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ABSTRACT 

This study was conducted to investigate the neces¬ 
sity and/or desirability of teaching experience prior to 
performing a counseling function. An effort was made to 
present both sides of the issue fairly and to determine the 
effects of teaching experience or the lack of it on coun¬ 
seling effectiveness. 

To conduct this research, a review of literature 
was made with an attempt to synthesize it in order to ob¬ 
tain a fair and overall view of the opinions, developments, 
research findings and recommendations made from authorities 
in the field of counseling. 

Some of the Important conclusions of this study are 
as follows: (a) uniform counselor education and certifica¬ 
tion policies need to be adopted nationwide; (b) an anti¬ 
thesis is apparent between what constitutes a satisfactory 
counseling therapeutic relationship and a satisfactory 
teacher-student relationship; (c) differences in counsel¬ 
ing effectiveness between counselors with and without 
teaching experience appear to diminish after a supervised 
practicum experience; (d) personal qualifications of a 
counselor candidate may Influence his effectiveness to a 
greater extent than do his previous work experiences. 



CHAPTER I 

INTRODUCTION 

The question of mandatory teaching experience as 

a requirement for school counselors has been a hotly con¬ 

tested issue in the field of education over the past 

decade. From current regulations governing the employ¬ 

ment of counselors, one may infer that the issue is pre¬ 

sently favored among many school districts. According to 

Lister in I960, 3^ states and the District of Columbia re¬ 

quired school counselors to hold a teaching certificate; 

and 33 states required teaching experience, usually two 

years. More recently in 196?, the Certification Require¬ 

ments for School Pupil Personnel Workers revealed that 48 

states and the District of Columbia listed certain manda¬ 

tory requirements for counselor certification. Presently, 

Montana is among the 13 states that do not require teach¬ 

ing experience as an absolute prerequisite to counseling 

certification (18:39)• 

Since the major function of the counselor is in¬ 

creasingly being viewed as counseling, one can apparently 

legitimately question whether teaching experience in any 

way facilitates or impedes counseling effectiveness. One 

widely accepted and agreed upon fact among counselors from 
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all different schools Is that the counseling relation¬ 

ship is the heart of the counseling process. The ideal 

relationship can be described as being basically non- 

judgmental, non-punitive, non-authoritarian, and non¬ 

threatening (22:213). Whether an individual who has pre¬ 

viously met the pupil on a teacher-student basis is 

capable of establishing such a workable counseling rela¬ 

tionship has been seriously questioned by prominent coun¬ 

selors, teachers, and educators. 

Indeed one cannot deny that instructors do counsel 

to a certain extent in their roles as classroom teachers. 

Assuredly, almost anyone who has taught can recall students 

who have come to him with personal problems of various 

types. The teaching and counseling relationships do have 

different components, however, and success with one does 

not necessarily imply success with the other. Stewart 

suggests that probably only a small number of persons in 

the field would argue that teaching experience is irrele¬ 

vant to the work of the school counselor (30:133) hut one 

can legitimately question whether actual classroom experi¬ 

ence as a teacher is necessary or desirable for the 

practicing school counselors. 



3 

Statement of the Problem 

The problem in this study was to survey current 

literature to determine the necessity or desirability of 

teaching experience prior to entering the counseling pro¬ 

fession. 

Need for the Study 

This problem is of particular concern to univer¬ 

sity educators and students considering counseling as a 

profession. If a fairly uniform ruling could be adopted 

among the states, the problem of how to approach counsel¬ 

ing on the undergraduate level could be solved. Students 

could then prepare themselves viith a background in either 

teacher preparation or behavioral sciences with emphasis in 

psychology, sociology, and family life sciences depending 

upon uniform state requirements. 

Perhaps this study may help resolve the current 

inconsistency between state and university requirements. 

Montana State University presently requires two years teach¬ 

ing experience as part of the counselor preparation program. 

The State of Montana, however, does not require teaching 

experience prior to counselor certification. 
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General 

tions: 

General 

Questions to be Answered 

The vxriter attempted to answer the following ques- 

1. How do practicing counselors feel about teach¬ 
ing experience prior to counseling experience? 

2. How do counselor-educators feel about teaching 
experience prior to counseling experience? 

3. What are the opiniong of principals and super¬ 
intendents regarding the requirement of teach¬ 
ing experience prior to counseling experience 
and how does it affect their employment prac¬ 
tices? 

4. What are the major arguments favoring the 
teaching experience requirement? 

5* What are the major arguments opposing the 
teaching experience requirement? 

6. What has research revealed regarding the effect 
of teaching experience on counselor perception 
and performance? 

?. What differences in counseling techniques arise 
as a result of having or not having had teach¬ 
ing experience, according to research findings? 

