne Jones 1977). Unlike America, however, not
every secondary school in Britain appoints a full-time
counsellor who could devote his or her time and skills to
guidance responsibilities (School Council 1967, Anne
Jones 1977). In spite of that, there exists in the vast
majority of secondary schools a systematic, structural
and organised pastoral care system with specific tasks to
do. These task are in addition to the day to day care and
discipline, smoothing the transition from primary to
secondary school, providing guidance for subject choices,
offering careers advice and preparing for the transition
from school to work (Anne Jones 1977, Daws 1980).

Increasingly, classroom time is being found for
personal and social education and teachers are turning
their attention to the development of systemafic curricula
in the areas of sex and health education, moral education,
social education as well as careers education, in the hope
that such 'guidance-oriented curriculum' would enable the

teachers to help children in their personal as well as



68

their academic growth (Daws 1976, McGuiness 1982). What
is meant by a guidance-oriented curriculum? How can it
be implemented?

The Inspectorate's survey of secondary education (1979)
observed that "in general, schools placed much greater
emphasis on fostering the personal development of their
pupils through pastoral care than through their curriculum".
The survey also recommended that three-quarters of the
schools surveyed should give more detailed attention to
the ways in which the curriculum could serve the pupils'
needs in the area of personal development (McGuiness 1982).
According to McGuiness the Inspectorate's survey were
recommending a "guidance-oriented curriculum" (ibid.).
Earlier, the Inspectorate's working paper "Curriculum
11-16 (1977) emphasized the crucial nature of full staff
involvement in pastoral care. It argued that social
objectives "must be realized through the nature of the
personal relationships in the classroom ... and through

the daily example of all the adults with whom the pupils

are in contact" (Curriculum 11-16, 1977 and cf. McGuiness
1982)., The acceptance of this role énd the structuring

of a child's school experience to accommodate it are
regarded by McGuiness (1982, p.9) as "the first vital step
in a preventive .approach to guidance" or guidance-oriented
curriculum. If the school were to undertake successfully
the task of helping its pupils "learn to be adults" as

stated by the Warnock Report on Special Education (1978),

it "must broaden its view of the child beyond the narrow

confines of academic potential to include the full range
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of their developmental potential" (McGuinesélQBZ,{LJJJg.Thus,
a well balanced curriculum should contain deliberately
constructed strategies to develop academic and socio-
emotional competence of its pupils, as indicated by studies
like those of Hargreaves 1967 and Lawrence 1973 (cf. -
-McGuiness 1982). How can this guidance-focused curriculum
be achieved? According to McGuiness (1982), although
"Ethically and pedagogically a guidance-focused curriculum
is desirable, from a practical point of view it is not
possible", since it is not easy to change a structured
curriculum. He therefore, suggested that academic and
guidance teams should be integrated at the planning stage.
This could be done by setting up a structure which involved
regular contact and evaluation of both areas of the
school's work. The teacher's attitudes and values which
govern their performance in schools are also important
determining factors. Equally important is the nature of
the pupils who need help (McGuiness 1982).

Why do the schools need to have guidance-oriented
curriculum? Before going any fﬁrthér, let us examine
briefly the aims or purposes of education in Britain.

When Britain introduced its free education service in 1870,
there were two major concerns of its planners: (a) that

it should help to supply é basically educated workforce
for the then current industrial expansion ahd (b) that it
should ensure that this newly literate working class would
not use its new skills for mischief (cf. McGuiness 1982,

Watts - Employment, Youth and Work 1983). 1In other words

schools were meant to prepare pupils for work without
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unduly awakening political and social aspirations (ibid.
and Wong and;Ee,ul975)g s

The early historical context or issues on universal
education continues to influence British educational
settings. Present day schools in Britain as well as in
Malaysia are still largely influenced by the two foci:
work and obedience, both of which have given rise to many
problems for the educators as a result of the changes in
the context within which the schools now operate (McGuiness
1982). Looking back at the rise of guidance and counselling
in Britain (which was discussed earlier) the prevailing
egalitarian political ideology was said to give rise to
the egalitarian education policy which was more concerned
with the individual than with any benefit the state might
derive incidently (Craft 1974).

However, when we considered guidance and counselling
as being possibly related to economic factors, it might
imply that the benefit of the state was the prime aim and
that of the individual was more incidental (ibid). This

could be seen in the 'Crowther Report' (1959) which regarded

the two purposes of education as a basic human right and
social service for which the state must assume responsibility
and as an investment. These purposes varied in emphasis

over the years and had given rise to a conflict of views

. over their importance. Later, the "Robbins Report" (1963)
seemed to find a way out of this apparent dilemma by con-
sidering that education is clearly an investment in a
nation's future. The Committee observed that "the goal

is not productivity as such but the good life that
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productivity makes possible (op.cit. para. 621 - cf. Craft
l974j. According to McGuiness (1982), the work ethic

and economic need are no longer realistic motivators

for present day children in school. The 1980s represents
the beginning of a period of long term, structural
unemployment (Sherman & Jenkins 1979, Merritt 1982) and the
period of challenge to social order or authority. The
alternative motivation can only be found in "human" schools
which develop life skills in an atmosphere of respect for
all (McGuiness 1982). Hopson and Scally (1981) clearly
outlined the future implications for edﬁcation whereby
"people will need to be trained in how to cope with
unemployment psychologically will need job-hunting skills,
self-marketing skills, knowledge»of how to get information
on retraining opportunities, government grants, and schemes
and further and higher education options" (p.9).

In future, the nation's task is to ensure that people
have a good general education which will help them to
prepare for the concept of life roles that differ from the
ones of twenty years ago. The other task where work is
available, is to help young people get the job most suited
to them. Besides that, both sexes need the "skills>of
adaptability" as well as "wedded to the notion that non-
work roles will have to provide a major slice of their
life satisfaction, knowing that education is a life-long
process. On the other hand, they need to be aware that

sometimes they will not have jobs ..." (Hopson & Scally
1981, p.13). What implications will these issues have on

the curriculum of our school? How is it to be taught?
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Watts (1978) also asked fundamental questions about a school
curriculum based on the work ethic. What value has it when
increasingly there is going to be less work? To Watts
(1983) education has a close relationship with the world

of work.

According to McGuiness.(l982), the answer to the
problems could be found by looking carefully at the nature
of change in schools. There was a need to develop a system
in schools for managing change that facilitated consensus
and encouraged a contribution to the change from all con-
cerned. If a degree of consensus about the direction of
education in British schools could be formulated and
arrived at, then change’would be possible. 1In ntherrWGﬁds,
schools need to direct their minds to analysing the
curriculum for "our pupils", a process which will require
involvment from all members of the staff (cf. Curriculum
11-16, 1977). |

Presently (in 1980s) there are about one hundred
schools in England and Wales that have a designated full-
time counsellor who devotes the bulk of his or her time to
~guidance responsibilities (Daws 1980). Part of their work
may include spending time in the classroom, teaching aspects
of personal and social education or providing remedial
education.,  There are more than one thousand teachers,
trained. in counselling and in part-time guidance roles
such as career teacher, remedial teacher, head of middle
school, co-ordinator of pastoral care, head of guidance,
tutor to sixth form or head of house or year systems (ibid.).

Besides that, quite a number of teachers have acquired some
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skill and understanding of guidance and counselling from
short courses provided by D.E.S., local authorities and

many -institutions of higher education (Daws 1980).

B.6 Reflections .on the Innovations

Daws (1980).further mentioned that changes are evident
in numerous secondary schools in Britain which can be
ascribed in part to the influence of counselling. One of
them is that there is much more.widespread appreciation of
the difference between a child's problem and an institu-
tional problem by the teachers. Counselling also brought
about "an appreciation that knowing a child from the inside
and knowing him from the outside are two quite different
kinds of knowledge, requiring different kinds of inform-
ation obtained in quite distinct ways" (Daws 1980, p.255).
Such views Qf the child can only be-adquired through
intimacy of relationshipAand may usefully be complementary
to oneAanother. .Counselling also brought back into
education an enhanced awareness of the importance of the
relationship that a teacher establishes with his pupils,
collectively and individually, in determining the effective-
ness of his teaching i.e. through the pupils' achievements.
As a consequence, classroom styles are becoming less-rigid
and stereotyped, more flexible, more open and empathic
than formerly (DaWs 1980).

With the continued development of these trends in the
1980s and the spread of counselling to pfimary schools
(in which counselling is offered to anxious parents rather

than to pupils) it is hoped that a new dimension to the
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eternal challenge of building effective bridges between
the generations could be achieved through counselling.

The present model of the counsellor as trained in
various university courses in Britain is largely based on
the American university concept of the counsellor who is
expected to combine the three strands of counselling namely
vocational, educational and personal-social counselling
(Lytton 1974). However, this need not be the final model.
It is only useful at the time when a new concept is being
introduced, that is, before the actual form or trend is
formulated to suit the British culture. Even if one
examines the situation in America and latér looks at the
different types of social agencies available in this
country, doubts begin to arise concerning the alignment of
functions between the different- helping professions.

They centre on the combination of educational~vocational
and personal-social counselling functions in the same
person and on the piecemeal growth of separate disciplines,
all of which deals in some degree with personail-social
counselling (Lytton 1974).

Lytton (1974) further added that the 'Holy Trinity'
of counselling -~ educational, vocational and personal = only
exists more in theory than in practice in the United States.
In reality, the American school counsellors hardly ever
combine the three functions. They are most heavily
involved in educational guidance, that is, helping the
pupil find the right combination of courses at school or
choose the appropriate university (Lytton 1974 and cf.

L. Tyler 1961, P. Halmos 1979). In fact, "the interaction
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between the counsellor and pupil on educational choices will
usually be of a routine character and will be kept at a
mundane level" (Lytton 1974, p.l65). Very rarely will such
an encounter provide an opportunity for branching out into
more deeply personal exploration (ibid.). Unlike Britain,
the duality of the school counsellor role is seen as an
inhibiting factor by many American students who perceive

the two roles as contradictory, one detracting from the

other (cf. Lytton 1968, 1974 and School Council 1967).

The number of full-time couﬁsellors in Britain is
still small, In America, for instance[ by 1974, there
were already about 30,000 full-time counsellors in schools
(Lytton 1974), whereas in Britain there were only one
hundred schools in England and Waleé that have a desig-
nated full-time counsellor in 1980 (Daws 1980). The rest
.are the teachers who carry out the guidance and pastoral
care duties as part-timers or as career teachers. The
reasons for the differences are many. Among them are the
fact that counselling in America has become part of the
pattern of the manifold educational choices. The complex-
ity of the American school system makes it necessary for
a selected teacher to assume responsibility for guiding
the student through the multiplicity of choices (Wrenn
1962, Lytton 1974).

On the contrary the school structure in Britain allows
fewer educational choices and therefore less dégree of
specialisation of functions in counselling is required.
Besides that, most of the people involved still lack

special training or skills in this field{ There was also
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resistance to the introduction of professional skilled
help in school, which was based on the fear that it would
lead to a restriction of the activity, a diminution of the

.status of teachers (Lytton 1974, McGuiness 1982).

B.7. Conclusion

The complexities of the development of guidance and
counselling in the United Kingdom have led to a variegated
pattern of current practice. It is difficult to speak of
guidance and counselling as one entity in the United
Kingdom since the approach to’it varies so greatly from
region to region, over school to school. Fig. 2 indicates
the numerous influences on practice - the extent of each
influence varies according to local conditions (e.g. high
unemployment), individual teacher philosophy (e.g. commit-
ment to chila—centred education) and so on. The task for
Malaysia is to look carefully at this practice, selecting
even more carefully those aspects which best facilitate

the aim of Malaysian education.
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Guidance and Counselling in Great Britain

Influences on Development

Historical Structural Theoretical Date
1. U.S.A. Out-of~School Mental Health 1900
2. Industrialisation In-school Careers 1960's
Specialists
3. Unemployment Whole~-school Developmental 1970's
Commitment
Remedial
Curriculum-based
Egalitarianism
Secularigsation 1984
of Society

Fig: 2




78

C MALAYSTIA

C.1 Introduction

As mentioned in the introduction, social changes have
taken place not only in western societies but in Malaysian
society too. These changes have unavoidably affected the
school as an important educational institution whose task
is to create the "required values for future generation".
(The Guidance and Counsélling Unit, Ministry of Education,
1983.) The situation in schools became more complex.

As academic certificates became a prerequisite of entry

to any Job in the modern sector, society expected the'
pupils to excel in many.public examinations. This process
‘continues to the present day and has led to the examination-
oriented system of education in Malaysia. The examinations
in schools are not only used as a means to diagnose weak-
nesses and to carry out remedial work, but also most
importantly as a criterion in making critical decisions

on each child's future at school and later in the world

of work (ibid., cf. Watts 1981).

Furﬁhermore, education is said to have "a close
relationship with the world of work" Watts (1983, p.2).
Societies expect schools to develop in the young people
the knowledge, attitudes and skills which will enable
them to contribute to the economy. Young people and
their parents, too, expect schools to help them enter a
profitable job. In the eagerness to get high percentage
results, the academic teacher could no longer focus his

main role as an "educator" but more on the role of
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"transmitter of knowledge"(Guidance and Counselling Unit,
1983), thus neglecting the socio-physical aspects of the
child's development. This is probably the reason why we
require a "specialised personnel" to fill in the gap.

As such, how and where do the roles of guidance and

counselling fit in?

C.2 The System of Education in Malaysia

Before further. discussions én the needs. and the
functions of guidance and counselling services in
Malaysia, it is pertinent to study the system of edu-
cation that exist in the country. For .the purpose of
our study, the system of education in Malaysia will be
discussed in four stages:

c.2.1 Before the British Period (before 1870's)

c.2.2 The British Period (1870's-1941)
C.2.3 Post-war Re-construction
C.2.4 The Formation of Malaysia in 1963 or

since 1963.

c.2.1 Before the British Period (before 1870's)

Before the coming of the British, a traditional
form of education was already in existence in Malaya
whereby knowledge and skills were not only handed down
from parents to their children but also by means of
religious schools. These religious schools fall into
three categories: the Koran or surau schools, the sekolah
pondok (hut schools) and the madrasah schools (Cheeseman

1955 and Yegar 1984).
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The Koran or surau schools were those run privately
in the village mosque or surau (place of worship, smaller
than the mosque), teaching the Koran and Islam.'7 They
were purely religious in character and distinct from the
vernacular-secular government schools introduced by the

British. Promising pupils would be sent to a higher school,

either sekolah pondok or madrasah school in charge of some

well-known Muslim religious teacher, perhaps a Malay with
years of study in Arabia or Egypt, or both, perhaps a
teacher from Sumatra, India or Arabia (Yegar 1984). The

sekolah pondok or hut schools were private Islamic schools

usually established by a religious teacher, offering a
regular course of Islamic studies from two to five years.
The pupils came from different parts of the country.
They then would live in a cluster of small huts built in
or around 'their school's compound', which explains how
the school obtained its name.

The madrasah schools were more advanced Islamic
schools teaching in Arabic. They were originally run
by private organisation or by the teachers themselves.
Since independence, most of these schools are now gradually
being taken over by the State Religious Affairs Department
or being frequently assisted by the government. As such,

their names have been changed to Sekolah Ugama or

Sekolah Arab (Religious or Arabic Schools). Under the

current situation, the pupils are being exposed to the
same curriculum as in other national schools, besides the
teaching of Arabi¢ language and other religious knowledge.

In fact, it has been the policy of the government of
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Malaysia to absorb all schools in the country to be placed

under the common system of education.

C.2.2 " The British Period (1870's=1941)

At the beginning of the British rule in Malaya, a
more formal and secular form of education was introduced
by the British to suit their requirement in ruling the
country (Wong and Ee 1975). Many schools were opened
for the three major ethnic groups in Malaya - Malays,
Chinese and Indians, giving rise to two types of schools
namely the vernacular and the English medium schools

(ibid, Andaya 1982).

c.2.2.1 Many controversial issues have been raised

on the educational policy of the British in Malaya aé

that time. According to the British Government reports

in 1854 and 1857 (Chelliah, 1960), it was stressed that
the primary objective of the government was to provide
elementary education in the vernacular and that the
government as the guardian of natives rights and customs
felt that the indigenous population in the rural districts
had first claims. It is worth noting that freé, universal
elementary education did not appear in Britain until 1870

-

(McGuiness 1982).

C.2.2.2 The purpose of education for the indigenous
population, however, had been subject to many criticisms
for it was not meant for them to get any basic skills and

knowledge to develop themselves but "to make the sons of
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the fishermen and farmers become better fishermen and
farmers than their fathers are..." (Cheeseman 1955, Roff
1967). On the other hand, the English medium schools
were meant to produce - intelligent, diligent and honest
servants to work for the company (British East India
Company) and the British government. Private enterprise
was - encouraged by the government of that period which
pointed out that the government could not possibly pro-
vide the means for educating the whole country (Chelliah

1960).

C.2.2.3 As a result, three parallel systems of
schooling existed in the country i.e. one vernacular for
the Malays who predominated the rural areas and which was
established and maintained by the government; Chinese and
Tamil vernacular which was set up by their respeéctive
communities or employers {(Tamil vernacular) and English
schools maintained by the government which provided a
westernised éducation taught primarily in English for. the
mixed urban population (Wong and Ee.1975). . . ‘}The-
various vernacular school systems had tended_genérally

to emphasize disparate and often opposing goals (Ginsburg
and - . Roberts 1958). The Malay schools were designed
to instill a strong Moslem and Malay consciousneés, the
Chinese to perpetuate Chinese culture and to establiéh
pupils firmly ih that culture, and the Indians to provide
a basically Indian background for displaced Indian
students, while the mission schools tended to view their

~goal as the propagation of Christian virtues and Western
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cultural values (ibid.). Thus, few schools, if any,
until 1950s viewed their goals as the creation of a unified
Malayan society comprising all the various ethnic,

linguistic and cultural groups.

c.2.2.4 According to.Wong and Ee (1975), a recent
study showed that there were two contradictory tendencies
in the British approach to Malay education (Loh 1970).
One of them was that there was a humanitarian element
which saw that an influx of foreign immigrants (Chinese
and Indian) made it desirable that the indigenous
community should be educated to protect itself. The
other eiement was the fear that an English education
might uproot the British rule in Malaya. This reflected
fears expressed in the mid-19th century in Britain

about the dangers of educating the working class
(McGuiness 1982 & 1983).

During the British period, certain prime factors
such as political, religious and racial backgrounds,
private enterprise, geographical and economic issues
played important roles in influencing Maléyén education
(Wong and Ee 1975, Ginsburg and Roberts 1958).

Private enterprise also contributed to the shaping

of the educational pattern and was also responsible for
the early beginning of organised education which was later
taken over by the government. The curriqulum also
reflected the economic trend of the period and the main
purpose of the syllabus was to teach children reading and

writing English, as well.as arithmatic with the intention
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of giving just the sort of knowledge that would enable

them to find jobs.

cC.2.3 Post-War Education Re-Construction (1945-1962)

As stated earlier, the main weakness of the pre-war
educational system was the division of children in sep-
arate type of schools which seemed to foster communalism.
It was then felt that a common Malayan outlook was
necessary.i1f self-government were to succeed and that this
was not possible if the children were educated separately.
Hence, a re-organisation of the system was necessary,
including the content_of the curriculum to be taught in
the schools. So, for example, H. Davies in his article

"Needs of Liberated Malaya" stressed the importance of

'a unified system of education' (The Times Educational

Supplement,; London, 1946; cf. Wong and Ee .:@ 1975).

c.2.3.1 Among the major reports that help to determine

the present national education policy are:-

(i) Report of Central Advisory Committee on Education
1949
(ii) Report of the Committee on Malaysian Education or

Barnes Report, 1951

(iii) Report of a Mission invited by the Federation Gov-

ernment to study the problems of the Education of

Chinese in Malaya, 1951

(iv) The Fenn-Wu Report, 1951

(v). Report on the Barnes Report on Malay Education and

the Fenn-Wu Report on Chinese Education, 1951
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(vi) Report of the Special Committee to consider ways

and means of implementing the policy outlined in

Education Ordinance, 1952, Sessional Paper No.67

of 1954

*(vii) Report of the Education Committee, 1956 or commonly

known as the Razak: Report

*(viii) Report of the Education Review Committee, 1960

or the Rahman Talib Report

* (ix) Report of Cabinet Committee on Education Policy

or the Mahathir Report, 1979.

(Note: The three last reports are the most frequently
mentioned and referred to in relation to education
in Malaysia.)

In 1949, a Central Advisory Committee on Education
was set up to advise the government on general policy and
wide principles to be followed in education (Report on
Education 1949, cf. Wong and Ee 1975).