8. How can a job description clarify the role of 
the school counselor? 

9. What recommendations have been proposed for 
improving future personal and professional 
qualifications for counselors? 

Procedure 

Using the information sources available at the Mon¬ 

tana State University library, the writer attempted to 
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locate journal articles, books, research studies, dis¬ 

sertations and any other printed matter that had previously 

been ’written on the proposed topic. 

Limitations 

This study was limited to a survey of literature 

and did not involve an original research investigation. 

Summary 

Although teaching and counseling cannot be re¬ 

garded as entirely separate professions, one may question 

whether proficiency in one necessarily predicts profi¬ 

ciency in the other. V/hile both require working with stu¬ 

dents, many counselors and educators have argued that 

counselors and teachers meet students on different levels. 

The non-threatening, non-judgmental, non-directive rela¬ 

tionship between pupil and counselor is the essential 

aspect of the counseling process. The disciplined and 

directive relationship between teacher and student, there¬ 

fore, is definitely contradictory to the desired counsel¬ 

ing relationship. After a teacher has developed satis¬ 

factory student-teacher relationships, one might question 

the teacher^ ability to change his role and identify with 

students on a nearly opposite basis. Is, therefore, 
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teaching experience a desirable or necessary prerequisite 

for the school counselor? 



CHAPTER II 

REVIEW OF LITERATURE 

The review of literature is organized into three 

main areas. The first part describes the opinions of 

superintendents, principals, teachers and counselor educa¬ 

tors regarding the necessity of teaching experience prior 

to counseling. Next, the arguments favoring the position 

are presented, and finally the position of the opponents is 

presented along with suggested recommendations for improv¬ 

ing the current situation. 

Opinions of Educators 

Since there are only 13 states that do not require 

teaching experience prior to counseling experience, one can 

assume that a majority of the states and school boards do 

follow such a regulation. In an effort to determine the 

opinions and attitudes of people in the various positions 

in the field of education, several surveys have been con¬ 

ducted. 

In 1964, one survey sampled the opinions of Massa¬ 

chusetts superintendents, principals, and guidance directors 

regarding the necessity of teaching experience for counsel¬ 

ors. Massachusetts is one of the 13 states currently not 

requiring teaching experience; but in response to the 

question, nAll other personal factors being relatively 
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equal, I would prefer to employ a guidance counselor with,,, 

99 percent of the superintendents and 100 percent of the 

principals responded, "at least one year teaching experi¬ 

ence." When asked to rate the importance of teaching 

experience prior to counseling experience, 55 percent of 

the superintendents and 64 percent of the principals indi¬ 

cated it was "absolutely necessary" (9:26). 

Among teachers in Illinois, also one of the 13 

states with no mandatory teaching experience requirement, 

teachers overwhelmingly favored teaching experience for 

counselors and felt it was crucial, especially for elemen¬ 

tary school counselors. Eighty-five, 82, and 65 percent 

respectively of these teachers considered teaching experi¬ 

ence crucial for counseling in the elementary, junior high, 

and senior high schools (18:40), From studies such as 

these, the writer concludes that even in states where the 

requirement is not absolutely mandatory, administrators 

apparently favor such a policy in their employment practices. 

Among counselors and counselor-educators, however, 

opinions are divided. A study conducted in 1964 surveyed 

counselor-educators on: (a) the necessity for teaching 

experience; (b) the amount of experience preferred; and 

(c) reasons for and against the teaching requirement. 
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Sixty percent of the 384 counselor-educators responded from 

5? states. When asked whether prior teaching experience 

was necessary for effective secondary school counseling. 

52 percent responded "No," 43 percent responded "Yes,” and 

5 percent were uncommitted. 

In response to the second question regarding the 

number of years of teaching experience recommended by the 

respondents, a range of from one to five years of teaching 

experience was found. Of the respondents, 4? percent of 

those preferring teaching experience felt two years would 

be adequate, while 3? percent thought three years should be 

required. Only three percent felt that five years should 

be a minimum, whereas 18 percent indicated that one year 

would be sufficient. 

Tables I and II give the five most frequently 

reported responses to the statement asking for reasons sup¬ 

porting or opposing the teaching experience requirement 

(25:177-179). 

Although the purpose of this study was to obtain 

responses to the necessity of teaching experience, there is 

considerable evidence to suggest that many counselor- 

educators feel it to be desirable, yet not necessary. 
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TABLE I. REASONS CITED BY COUNSELOR-EDUCATORS OPPOSED TO 
TEACHING EXPERIENCE (25:180) 

1. It is false to assume that teaching provides a posi¬ 

tive learning experience in all instances. 