In_l950, the Barnes Committee was set up 'to enquire
into the adequacy or otherwise of the educatioﬁal facil-
ities available for Malays'. The committee recommended
tha£ primary schooling should be structured in a planned
way, build a common nationality and that it should be
organised on a new inter-racial basis and secondly that
separate vernacular schools for the several racial
communities should be abolished and be replaced by a
single type of primary school common to all - the National
School whose important feature was that it should be bi-

lingual (Report of the Committee on Malay Education 1951,

cf. Wong and Ee 1975).
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In 1951, a second committee was appointed by the
British High Commissioner, Sir Henry Gurney to investigate
Chinese education in Malaya and two outside consultants
were invited to make a preliminary survey of the whole
field of Chinese education. They then produced a report

called the Fenn-Wu Report. The report was sympathetic

towards Chinese vernacular schooling and the main text
tried to show how vernacular schools could contribute
effectively towards building up a Malayan citizenship and
fostering.nafional coﬁsciousness. Both Dr. Fenn and Dr. Wu
argued that an answer to the problem of diverse language
must be sought, not in historical anélysis (as in the case

of Barnes Report), but in the collective wisdom and consent

of the people of Malaya (Report of a Mission invited by

the Federation Government to study the problems of the

Education of Chinese in Malaya, 1951; cf; Wong and Ee 1975).

As a result of the above reports whose major issues
were the formation of the National Schools and the use

of English and Malay-as the medium of instruction (Report

on the Barnes Report on Malay Education and the Fenn-Wu

Report on Chinese Education, 1951; cf. Wong and Ee 1975),

legislation was passed in 1952 i.e. the Education Ordinance
1952, which laid down the National Schobls as the pattern;
Tamil and Chinese as a third language, rejecting the

Indian and Chinese vernacular schools as part of the
national system. Sooh after that, it became apparent

that it was regarded as an expansive scheme, due to lack
of finance, which had obviously been overlooked by the

legislators.
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c.2.3.2 When the Alliance Government took office in
1955, it singled out education as one of the most important
matters that had to be dealt with before the country
achieved its independence. Thus 15 members of the Legis-
lative Council, headed by the Minister of Eductation,

Dato Abdul Razak: b. Dato Hussein were commissioned, "to
examine the present education policy of the Federation

of Malaya and to recommend any alterations or adaptations
that are necessary with a view to establishing a national

system of education ..." (Report of the Education Committee

1956p-.1). This_report, commonly known as the Razak'
Report was unanimously adopted by the Legislative Council
and the idéa of the 'national school' as advocated by
the Barnes Commission was abéndoned and thus children
would continue to receive their primary education in.'
separate vernacular schools (cf. Fig. 3). Malay was to
be a compulsory subject in all schools since it was the
national language. To ensure its effectiveness, a know-
ledge of Malay would be required for admission to all
éécondary schools supported wholly, or in part, from
public funds and for entry into government service.
English was also compulsory due to its utilitarian value
as an international language, while Chinese and Tamil
would be taught in primary schools where parents of at
least 15 children requested it (Wong and Eg 1975). 1In
Athe secondary schools, the medium of instruction would
be English or Chinese. Later, a start had been made in
1958 to provide secondary education in the Malay medium

by attaching classes for this purpose to former government
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English schools. The fulfilment of the pledge by the
government to use Malay as the medium of instruction in
the university by 1967 was realized when the first batch
of students from the Malay-medium secondary classes
entered the University of Malaya and received instruction

in Malay in 1965.

C.3.3 After Independence - 1957

C.3.3.1 The Administrative Structure

When Maléya gained its independence from the British
in 1957, the first‘major task taken by the Alliance Govern-
ment as the first national government was to reorganise
the structure and organisation of educational administration
in Malaysia (as shown in‘Fig.4 ). It is patterned on the
political andbadministrative systems of the country and
may be examined at three levels i.e. federal, state and
school which are represented by the Ministry of Education,
the state education department and the schools (Ministry
of Education cf. Wong and Ee 1975).

The Federal Constitution states that education is
the responsibility of the Federal Government (see item
13 of the Ninth Schedule of the Constitution). Under
the Inter-Governmental Agreement on the Formation of
Malaysia, however, it was agreed that the policy and
administration of education in Sabah and Sarawak should
for a transitional period be undisturbed and remain under
the control of the respective state governments, subject

to the financial control of the Central Government (ibid.).
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Therefore, a national educational system of education
as well as the national educational policy called Dasar

Pelajaran Kebangsaan, which were established on the basis

of the recommendation by the Razak- Education Committee
of 1956, and legislated for in the Education Ordinance
of 1957.

Then, in 1960, the Razak: Report was reviewed by the

Education Review Committee which produced the Rahman

Talib Report which was later formulated into the Education

Act of 1961. The Rahman Talib Report recommended that

primary education in all fully éssisted schools (i.e.
English, Chinese, Tamil'and Malay) should be free to all.
(Before this, primary education in all national primary
schools, whose medium of instruction was Malay, had been
free - a significant achievement measured against the
target specified in the Karachi Plan which proposed that
the objectives of free and compulsory education should
be attained by  1980).

| A series of 'crash programmes' to build more schools,
provide more teachers and educational facilities were thus
undertaken by the government of Malaya to ensure that all
children in the country received at least seven years of
education, -

Under our system, curricula, syllabuses and examin-
ations, for example, are uniform throughout the schools
and colleges, and are prescribed by the Ministry of
Education. Nevertheless, this uniformity does not amount
to complete bureaucratic control. Within the broad lines

of uniformity there is a certain measure of flexibility.
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For instance, the headmasters or principals of’ schools
are free, in consultation with their teachers, to plan
their own timetablés and schemes of work so long as the
forﬁer meets the minimum conditions prescribed, and

they are free to choose text books as well as teaching
methods. they consider desirable for their own schools.
This centralization of educational administration is
regarded by the government as a necessity to build a
nation out of the diverse elements of race, language,
culture and religion - a purpose that has been formulated

in the educational policy set out in the Education Act,

1961.

C.4 After the Formation of Malaysia in 1963 or Since
1963

C.4.1 The formation of Malaysia in 1963 has brought

on more educational problems to the Central Government

at Kuala Lumpur . (Wong:and Ee.”l975); . v especially

the task of providing education (both primary and
secondary) to an increasing and large school population

in each of the four component states. As a neﬁ nation,
Malaysia has to face many educational challenges to enable
it to survive politically, economically and socially.

As we have seen, in the case of primary education, the
government had to make more provisions for free primary

education as suggested by the Rahman Talib Report of

1960, Therefore, a series of 'crash programmes' to
build new classrooms and provide teachers and other
'educational facilities had to be carried out by the

Ministry of Education.
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C.4.2 The government also faced and still faces
mounting pressures for a substantial expansion and
diversification of secondary education (Wong and Ee:.
1975). For instance, in 1963, an educational committee
was appointed to review the Malaysian Secondary School.
Continuation System and the possible abolition of the
Secondary School Entrance Examination (MSSEE) (ibidl)
With the approval of the Malaysian Cabinet in 1964, the
Ztandard €ix primary pupils were automatically promoted

to secondary school = Form One, beginning from 1965.

C.4.3 The decision to abolish the Secondary School
Entrance Examination (MSSEE) was regarded as a bold and
very welcome step towards education of the young (Wong
and “Ee 1975). Under this new system, pupils enjoy
~automatic promotion for eight or nine years if they
enter remove classes (cf. Fig. 3) i.e. six years of
primary education and three years of lower secondary
education. Thus every puplil is assured of 8-9 years of
schooling, without the hovering threat of the 1ll-plus
examination whereas previously, only about 30~-35 percent
(1/3 of them) of the candidates managed to proceed to
secondary schools. In addition, the new system also
helps to reduce the social problems of pupils leaving
schools too early and without any prospect of getting
employment (Wong and -Ee ' 1975, Ibrahim Saad 1975,

Watts 1978).
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C.4.4 In the secondary schools, pupils receive a
three-year comprehensive and pre-vocational education
to help them find and develop their own aptitudes and
interests as well as the type of education - academic
or vocational = to suit their particular needs. Under
the present system, all pupils are required to study
two broéd groups of subjects namely the 'core' subjects,
which are all compulsory and the 'elective' subjects,
of which they choose one or two. One drawback of the
system is that with automaﬁic promotion, there .is bound
to be a lowering of standards and easy-going attitudes’
on the part of some teachers and pupils.

In order to facilitate the smooth-running of the
system, educational guidance and counselling is provided
for the pupils together with the maintainance of
cummulative record cards showing a pupil's scholastic
progress as well as his physical, social and intellectual
development from the time he enters primary school to
the time he has to choose or be guided to choose the
subjects which will determine his future career.

In addition to that, the parents too are becoming
increasingly aware of the importance of education to their
daughters as well as to their sons. Therefore, the
~government has to take this into account in the overall
educational and economic plans of the country (Wong and

Ee 1975, Perkhidmatan Panduan Di Sekolah-Sekolah 1966)

c.4.5 Facilities - consequently, many educational

facilities have‘been provided by the Malaysian Government
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for the rural population of Peninsula Malaysia, Sabah and
Sarawak to meet the educational demands there. This
included new buildings, educational equipment and books,
in-service courses to improve the teaching standards in
Malay schools, posting of more trained teachers to
Malay primary and secondary schools, the setting up of
more Malay secondary schools in rural areas and-.the
provision of hostels for pupils living in rural areas, the
setting up of pre-university classes and an increase in
the number of scholarships for lower and upper secondary

pupils (The New Straits Times, 25 December 1963). The facil-

ities were provided mainly to remedy the educational
imbalance between the urban and rural areas i.e. between
the 'haves' and the 'have-nots' so that social stability

and Jjustice might prevail in the country.

C.4.6 As mentioned earlier, one of the main objectives
of education in Malaysia is to promote unity among the
various ethnic groups. As such, the Malaysian syétem of
education demands conformity to requirements that will
ensure uniform progress towards established standards in
all schools (Wong and Ee 1975). The elimination of
vernacular education which was based purely on racial

and linguistic lines does not mean that the pupil has to
sacrifice hiz own culture and literature in as much as
the continue to study vernacular languages and literature
in the national education system. Thus that system does

not hinder the prbmotion of individual cultures (ibid).



96

c.4.7 There are three basic concepts from which the
national educational system evolves namely a common con-
tent syllabus, a common language (i.e. Malay Language

- the National Language of Malaysia) and common public
examinations, all of which were recommended by the Razak"

Report of 1956 and the Rahman Talib Report of 1960, which

later formed the basis for our National Education Policy

(Dasar Pelajaran Kebangsaan). They have played and will

continue to'play a vital role in the evolution of national
consciousness (based on Malaysian orientation) and the
promise of a future for our children, irrespective of
their racial origins. They seek to give them equal
opportunity in employment prospects and the means to be

"full" citizens of Malaysia.