2. Counseling and teaching are distinct functions, each 

requiring a separate set of skills, attitudes, and 

preparation. 

3. Teaching may be a handicap to counseling—particularly 

if it V7as authoritarian or manipulative in nature; such 

approaches must be ,5unlearned,, in counselor education, 

a painful experience for some teachers. 

4. Personal qualities, such as interpersonal sensitivity 

and maturity, are more important than experiential 

background, these do not necessarily result from teach¬ 

ing. 

5. Experiences other than regular classroom teaching can 

provide an adequate understanding and appreciation of 

school procedures, policies and problems. 
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TABLE II. REASONS CITED BY COUNSELOR-EDUCATORS FOR 
FAVORING TEACHING EXPERIENCE (25:180-181) 

1. Communication and relationships v;ith teachers and ad¬ 

ministrators are more easily established if the coun¬ 

selor has taught; he is more likely to be "accepted,n 

and a morale problem involving status is reduced. 

2. Teaching enriches the background of the counselor, giv¬ 

ing him a first-hand awareness, and knowledge of 

classroom problems of pupils and teachers; this tends 

to prevent any aloofness or lack of confidence which 

might reduce effectiveness. 

3. Teaching experience in the classroom is the best way 

to obtain an orientation and understanding of the total 

school as a social institution; this experiential model 

provides a realistic basis for working with all school 

personnel in a counseling capacity. 

4. The counselor often helps students through non¬ 

counseling contacts; his broader function in the school 

community is more easily perceived and accomplished if 

he has taught. 

5. Counselors need the practical experience of teaching to 

fully understand adolescents, their parents and the 

community Implications of school situations; this 
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Table II. (continued) 

experience tends to keep their counseling from being 

too theoretically based. 

From the few relevant surveys done in this area, 

one can apparently conclude that the question of teaching 

experience prior to counseling is currently favored among 

the majority of administrators, principals, and teachers. 

With counselor-educators presently questioning and oppos¬ 

ing the teaching experience requirement, however, perhaps 

superintendents and school boards will begin to review such 

policies. D. S. Arbuckle, a renowned counselor and' 

counselor-educator, sums up the point saying, ’’The wall is 

cracking, but it is still standing, and in practically every 

state the counselor must have teaching experience or at 

least hold a teaching certificate before he can be certi¬ 

fied as a counselor” (4:533)• 

Arguments Favoring the Requirement 

Since school counseling cannot be separated from 

other aspects of the educational process, proponents say 

that counselors should exhibit a career commitment to edu¬ 

cation and that demonstrating successful teaching experi¬ 

ence is the best way to establish such a commitment. Along 
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v:ith this idea the advocates point out secondly that the 

counselor must operate within the total school context and 

that•experience as a classroom teacher is probably the 

best way to grasp an understanding of the entire system. 

A third argument favoring the position calls for 

successful teaching experience to help screen out incom¬ 

petent or unstable persons who might otherwise seek coun¬ 

seling positions. One author supports this, saying that 

V7ithout teaching experience educators have no way of evalu¬ 

ating people who want to come into the counseling program. 

In addition this author warns that ’’counseling must not 

become an •Elephant’s Burying Ground* for those who have 

been unable to make a success of other vocational endeavor. 

Recommendations from business men may be fairly meaning¬ 

less since they may not know what kinds of qualities are 

necessary for successfully relating to children” (16:33). 

A fourth argument and probably the most legitimate 

in the writer’s opinion states that teaching experience 

enhances the counselor’s acceptance by other members of 

the educational team, particularly by teachers with whom 

close working relationships are so essential (18:41-42). 

Hudson suggests that only after wearing the teacher’s shoes 

will the counselor know how frustrating it is to have a 
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student called out of class unexpectedly on the day of an 

Important lesson. As a teacher he will learn how to handle 

parents who expect too much of their kids or those who do 

not demand anything—not even school attendance. Only after 

being a teacher can the counselor appreciate the difference 

between dealing with a behavior problem in the privacy of 

his own office or in the presence of thirty or more spec¬ 

tators. In other words, only through actual teaching experi¬ 

ence can the counselor appreciate the position of the 

classroom teacher. Through such intimate awareness of the 

teacher^ job, the counselor will only be helping himself 

by knowing how he and the teachers can complement each 

other in their work with students (14:26). 