C.4.8 Even after more than twenty years of independ-
ence the main objectives of education in Malaysia still
remain unchanged i.e. to provide the skilled and semi-

skilled manpower resources and tovcreate a united, well-
disciplined and skilled sodiety as clearly stated by the

Report of Cabinet Committee on Education Policy or known

as the Mahathir Report (Ministry of Education 1979). This

report tries to examine ways and means of achieving the
two stated objectives of education smoothly and effect=-

ively (The Mahathir Report, 1979). Further discussions

on the report will be made in the following chapter.

C.4.9 Thus, the history of education in Malaysia is

marked by three distinct stages of developments:



97

a) the British Period of early education patterned on the
lines of the English education system when Malaya,
Singapore, Sabah (North Borneo) and Sarawak came under
the British rule (Figs 5'and 6).

b) the period of post-war re-construction, during which
education in each of the four territories underwent
a thorough overhaul, largely due to the changes in the
political scenes in South=-east Asia in general and in
the four territories in particular (ibid).

¢) the period of educatdonal challenge since the estab-
lishment of Malaysia in 1963 (ibid.).

Malaysia, as a nation of diversified ethnic population
is aware of the challenge she has to face and how important
it is for her to achieve a unified Malaysia through a uni-
form or common educational system. In a country like
Malaysia there is always the danger of using education
as a pawn in the political game. This fear was once
expressed by the former Chief Education Adviser, the
late Encik . "Aminuddin bin Baki. He warned the country
against it when he urged all political, cultural and
communal groups in Malaysia to call a truce on education
for the sake of the rising generation:

"I viewed with concern the different roads

trodden at present by the Malaysian States.

They were so, because they were formulated

through bargaining and compromises arising

out of nationalistic and chauvanistic

demands, the circumstances of the time and

the dictates of the moment. Even today,

despite these compromises, we still find

education not fully resolved and settled but

daily become a matter of public controversy,

a delicate and explosive political issue and

not unknown to have been a gamble and deter-
minant of many elections ... it is my earnest
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The Structure of Educational System of Malaysia

HISTORICAL EVENTS INFLUENCES ON STRUCTURE DATE
1. Before the British, No formal, modern education except the 1800's
each state of Malaya religious form of education i.e, Sekolah
was ruled by their Pondok, Madrasah or Koran Schools
regspective rulers. - privately run by Moslem religious
teachers and institutions.
2. British Influences or i) Introduction of formal education for 1870's
Intexrvention in the each major ethnic group through ver-
a) Straits Settlements nacular schools and English schools.
b) Federated Malay Malay Schools established by government
States (FMS) Chinese Schools ~ privately established
c) Un-Federated Malay Indian Schools - estate employers
States (UFMS) English Schools - Christian missionary
and government,
ii) Education to help the British rule
Malaya.
iii) Education for the preservation of sep-
arate ethnic cultures, customs and
religions ~ giving rise to disunited
population and communal problems.
3. Post War Years i) Rise of nationalism in South-East Asia 1940's
- Japanese Occupation ii) Struggle for Independence
- Malayan Union iii) Re-organisation of Educational System
- Federation of Malaya into one national system (for the
- The Razak Report of purpose of unity) through
1956 - language
- malaynization
- university education
4. Independence ~ 1957 1957
The Rahman Talib Report i) Free education for all assisted schools
- 1960 ii)}) Introduction of National Education
System and National Education Policy
Formation of Malaysia Malaya's system of education was extended 1963
to Sabah and Sarawak
The Mahathir Report Education for Manpower Needs and for Unity 1985

- 1979
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Fig. 6 The Historical Development of Malaysian Education
DATE HISTORICAL EVENTS EDUCATIONAL DEVELOPMENT
1. 1800-1870 | Each State in the Malay i) There was no formal, modern education
Peninsula was ruled by except for the Islamic Religious edu-
its own ruler (Sultan). cation provided byMoslem zreligious
Starting from acquisition teachers and private institution.
of Penang 1786, gradually ii) Initially, primary education was
all states were taken introduced in the Straits Settlement by
over by the British 1826 missionary bodies and later by the
- Formation of Straits British government.
Settlement
2. 1870-1941 1874 ~ marked the Beginning | i) Education expanded to other Federated
of British Intervention in Malay States and later to the
the Malay States - Treaty Un-Federated Malay States
of Pangkor. 1 Form of Education -
1896 - Formation of Feder- a) Vernacular Schools (Malay, Chinese
ated Malay States and the , and Indian Schools)
remaining states were b) English Schools - established by mis-
called the Un-Federated sionary bodies and later by govern-
Malay States ment.
3. 1941-1945 | Period of Japanese The Japanese tried to introduce the
Occupation of Malaya Japanese System of Education -~ failed.
4, 1945-1962 Post-War Educational i) The setting up of various committees
re-Construction to loock into education matters and thus
giving rise to a series of reports (cf.
1946 i) Introduction of 13.3.1) that determine the education
Malayan Union Concept policy of Malaya.
1946 ~ failed ii) Efforts towards nationalisation of
schools and the educational system.
1948 ii) Formation of iii) The establishment of National Edu-
Federation of Malaya cational System and National Educational
Note: the 1940s saw the Policy - 1960.
rise of nationalism. Problems - nationalism
. ~ malayanization
1957 Malaya's Independence ~ language for unity
- university education
L]
5. 1963-1984 Formation of Malaysia in The different systems of education for

1963

The Mahathir Report of
1979

Peninsular:Malaysis, Sabah and Sarawak
are gradually being changed into the
National System of Education for
Malaysia

~ Universal education and Manpower needs
- Education for unity.
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hope that all groups of the country ... will call

a truce on education and to regard matters concerning
the education of the rising generation as sacred in
the same spirit and neutral manner as we have
regarded such matters as religion by keeping it away
from bickering and controversy" (cf. The New Straits
Times, 18 June 1964),

C.5 The Rationale or‘the Need for Guidance and

Counselling Services in Malaysian Schools

C.5.1 Definition

According to the book called 'Guidance in Schools’',

prepared by The Education Planning and Research Division,
Ministry of Education (1971), guidance is.regarded as "a
pre-requisite in the educational system of Malaysia". It
defines guidance as follows: "Guidance is the systematic
professional process of helping the individual through
educative and interpretative procedures to gain a better
understanding of his own characteristics and potentialities
and to relate himself more satisfactorily to social
fequirements and opportunities in accord with social and
moral values", whereas: "Counselling is a learning-
oriented process, carried on in a single, one to one
social environment in which a counsellor, professionally
competent in relevant psychological skills and knowledge,
seeks to assist the client by methods appropriate to the
latter's needs and within the context of the total personal
programme, to learn more about himself, to learn how to
put such understanding into effect in relation to more
clearly perceived, realistically defined goals to the end
that the client may become a happier and more productive

member of his society".
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can see from the above two definitions that:

the processes are concerned with client not
patient,

both emphasize learning' theory at cognitive,
intellectual and rational levels,

both work through the assessment and appraisal

of human tfaits for educational-vocational-social
living, and

both cast a balance sheet to aid the clients to
contribute to, and to take the most from livihg in
society.

book "Guidance in Schools" /(1971) also suggests ' .that

there are three main reasons why guidance and counselling

services

are regarded as 'a pre-requisite' of our educa- .

tional. system:-

(1)

(ii)

The existence of "culturally disadvantaged"
and "physically different" children.
The Adjustmental problems of secondary school

children.

(iii) The Adolescent Culture.

c.5.1

(i) The existence of "culturally disadvantaged"

and "physically different" children has been a cause for

concern among educationdists and officials from the Ministry

of Education. The "culturally disadvantaged" children from

parents of the lower socio-economic groups who experience

emotional and cognitive difficulties when they attend

school -~

a middle class institution, with future oriented

rewards and}goals. As a result, they do not adjust easily
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to the school culture and become potential dropouts either

at the end of their‘primary education or at the end of

lower secondary education (ibid., Ibrahim Saad (Ed.) 1982).
The "physically different" children on the other

hand are those with uncorrected deficiencies such as

visual and auditory deficiencies and those with difficul-

ties of a neurological nature. If £hese deficiencies

are not detected, diagnosed and treated early, their

physical handicaps might eventually affect their self

concept and adversely affect their motivation to learn

(Guidance in Schools 1971, .Ibrahim Saad (Ed.) 1982 and

Lawrence 1973). Until presently, there is no official
figure on the number of school children who are unable
to read after three or six years of schooling. However
a research carried out by the School Division, Ministry
of Education in 1967-1970 indicated that 15% of the
school population from 2,636 schools involved in the
study were slow learners. They included those with
deficiencies resulting from social, economic, cultural, -
“emotional and other related factors. In fact, those
pupils who failed very badly in most of the school tests

are regarded as murid-murid lembam or slow learners

(Working Paper of School Division, Ministry of Education

1974).

C.5.1 (ii) Adjustmental problems of secondary school

children also call for the need to have guidance and
counselling services in the secondary schools to help

the children who have just completed their primary edu-
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cation to adjust or readjust themselves to the secondary
school with its larger building, departmentalized organ-
isation and different code of rules and regulations

(Guidance in Schools 1971 and Ibrahim Saad 1982).

The need for an organised guidance and gounselling service
was particularly marked from as early as 1964. Before
1964, under the old system of education, the primary school
pupils had to take the ﬁalayan Secondary School Entrance
Examination (MSSEE) before continuing their secondary
education. Only those who passed this examination could
enter the secondary schools . However, this Standard
Six Examination was abolished in 1964 and from 1965 on-
wards Standard Six. primary pupils are automatiéally
promoted to secondary Form One (cf. p. 92 ). This auto-
matic promotion year by year of pupils from Standard I
right up to Form Three means that pupils in the Lower
Secondary School ranged widely in their abilities,
abtitudes and interests.

Under the present education system, there are two
public examinations in the primary school. One is at
Standard Three which is called the Diagnostic Test and
the other is at Standard Five, called the Assessment
Examination. Remedial work‘is then cérr%ed out when
the children's weaknesses have been discovered through
these examinations. For instance, in the case of wide
differences in intelligence among the pupils of the
former grammar schools and Secondary Modern Schools in
Britain, the headmasters and the headmistresses evolved

the devices of 'streaming', 'setting' and 'banding' the
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pupils in the first year or subsequent year on the basis
of the Common Entrance Examination = but this practice

varied from one sehool to another (Eleven Pilus 1956,

Postlethwaite and Denton 1978) and has managed greatly

in the post-comprehensive era.

C.5.1 (iii) The Adolescent Culture. The pupils

joining the secondary school are just entering the period
of early adolescence (12+ years of age). According to
Coleman (1980), adolescence is universally acknowledged
to be a critical phase in human development which has
received relatively little attention from psychologists
or other social scientists of the past. This situation
is. gradually being remedied in recent years due to the
availability of an increasingly large body of research
and the growing awareness that events in the first five
years of life are not the only events which have funda-
mental implications for later development. Experiences
during other critical phases of development, especially
during adolescence, have been recognised as being
equally important to adult development and the health

of the seciety in general. Coleman (1980) presented
different aspects of.growth and change which together
made up the adolescent experience, among which the physical
development (associated with puberty and growth spent),
the cognitive development (changes in intellectual
function - towards independence_and action) and the self=-

concept development.
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Indeed, adolescence is a time of change and doubt.
Even though recent research indicates a major divergence
of opinion about the degree of cultural discontinuity
between adolescence and adulthood, the generation gap
between adolescent and adult (as emphasized by Erikson,
Piaget, Coleman and Sherif), most seem to agree that it
is a developmental process, which sees the transformation
of the child into the adult (cf. McGuiness 1982, Coleman
1980). Erikson's (1968) comments on adolescence is in
relation to 'identity crisis' whereby he believes that
the search for identity becomes especially acute at this
stage due to a number of factors (cf. Coleman 1980).
Brammer and Shostram (1968) on the other hand, refer to
growth as an "integrative and disintegrative process".
According to them; before an adult patterns can become
operative, childhood pattern must be disrupted (cf.
McGuiness 1982).

For practical and educational purposes, Wall (1977)
considers adolescenée as a psycho-social interaction,
regards it as a cultural and individual phenomena, as a
process of adjustment and learning towards a goal - adult

status. If the goal is easy to attain, the process will
be short and free from Stress but if it is a complex one,
then the procéss will be long and very stressful.

How can such situations be applied in the Malaysian
context?

The complexity of adolescent culture (referred to
as the other reason for the guidance and counselling

services by the Ministry of Education in Guidance in
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Schools 18771) also creates certain specific problems for
the secondary school pupils to which guidance provision
can expand. At this stage, the pupils (adolescents)
undergo physical changes that transform them from child-
hood to adulthood or from puberty to maturity (Shertzer
& Stone 1976). The age at which the onset of puberty
takes place also differs from one pupil to another and
the physiological changes vary from one to another.
Besides that, the adolescents also experience conflicts
of emotion and have to learn how to handle the heightened
emotionality. This learning is not catered for in the
traditional academic classroom; guidance services are
intended to respond to that need.

Adolescence is also a period when young people have
to strive for personal independence. This struggle for
independence often makes them brash and challenging in
their social action. Therefore, at this stage they need
encouragement and understanding from adults, rather than
criticiém, to enable them to adjust to the adult world

(Guidance in Schools 1971), This view was supported by

Shertzer and Stone (1976) by saying that adolescence also
includes searching for emotional, social and economic
independence. It is the time for individuals to utilize
at a more mature and complex level the ability to give

as well as to receive and to communicate with others and
to trust them, and to learn what is harmful and what is
good for themselves and others (ibid.). It is indeed

"a time/period for integrating one's features of self-

development" (McCandless and Evang, 1973%cf. :Shertgzer and



107

Stone 1976).Erickson referred to this period as identity
diffusion or role confusion (Erickson, 1950, cf. Shertzer
and Stone 1976). The adolescent's status, therefore, is
marginal, it is neither that of a child from which he is
emancipated nor that of the adult for which he is unpre-
pared (Stone and Church 1973).

Under such conditions, the adolescent secondary pupils
‘ might find it difficult to cope with the emotional and
social pressures of their daily life. This could resul;
in the decline of their school performance and they might
be come potential droéouts at the end of the lower
secondary education. This is not a specifically Malaysian
problem. Such situations weré also found among the Newsom

Children (cf. Newsom Children, Half Our Future, 1963, p.15)

whose discontent was said to be "related to the restiveness
of adolescence which affects all young people in some
degree. But others, as well as the pupils, are not happy
about the situa£ion .++". The survey also'suggested that
"linguistic inadequacy, disadvantages in social and
physical background, and poor attainment in school, are
closely associated ...". (ibid.). Appropriate steps
should therefore be taken to help them, especially by

the guidance teacher concerned and as such guidance and
counselling services are viewed by the Ministry of
Education as a tool to help these pupils overcome their
problems (The Ministry of Eduction, cf. EPRD and The

Guidance and Counselling Division 1966, 1971, 1982 and

Half Our Future 1963).
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The guidance teacher or the school counsellor could
shoulder the responsibility of exploring the reasons for
"dropout' despite the fact that education is free and
promotion automatic. Knowing some of the reasons for the
dropout would help the school guidance teacher or counsellor
find ways and means of avoiding the same incident from
happening to other pupils while they are in the secondary
schools. This view is shared by G. Krishna Iyer, Assistant
Director (Educational and Vocational Guidance Unit) in
his article published in the journal on guidance by
MAVOGA. He said that "the need for guidance services was
underlined by the incidence of dropout ..." (MAVOGA, June
1975). The dropouts from the Lower Certificate Examin-
ation, in particular, after only three years of secondary
education are those most particularly in need of help

(Guidance in Schools,1971). They normally need inform-

ation about apprenticeship schemes, training schemes and
some form of objective aséessment to discover their
special aptitudes.

In the lower secondary forms, the public examinations
act as an instrument for making decisions regarding the
selection of pupils to either arts, science, commercial
and‘vocational or technical streaming. For instance the
Lower Certificate of Education Examination (L.C.E.) which

is presently known as Sijil Rendah Pelajaran (S.R.P.)

held at the end of the third year of lower secondary
schooling, serves as a decision making for the placement
of students (pupils) at the upper secondary forms (Form 4

to Form 6). In Form Four, the pupils are streamed
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according to their inclination for Science, Arts, Vocational
or Technical Studies (Ministryi:of-Education).

It is at this stage, in particular that some children
face difficulties in their studies especially in their
choice of subjects or 'stream' of study. Although they
are being streamed according to théir performances in
the SRP or LCE examination, there are some students who
lack confidence and courage in the streams chosen for them
which they may have neither interest nor aptitude as sug-
gested by A.G. Watts_(UNESCO, July 1978) concerning the
bumiputera (indigenous population) who have been channelled
into science and technology despite their moderate or
lower passes in the science subjects. As a result, they
want to withdraw from the 'stream' offered but the matter
are only being considered by the Ministry of Education
or the State Education Department if the pupils aétively
protest andboften not even then (ibid.).

In additon to that, many pupils fiom rural areas,
with their dogmatic view that science is a difficult
subject do not wish to join the science stream, as
encouraged by the government. They are not confident
that they can actually do science subjects, though their
selection depends on the high performances in Mathematics

and Science in their SRP or LCE examination. (The Hew :Straits

Times, Malaysia, 1980). It is therefore necessary to have
a school counsellor (guidance teacher) who can help them
creaté a realistic picture, give them advice and encourage
them to make their own decisions as to what may be best

for them.
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Until recently, Malaysia, like many other developing
countries experienced a shortage of skilled and qualified
manpower especially in the field of science and technology,
for during colonial era all key posts were in the hands
of expatriates (Ibrahim Saad (Ed.) 1982; cf. Andaya 1982,
Wong and Ee 1975). As a result, much emphasis
has been placed by the government on the science and
technological subjects. School children are therefore
encouraged to take up these subjects with the promise of
high material regards later 'in life (Watts 1978). This
caused many parents to insist that their children pursue
a certain course of study, particularly the science
subjects, without taking into account their particglar
interests and abilities. There are also cases where
parents, especially the successful businessmen and other
professionals insist or force their children to follow
their footsteps in choosing a particular career or
occupation. In such cases the guidance teachers have
to exercise tact, consult both parents and pupils and

provide suitable guidance (Guidance in Schools 1971).

However, with the expansion of educational facilities,
the number of pupils in each class has steadily increased

over the year (Watts 1978; The New Straits Times, Malaysia,

1980; Wong and Ee 1975). Many classes have 40-45 pupils
and in primary schools classes stretching even up to more
than 45 pupils (ibid.). 1In such a large class, the
relationship between the pupils and their teacher_bécomes
too impersonal and the teacher often finds it well nigh

impossible to provide individual assistance and attention
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to all pupils in his or her charge. It is hoped that the
presence of a qualified guidance teacher could help in
alleviating some of these problems.

The secondary pupils find that sooner or later,
depending upon when they leave school, they have to give
serious thought to the question of vocation. As mentioned
earlier in this chapter, the dropouts of the Lower Certif-
icate Examination are those that require whatever help
the guidance teacher could offer, whether to continue
their education in the private schools (if they are not
accepted in the government schools) or seek employment
of which they have very little skills or knowledge. On
the other hand, those who managed to continue their edu-
cation have also to decide what they are going to do in
the near future, as in the case of Form Five pupils who
have to sit for another pubiic examination called Sijil

Pelajaran Malaysia (SPM) or Malaysian Certificate of

Education Examination at the end of the year. Although
career education forms one-third 6f the fifth-year civic
syllabus (Watts, UNESCO 1978), proper and precise advice
or assistance from the guidance and counselling teacher
would be useful in helping them to make their own decision
whether to continue their studies and enter colleges or
universities, or to look for jobs. This dilemma is usually
faced by those pupils who come from poor family background
of lower income group families that require them to work
in order to support their families. Thus, it is the
teacher's duty to understand their problems and help them

to develop flexibility in modifying their choice of careers

as well as making other personal and social adjustments.
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C.6 The Historical Development of Guidance and

Counselling in Malaysia

C.6.1 Introduction

In tracing the origin of guidance and counselling in
Malaysia, I have referred to a number of official publi-
cations of the Ministry of Education and the seminar
papers by Haji Abdul Latif bin Mohd Alig, Head of Guidance
and Counselling Unit, Ministry of Education, from which
much of the information concerning the early guidance and

counselling in Malaysia is drawn.

C.6.2 Earlier References to Guidance

(1) The interest in career guidance in Malaya (the
name used before the formatibn of Malaysia in 1963) could
be traced as early as 1939 when the Department of Education
of the Straits Settlement and Federated Malay states,

published a book called "Career Guidance in Malavya for

Parents, Teachers and Pupils". This book has documented

.a series of job opportunities in the government services

(Perkhidmatan Panduan di Sekolah-Sekolah, 1966). The interest

in career guidance faded out (declined) when the Second
World War breke out and Malaya:wasoccupied by the Japanese.
However, after Malaya achieved its independence in 1957,
various voluntary bodies such as Rotary Clubs and other

government as well as semi-government bodies such as the

Ministry of Education, Radio.. Malaya or Radio Malaysia (i.e.

after formation of Malaysia in 1963) and the Armforces
Service Recruitment Units rekindled the interests in career

guidance (ibid.).
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(2) In 1959 the Ministry of Labour had established
the Youth Career Service in various Labour Offices through-

out the country and in 1961, a small booklet on "Training

Opportunities in Federation of Malaya" was published by

the same ministry (Perkhidmatan Panduan di Sekolah-Sekolah

19266).

C.6.3. The History of Guidance and Counselling in Schools
and Other Educational Institutions

C.6.3.1 In 1960, a circular on Career Guidance was

issued by the Ministry of Education stating the importance
of career or vocational guidance in primary and secondary
schools and the need for career teachers, together with
the suggestions as to how this aspects of school work could
efficiently be carried out in helping the secondary schdol
students. This marks the beginning of the systematic
planning and implementation of guidance services in

Malaysian schools,

C.6.3.2 In order to start the guidance and counselling
services in schools, the Ministry of Education of Malaysia,
following the recommendation by UNESCO Commission, managed
to obtain assistance from the Colombo Planlo (a Common-
wealth technical aid programme) which sent a cdnsultant,
R.K. MacKenzie from Canada to be attached to the Ministry
from 1962-1963. His main duty was to train local staff

in guidance and counselling. Thus a group of Pengelola

" Sekolah-Sekolah (School Organisers) and their Assistants
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were given a six-month training programme at the Specialist

Teachers Training Institute. This "kumpulan kaji" or study

group consisted of eleven Organisers/Assistant Organisers
of School from various states and the Headquarters at the
Ministry and carried their study from January to June 1963

(Perkhidmatan Panduan di Sekolah-Sekolah 1966). This group

had successfully prepared and distributed handouts on

guidance and two books called "Perkhidmatan Panduan Di

Sekolah-Sekolah", published by Dewan Bahasa dan Pustaka

in 1966 and "Guidance Services in Schools", published in

1968 (besides that, a section called Educational and
Vocational Guidance Unit was established in EPRD, Ministry

of Education in 1963).

C.6.3.3 In 1964, another circular (SP.K.P. 5209/35/4)
was issued by the Ministry of Education stating that "it
is suggested that every school - primary/secondary must

appoint a guidance teacher". It means that the Ministry
of Education had, in principle (as a policy) started the

~guidance services in schools in 1964.

C.6.3.4 In 1968, an officer was specially appointed

to head the Educational and Vocational Unit by the Ministry
of Education. At first, this unit was placed under the
Educational Planning and Research Division (EPRD) but in
1973, it was moved to the School Division, Ministry of

Education.
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C.6.3.5 In 1969, with the help from UNICEF, the first
systematic six-day in-service training course was held for
275 teachers. This training, which ﬁook place during 1969-
1972 was carried out through the joint-funding of UNICEF
and the Ministry of Education. As stated earlier, the
Ministry of Education obtained expertise via the Colombo
Plan and financial aid from UNICEF which contributed
M$9,970.00  or £3,320 to the Ministry for the purpose
of carrying out in-service training courses, organising
seminars and workshops and preparing and publishing
pamphlets and guidance books for the schools. However,
after 1972, the financing of these services was borne by
our own government (Hj. Abd. Latiff b. Mohd. Ali 1982). 1In 1969
Vocational Guidance Unit was established at MARA Institute

of Technology (I.T.M.).

C.6.3.6 In the meantime, senior officers of the
Ministry of Education were sent overseas to acquire full-
time training and all secondary schools were directed to
appoint a suitable teacher as the guidance teacher. By
1975, there was on the average at least one teacher trained
to discharge guidance dutlies in each of the secondary

schools (ibid.).

C.6.3.7 From 1970 onwards the post of Regional Guidance
Officer was created in 6 states and at present, there is
at least one Regional Guidance Officer to supervise the

implementation of guidance services im every state (ibid.).

The officer's duty is to administer, to supervise, to co-
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ordinate counselling activities in schools and to organise
followup activities and workshops on guidance and counselling.
He becomes the link between the Ministry of Education and

guidance services in schools.

C.6.3.8 Training. By now, guidance and counselling
has become an important phenomena in the Malaysian edu-
cational setting. Concrete measures are now being under-
taken to train more teachers to carry out the guidance and

counselling work in schools as "guru bimbingan" or guidance

teachers.

One of the measures to overcome the shortage of
trained guidance teachers was to organise a full-time one-
year training course in guidance and counselling at the
Specialiét Teachers Training Institute, Kuala Lumpur starting
from 1980. Those teachers who receive this training will
in turn help train others at state level on a long term
basis. Apart from the on-going training programmes or
basic in-service courses organised by the Ministry of Edu-
cation's Guidance and Counselling Unit, guidance teachers
also attend seminars and workshops erganised on a state
basis.

Furthermoré, courses for counsellors are also being
conducted at institutions of higher learning. For instance,
the National University of Malaysia (U.K.M.) is offering
a diploma course in guidance and counselling starting from
1980. The Agriculture University of Malaysia is also
starting a degree course in this field, while University

of Malaya is offering a selective subject on guidance and



117

counselling to those students who are undergoing the
Diploma in Education course.-

Though these guidance teachers have been given some
form of training in guidance and counselling many educa-
tionists feel that the training courses available now are
inadequate. Up to 1980, there were 3.1 million pupils and
114,500 teachers in Malaysia (Fourth Malaysia Plan 1981-
1985). 1In addition, through various in-service courses,
carried out since 1969, there were a total of 3,451 .
guidance teachers (more precisely career teachers) in Malaysia

in:1980: . 1{The New Straits Times, Malaysia 1980). How-

ever, the number of teachers who have been trained in the
field is extremely small (cf. Chapter 4 p. 272 ). Thus,
only a very modest beginning has been made with regard to
the establishment of an adequate guidance services in the
schools.

At the beginning, the emphasis was on career guidance
(as was initially the case in the U.S.A. and U.K. cf. p. 44),
but the year 1968 marked the beginning of a service system
called educational guidance, vocational guidance, health

guidance and personal guidance (Perkhidmatan Panduan di

Sekolah-Sekolah, 1966). Later the Report of the Committee

of Officials appointed by the Cabinet to examine the

recommendations of the dropout study, December 1973, sug-

~gested that the overall guidance in schools entails the
following elements:

a) personal-social guidance

b) educational guidance

c) vocational or careers guidance
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d) drug abuse preventive programme

(cf. Guidance in Schools 1971).

C.6.3.9 Several other Ministries and private voluntary
organisations such as the Ministry of Labour and Manpower,
the Guidance Bureau of the Ministry of Culture, Youth and
Sports, and the Malaysian Vocational Guidance Association
also help to train personnelJ(beSides offering services)
in guidance and counselling'(Hj. Abd. Latif b. Mohd Ali,
1983). Another important development in this field is the
formation of the ASsociation of Counsellors of Malaysia.
This Association aims at improving and maintaining the
quality of guidance and counselling in the country. It
also aims to ensure that there ére'high professional ethics

and. standards of counsellors in Malaysia (The?New&Straits

Tifles, 1980).

Such, then, are the various historical backgrounds
of guidance and counselling in the U.S.A., Great Britain
and Malaysia. As can be seen each country has followed
a similar developmental process, from a social, natural
concern with manpower and careers guidance, to a more
individual concern for personal and educationaludevélpp—
ment. Thus, the Malaysian case reflects the st£oﬁg
training influence ofvpractitioners from the U.S.A. and
the U.K.

In the following chapter I shall try to analyse the
way in which guidance and éounselling is perceived by
experts via the literature on that topic, its aims,
objectives and functions and relate it to the situation

in Malaysia.
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The Historical Development of Guidance and

Counselling Services in Malaysia

YEAR

EVENTS

9.

1939

1959

1960

1963

1964

1965

1966

1968

1969

Early traces of interest in career guidance in
Malaysia.

Youth Career Service was established in various
Labour Office.

A circular on career guidance was issued by

the Ministry of Education - thus marking the
beginning of the systematic planning and
implementation of guidance services in Malaysia.

A six-month training course on guidance and
counselling was carried out from January to
June 1963 at S.T.T.I,.

Circular (SP. K.P. 5209/35/(4)) was issued by
the Ministry of Education.

Assessment Examination (MSSEE) to enter secondary
school was abolished - thus giving rise to greater
needs for guidance services in secondary schools.

The Vocational Counselling Services was‘started
by the Ministry of Labour (UNESCO Bulletin 1966).

1966 also marked the starting of school guidance
and counselling services in Malaysian secondary
school. '

An officer was appointed to head the Educational
and Vocational Unit by the Ministry of Education.

The Ministry of Education instructed all schools
in the country to appoint guidance teachers - the
emphasis of the work was on vocational counselling.

lst September 1968~ A circular (S.K.K.P.5209/30/(1))
was sent to all States Education Officers to
instruct the headmasters to provide a number of
basic facilities for guidance work in the School.

A six-day introductory in-service training course
for guidance teachers was started for the first
time in Maktab Perguruan Persekutuan, Pulau Pinang
- organised by the Ministry of Education. It was
attended by 275 guidance teachers. From that
year onwards it has been carried out annually
during the school vacation (April, August and
December) .

Vocational Guidance Services in institution of
higher learning was first started by MARA -~ offer
professional service to its students and their
parents.
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YEAR

EVENTS

10.

11.

12,

13.

14.

15.

1970

1972

1973

1974

1980

1981

Six new posts of Pengelola Daerah Panduan
Pelajaran dan Kerjaya (District Supervisors

on Educational and Vocational Counselling) were
created.

October - a seminar on guidance and counselling
was held at Sekolah Menengah Bukit Bintang,
Petaling Jaya - jointly organised by the Bukit
Bintang Secondary School, Petaling Jaya and
the Ministry of Education.

In the same year, a study (research) on the
progress of guidance services in Secondary
Education was made.

The UNICEF Trust Funds was stopped.
The Educational and Vocational Guidance Unit

has been moved from EPRD to School Division
- a new development.

A new officer was elected as Ketua Penolong

Pengarah (Deputy Dlrector) of the Unit (UPPK)
on December 1974.

Specialist Teachers Training Institute (S.T.T.I./
MPIK) started organising a one~year guidance and
counselling course.

Formation of the Association of Counsellors of

- Malaysia.

Universiti Kebangsaan Malaysia or UKM (The
National University of Malaysia) started a course
in Diploma in Counselling (Psychology) for

guidance teachers from all over Peninsular Mdlaysia.

Another Special Duty Officer was recruited to
supervise the attempt to prevent Drug—-Abuse
among the pupils in the schools.
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NOTES
1. Guidance services were offered in some schools as
early as 1895, notably by George Merril in Califofnia,
Jesse B. Davis in Michigan and Eli Weaver in New York
City. The first public school department was apparently
the Vocational Information Department established in

Boston 1913.

2. World War I stimulated the vocational guidance move=-
ment by spurring the development of test and testing.
Donald G. Paterson of the University of Minnesota was
one of the pioneers and important contributors of the
vocational testing movement. The movement began with
the publishing of his article, (The vocational testing

movement, J. Personnel Res., 1922, 1, 295-305) and

continued through the 1920s and 1930s with the develop-
ment of the Minnesota Employment Mechanical Ability
Tests and the ‘Minnesota Employment Stabilization

Institute (cf, C.H. Patterson 1962).

3. In his lecture on the occasion of the founding of the
National Association of Careers Teachers in 1969,
Daws (1969) pointed out that the term "careers masters"

had been a recognised term since 1932,

4, Gilbert Wrenn was .a distinguished American counselling
theorist who was in touch with Campbell Stewart and
who eventually came to Keele in September 1965 as the

first Fullbright scholar - a Rogerian.
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Lawrence (1973), an educational psychologist who made
a study on the remedial situation of the retarded
readers by focussing on the child's self-image,
especially where the child already possesses the basic
skills and has made a start with reading but is making

no progress.

Malaysia was formed in 1963. Before, it was known
as Federation of Malaya or commonly known as Malaya

which comprises of 11 states (Perlis, Kedah, Pulau

Pinang, Perak, Selangor, Negeri Sembilan, Melaka, Johor,

Kelantan, Trengganuand Pahang). When Malaysia was
formed, three more states (Singapore, Sabah and
Sarawak) joined Malaysia. However, Singapore left

Malaysia in 1965 and now is an independent republic.

At present, such schools (classes) are being held in
the evening at the mosque for rudimentary religious

training of both students and adults.

The government secondary schools comprise the normal
academic secondary schools (including Full Boarding
Secondary Schools and Science Secondary Schools),
Vocational Secondary Schools, Technical Secondary

Schools and Religious National Type Secondary Schools.

I wish to thank Haji Abdul Latiff bin Mohd. Ali for
his cooperation and assistance especially in bringing

to my attention the previous seminars organised in



10.

11.

Malaysia and for supplying me with some of the papers

presented.

Colombo Plan is a Commonwealth body which gives
technical, educational, agricultural and cultural

aids to members of Commonwealth countries. Common-

wealth is an organisation consisting of all independent

states of former British Colonies.

Guru Bimbingan or guidance teachers are teachers who

carry out guidance and counselling work in schools
beginning from 1980. They usually have professional
training and abilities in guidance and counselling
for at least one year at Specialist Teachers Training
Institue (MPIK) or National University of Malaysia
(UKM) or in-service course during the school holidays
term I-III 1982 or a diploma or a degree in guidance

and counselling from local or foreign universities.
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CHAPTER TWO

GUIDANCE AND COUNSELLING
TOWARDS NATIONAL UNITY

2.1 Introduction

It has been mentioned earlier ( p. 1 ) that the
terminology for guidance and counselling is still imprecise
and its usage varies widely between and within countries
(U.N.E.S.C.0. 1978). In fact, an examination of the
plethora of books and articles written on the subject indicates
that different authors use them in a variety of ways, to
convey their opinions and biases on the subject. Therefore,
the first part of this chapter will be devoted to outlining
the numerous deéfinitions and usages, and will draw out the
major constraints affecting positions on the issues from
this wide literature; and later, the chapter will consider
these issues in relation to the Malaysian situation. Further
discussions will also be made on how guidance and counselling
could be used as one means of helping to establish a

harmonious and unified Malaysian society.

2.2, What is Guidance?

2.2.1 Guidance has been defined in many waYs. Indeed,
a major criticism, past and present, is that the word

"guidance" has been rendered relatively meahingless by the
variety of ways in which it is used. For many individuals

including parents, many teachers and other educationists



125

who do not claim it as part of their occupational expértise,
its meaning when taken at face value is derived from its

root word "to guidé", which means to direct, pilot, manage

or steer. Most individuals often view the counsellor as

the person who directs or steers children into or away from
certain occupational or educational endeavours (Shertzer

and Stone 1976). Such views did not only exist in the
U.S.A. when the guidance services were first introduced, they
were also reflected in Britain (Daws 1976; Lytton 1974) as

well as in Malaysia in the sixties (Perkhidmatan Panduan di

Sekolah 1966 and Guidance in Schools 1971, Ministry of

Education).

2.2.2 A different view suggests that guidance has also
been used to represent the confluence of social pressures,
inter-disciplinary insights about human behaviour and its
dynamics, concerns for maximum use of human resources and
demands for depersonalisation in an increasingly complex and
depersonalised society. For these reaéons, the term
"guidance" is variously used to represent a concept, a
philosophy, and a label for the services which implement
the philosophy (Herr and Cramer  1972).

For instance, Hoyt (1962, p. 692) defines guidance as
"the part of pupil personal services - and therefore of
elementary and secondary education - aimed at maximal devel-
opment of individual potentialities through devoting school-
wide assistance to youth in the personal problems, choices
and decisions each must face as he moves towards authority".
He emphasizes the opportunities that classroom teachers

have for guidance and does not want them relegated to passive
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or minor roles in school guidance programmes. He also
believes that guidance will be successful only if its
goals are integrated within the context of the educational
objectives set forth by the school. In this context,
guidance has also been seen as the professional use of a
science of purposeful action within the specific structure
of education (Tiedeman and Field 1962).

Here, the main focus of guidance is upon youth and their
future. It is therefore assumed that individuals who
understand themselves would become more effective, more
productive and‘happier human beings. Through guidance,
individuals can achieve great awareness of who they are and
who they can become. As maintained by Rogers (1962), that
the purpose of most of the helping professions, including
development, the psychological growth 1s towards a socialised

maturity of its clients.

2.2.3 Arbuckle (1966), Peters and Farwell (1967) and
others have attempted to clarify the usage of the term by
pointing out the distinctions implicit in the word "guidance"
being used as a concept (mental image), as an educational
construct (intellectual synthesis) and as an educational
service. As a concept, guidance denoteg the utilization
of a point of view in order to help an individual. As an
educational construct, it refers to the provision of
experiences that help pupils to understand themselves. As
a service, it réfers to procedures and processes organised
to achieve a helping relationship (Arbuckle 1966; Peters

and Farwell 1967, cf. Shertzer and Stone 1976). Due to
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the many definitions of guidance, Shertzer and Stone (1976)
choose to use a general definition of guidance as "the
process of helping individuals to understand themselves and

their world" (p. 38).

2.2.4 However, the above definitions of guidance may
not be applicable. to every country whose cohditions differ
from that of America.  In Britain, for example, until
recently, "guidance" has been used in a restricted sense in
educational circles. . (Hughes 1971). Broadly speaking, there
seem to be three main recognisable ways in.which the word
has been deployed. In each of these, the word guidance

is accompanied by another word which restricts its actual
meaning within relatively narrow limits.. Though there is
some overlap between the activities or operations referred
to by these usages, the three areas are still regarded as
quite distinct. The three generally accepted aspects or
components of guidance and counselling are educational
guidance, vocational guidance and personal guidance or

counselling. (Hughes 1971; Craft 1974; and cf. Perkhidmatan

Panduan di Sekolah 1966 and Guidance in Schools 1971).

2.2.4(a) According to Craft (1974), educational guidance

involves giving advice to pupils, parents and teachers on
the choice of courses. The advice given is baséd on a
variety of objective and impressionistic data such as test
scores, teachers' assessments over a period, classroom

performance, emotional adjustment and level of aspirations.
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2.2.4(b) Vocational guidance involves a continuous and

careful assessment of the interests, aptitude and potential
of a person over a period, using a variety of sources of
data. Together with educational guidance, (and in the
light of the likely career opportunities, and of the help
of the Youth Employment or Careers Officer), it is perhaps
an advance on traditional careers work in schoolsl (cf.

Craft 1974).

2.2.4(c) Personal guidance or counselling is related not

only to educational and vocational guidance, but it is also
concerned with emotional disturbances and behaviour problems .

(Craft 1976; Guidance in Schools, Malaysia, 1966 and 1971).

According to this wide definition of personal counselling,

it is to help develop a pupil as a whole - mentally, physically
and emotionally. With a pupil who has developed as a whole
person, the counsellor would face little difficulty in his
concern to develop the pupil's ownh capacity for decision-
making, which is an important area of human growth and devel-
opment. However, this third element of guidance will be

discussed in greater detail in the following section.

2.2.5 In Malaysia, guidance is defined as "the systematic
professional process of helping the individual through
educative and interpretative procedures to gain a better .
understanding of his own characteristics and potentials, and
to relate himself more satisfactorily to social requirements
and opportunities in accord with social and moral values",

(Guidance in Schools 1971, p. 1). From the above
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definition, one could see that the overall guidance
services in schools consists of the following elements
(cf. Iyer 1975):

(1) Personal social guidance'— the help provided to

individual pupils with regard to learning difficulties,
behavioural problems, interpersonal relationships,

such that the pupils learn to adjust and orient them-
selves to the school environment.

(ii) Educational. guidance <. .the. help: provided to6 individual

pupils regarding the choig¢e of electives and educational
institutions such that pupils make wise choices with
full understanding of these choices.

(iii) Vocational guidance - the help provided to individual

pupils thrdugh dissemination of occupational information,
testing of interests, evaluation of abilities, organ-
isation of visits to places of employment/training,

job experience etc. such that pupils make rational

career choice and carry out appropriate behaviour
leading to the world of work.

(iv) Drug Abuse/Development Programmes - the activities

organised to educate pupils of the danger of drug
abuse, bring abqut appropriate referral procedures to
help any pupils who might have experimented with drugs.
It further entails guidance and counselling aimed at
helping pupils acquire desirable attitudes and
behaviour in their day to day living, both at present
and for the future (Iyer 1975).
In the light of the seriousness of drug abuse problems
in Malaysia, Drug Abuse Prevention Education was introduced

by the government to combat . them. According to G. Krishna
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Iyer (1977), an Assistant Director of Schools (Educational

and Vocational Guidance), it is a process of creating aware-
ness about the underlying causes of the drug abuse problem

in order to generate individual, group and community
involvement in formulating social action programmes to

prevent drug abuse. The aim of this programme is to make

use of various methods and approaches which will positively
influence individuals, groups and the community at the
cognitive, affective and psychomotor level, or, in other words,
knowledge, attitudes and practice (also refer to Mencegah

Salah Guna Dadah Melalui Kaunseling or Prevention of Drug

Abuse Through Counselling 1983, and Berita Minggu 3 June 1984).

2.2.6 Crisis Counselling

In recent years, another form of helping service has
emerged in response to the needs of people involved in
personal crises, such as drug problems, suicide, sex, rape,
pregnancy, marital stress, depression and so on. This
form of service owes its beginning (of an understanding of
crisis work) to the pioneering work of Lindemann (1944) on
bereavement reactions of families victimized by the
Coconut Grove Nightclub fire (cf. Shertzer and Stone 1976).
Later, his work was extended by Caplan (1961 and 1964) into
a comprehensive and systematic presentation of crisis theory
and practice. According to Caplan (1961, p. 18), "Crisis
is a state provoked when a person faces an obstacle to
important life goals that is for a time mountable through
the utilization of customary methods of problem solving",

(cf. Shertzer and Stone 1976). Among the fundamental
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aspects of crisis are: (cf. ibid.):

a) a crisis i1s of limited duration

b) a crisis is essentially an interaction between the
person and the hazard or the situation involving such
factors as individual strengths, supports, and the
intensity or the severity of the hazard as experienced
by the individual

c) a:crisis ppdduces deviation from normal behaviour patterns

d) a crisis is assumed to be reversible and can serve as a
means for positive growth.

According to Schneidman (1973) crisis intervention
practices should restore individuals to their "pretraumatic
level of overt functioning™ (p. 9). The focus is upon the
immediate cause of the anxiety rather than the underlying or
primary cause. Thé helper or counsellor may consider the
crisis from one or a combination of dimensions: stages of
tension, impact-recoil phases, differing etiological process
and/or levels of frustrations, (Shertzer and Stone 1976).
McCord and Packwood (1971) report that crisis centres are
found in every state in the United States (especially
California), but most of them are clustered in metropolitan
areas. They offer all kinds of services, particularly
telephone listening and/or counselling (cf. Shertzer and
Stone 1976; Su Bee Yan 1981).

Vaughan (1970), however, described vocational guidance
given during the last year or sometimes even the last term

of school life as crisis counselling, a term also used by

him to describe any last minute attempt at guidance. The

suitability of using such methods in counselling is questioned
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by many, despite the argument by some career teachers

that short, concentrated periods of advice to pupils just
before they leave are the best solution in combatting the
circumstances where little time is available for organising

a complex guidance scheme.

2.2.7 The Concept of Guidance as a Developmental Process

Unlike crisis counselling which offers services to the
members of the communify that are undergoing personal crisis,
the concept of guidance as a developmental process stresses
help to al;_students in all areas of their vocational,
educational and personal-social experiences at all stages
of their lives, (cf. Chapter 1, p.31). It is a relatively
new concept which according to Mathewson (l962),lidentifies
and stresses the centrality of choice making in educational,
vocational and personal areas. As such, developmental
guidance has been defined as having as its prime concern,
the positive growth of all maturing students which involves
team~work among classroom teachers, school cbunsellors and
administrators, (Shertzer and Stoné 1976). It is a
cumulative, (concerned with long term growth), comprehensive
and interpretive process which is directed towards the
achievement of personal adequacy and effectiveness through
self-knowledge, the awareness of one's surroundings, a
thorough mastery of the relationship between self and
environment and. an understanding of personal and social
values. In other words, the focus of developmental
guidance lies in assisting the individual to evaluate self

and personal experiences through contact with the counsellor
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so that they can develop their.cépacities to the fullest

extent for personal and societal benefit (cf. American

School Counsellor Association Position Statements, 1983).

This concern for the individual is based on the assumption

that all individuals need guidance throughout their lives

and the best way to do this is through team work or group
work, which is generally described in Britain as pastoral

care, (cf. Craft 1974; Best, Jarvis and Ribbins 1977;

McGuiness 1977 and 1982).

Thus the overview of the literature suggests a number
of major constraints in fhe term guidance:

a) Beneficiary - Guidance has been used as a means of
achieving several goals of the state as well as for
the personal development of an individual.

o) Content - it covers Educational Gﬁidance, Vocational
Guidance and Personal Guidance or Counselling.

c) Focus - on crisis as well as developmental guidance.
However, history suggests that there has been a move
from state, vocational and crisis counselling to the

individual, personal and developmental counselling.

2.3. What is Counselling?

2.3.1 Introduction

As has been indicated towards the end of the previous
section, guidance tends to move progressively towards a more
individual, personal and developmental view of helping. At
this point, in defining guidance it is often difficult to

distinguish it from counselling.
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As with guidance, the term "counselling" means so many
different things to so many different people. It has been
used in America as a synonym for psychotherapy as well as
to indicate one aspect of vocational and educational
guidance. Until recently, the term "counselling" has
replaced the term "guidance" since guidancé, as Blocher
says, has been thought to be more appropriate to missiles
than men, and he suggests that counselling is a more respect-
able term (for counsellor is a recognised professional figure

in America, but less so in Britain).

2.3.2. The dictionary definition for counselling - 'to
advise, recommend' - has been rejected by almost all
counsellors (Lytton 1974). Most would accept a broader

definition that relates counselling to the process of
communication. Therefore, Carl Rogers' definition of
psychotherapy as 'good communication within and between men'
might be taken to apply to counselling in its widest sense

(Lytton 1974).

2.3.3. According to Prof. Halmos (1979) the term
'counsellihg' has been used in a narrower sense in the clinical
and welfare literature, especially in the United States. It
has been taken to mean "a comparatively brief period of
meeting - possibly only one meeting - during which a prof-
essional worker tries to help a client to sort out his
educational, vocational and adjustment problems by discussion,
clarification, advice and possibly also by referral to

agencies which may give material or administrative help of

some kind" (p. 2).
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2.3.4. Patterson (1967, cf. Lytton 1974, p. 36), .
however, defines counselling or psychotherapy as "the
relationship, and the process developing out of the relation-
ship between an individual or individuals who are not
functioning adequately or up to their potential, and who
face problems which they feel unable to resdlve alone, and
(Which) a trained professional who provides the kind of
relationship in which the individual is able to change in
ways which lead to the development of his potentials and
ability to resolve his problems". This definition clearly
stresses the malfunctioning of the individual which the
counsellor seeks to redress, although this does not imply
crisis counselling for a few selected invididuals only,
since obviously no one ever functions completely adequatély
in every respect. The emphasis here is seen to be on
change in behaviour, and furthermore counselling is equated
with psychotherapy (cf. Lytton 1974).

On the other hand, the British Association for
Counselling (B.A.C.) has been very cautious in their attempt
to formulate a definition of counselling (Bélger 1982).
According to BAC, "People become engaged in counselling when
a person, occupying regularly or temporarily the role of
counsellor offers or agrees explicitly to offer time,
attention and respect to another person or persons temporarily
in the role of client. The task of counselling is to give
the client an opportunity to explore, discover and clarify
ways ofvliving more resourcefully and toward greater well-
being". In this definition, the word 'counselling' ig used

to denote a task and what is involved in the offering of
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counselling as a service.

Having examined the above definitions one could see
how varied the.term "counselling" is to many different
people, depending on their approaches towards counselling
(cf. Chapter. 1, p. 28). For the purpose of this study, a
generally accepted definition of counselling will be used,
i.e. Counselling is a relationship in which tested techniques
are used to help people become more competent, happier, and
more satisfied in their lives (cf. McGuiness 1982).
Therefore, the word counselling refers to:
2.3.4.1 A Relationship
2.3.4.2 A Process

2.3.4.3 A Technique

2.3.4.1 A Relationship

Pepinsgsky (1954) defines the relationship "as a
hypothetical construct to. designate the inferred affective
character of the observable interaction between two
individuals" (p. 171). According to Brammar and Shostrom
(1968), the above definition of the 'relationship' refers
to the affective or emotional elements of the interaction
which can only be inferred from observation of client
behaviour. They feel that a description of the relation-
ship should include additional dimensions such as
uniqueness-commonality, objectivity-subjectivity, cognitive-
conotive, ambiguity-clarity, responsibility and ethical
dimensions (cf. Brammer and Shostrom 1968).

Brammer and Shostrom (1968) consider all major approaches

to counselling to be effective, but whichever method or
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technique is selected, the quality of the relationship
between the counsellor and the client is crucial (cf.
Patterson 1962). The coungellor therefore, may develop
any varying style and technique best suited to his own
personalities and his estimates of his client's need.
Truax and Carkhuff (1967), and Rogers (1957) identify
3 "core dimensions" or "core conditions" in the relationship -
the presence or absence of which will lead to effective
counselling or otherwise, (Patterson 1978 and McGuiness 1982).

The core dimensions are:

| (i) Emphatic Understanding/The ability to empathize -

| an ability to allow oneself as counsellor to experience

! or merge with the experience of the client, reflecting

1 on that experience while suspending one's own judge-
ments, and communicating this to the client. It
involves an abilityito be where the client is, without
becoming tangled in the rigid perceptions that the
client brings to the relationship (cf. McGuiness 1982).

(1i) Unconditional positive regard (U.P.R. Or non possessive

warmth) - an ability to communicate to the client a
level of human warmth, commitment to help, willingness
to try to understand, which indicates a élear statement
that the client is highly valued by the counsellor

! (ibid.).

(1ii) Genuineness - the ability to establish a relationship

| with the client in which there is no, or minimal,
conflict between one's total experience and awareness,
and one's overt communication with the client.  The

relationship should be characterised by honesty and
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openness, rather than exploitation and manipulation
(ibid.). (Carkhuff and Berenson (1977) mention

Concreteness as a 4th core dimension).

2.3.4.2 A Process

To regard counselling as a relationship tells part
of the problem. People come to the counsellors because they
see them as a source of help - the helping profession.
Thus, counselling can also be analysed as.a process which
moves from the cry for help to the eventual supply of help
in alleviating the dysfunction - i.e., people seek couns-
elling because. they feel incompetent, unhappy and dissatis-
fied. The process of counselling takes place in three
basic phases (cf. Brammer and Shostrom 1968; Carkhuff and

Berenson 1977):

a) Exploi@éﬁion - It is a phase in which the client is
helped}to view himgelf and his difficulties less
rigidly, by loosening blocks that prevent influential
perceptions from being examined (cf. McGuiness 1982).

b) Understanding - a phase in which the client is helped

to structure his new, less rigid, more open perceptions
of reality in a way that gives him greater control
over himself and his environment (i9i§°)-
c) Action -~ a phase in which specific plans to expand
his coping 