A research study conducted by Peterson and Brown 

indicated to a certain extent that teaching experience 

does improve teacher-counselor relationships. These re¬ 

searchers contacted counselor-educators and asked them to 

identify a pair of counselors viho had recently completed 

the program—one who had had teaching experience and one who 

had not. Forty-nine pairs of counselors from 26 states were 

selected. Each received a mailed questionnaire and was 

asked to rate his relationships with other members of the 

staff. The findings revealed that ’’counselors who had 
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completed at least one year of teaching experience felt 

that they had a greater degree of acceptance than did 

those who had not taught” (24:894-895). 0ne should note, 

however, that both groups felt that they were better 

accepted by teachers and parents after working on the job 

for at least eight weeks. In the field of school policy, 

the one area in which counselors with teaching experience 

felt they had greater understanding, the researchers con¬ 

cluded that increased knowledge about such policies and 

practices could be brought about through internship pro¬ 

grams in the schools. 

Arguments Opposing the Requirement 

Perhaps the strongest argument of the adversaries 

is that teaching and counseling relationships differ greatly. 

This idea is sufficiently expressed in the words of Frank 

Nugent, a former elementary and high school teacher and 

counselor: 

It is common knowledge that the good teacher must 
be an effective disciplinarian, a fair evaluator and a 
skilled leader .... This description is the anti¬ 
thesis of the non-authoritarian, non-evaluative role 
of the counselor .... Some counseling students who 
have taught for a number of years find it difficult to 
switch from an authoritative to a non-authoritative 
role even when they are aware of the need for change of 
attitudes and techniques (22:213-214). 
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With regard to the necessity of changing attitudes 

and beliefs when transferring from a teacher^ to a coun¬ 

selors position, a study was conducted to measure the dog¬ 

matism (closed belief system) among counselor trainees. 

The study was conducted among 49 counselors in preparation 

enrolled at the University of Florida. The purpose of the 

study was to investigate the relationship between dogmatism 

and the variable of sex, age, and the amount of teaching 

experience. The group was divided into two groups, those 

with and those without teaching experience, and both groups 

were administered the Rokeach Dogmatism Scale, Form E. The 

test revealed significant differences between the same sex 

and opposite sex between groups but not within groups which 

points toward dogmatism as a function of teaching. As a 

result of this survey Wittmer and Webster concluded that 

“counselor trainees with teaching experience are signifi¬ 

cantly more dogmatic than counselor trainees without teach¬ 

ing experience" (32:502). 

Regarding the differences between teaching and 

counseling relationships, Carl R. Rogers feels that the 

counselor cannot maintain a counseling relationship with 

the client and at the same time exert authority over him. 

The teacher-student relationship, by its implications of 
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superior and inferior status alone defies the elements 

of a therapeutic counseling relationship. In other words 

an atmosphere of complete permissiveness, which is essen¬ 

tial in the counseling relationship, cannot prevail when 

the relationship is authoritative. Trying to combine the 

two often results in frustration for the counselor when, 

for example, a student using drugs approaches the teacher- 

counselor for help. The worker must then decide if he is 

primarily a responsible authority or counselor. Not only 

does frustration result for the counselor but as Rogers 

states, "attempts to mix the two functions nearly always 

turn out badly for the student" (26:109). 

In trying to resolve the issue of teacher-counselor 

differences, Rogers suggests the following three partial 

solutions, none of which, as he says, is completely satis¬ 

factory. The first might be termed the acceptance of auth¬ 

ority within a counseling framework. Such a workable ex¬ 

ample might be the situation of a probation juvenile officer 

who unconditionally accepts a child and his feelings yet at 

the same time is under certain legal and authoritative 

obligations. 

A second partial solution which has been attempted 

by some counselors involves functioning in the two different 
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roles at different times. In such a situation, a college 

dean, for example, may at one time carry on effective 

counseling and at another time exert the necessary authority 

over the infraction of college rules. 

The third solution which may in the long run hold 

the most promise involves separating the counseling function 

from the authoritarian function. The assistant principal, 

for example, could handle all disciplinary action thus 

leaving the counselor free to handle emotional or personal 

disorders (26:110-113). 

In reproach to the adversaries* claim that success¬ 

ful teaching experience screens out unfit counselors, the 

opponents say such a statement assumes that good counselors 

are drawn only from the teaching ranks thus eliminating 

many other equally qualified and dedicated people. Such 

an argument, according to opponents, un.justly assumes: 

(a) that teaching experience screens out those unfit for 

counseling more adequately than do other kinds of pre¬ 

counseling training experiences; (b) that successful teach¬ 

ing experience, v;hile screening those unfit for counseling, 

attracts those with particularly desirable counselor 

characteristics; and (c) that the sequential process of 

counselor selection, supervision and endorsement is less 
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effective in eliminating undesirable counselor candidates 

than is a period of classroom teaching (18:42-43). 

In addition there is the question of who determines 

the "success" of an individual’s past teaching experience 

as well as vxhat criteria have been used in making the deci¬ 

sion. Here again enters the antithesis of the teaching¬ 

counseling relationships. What is Judged to be a successful 

teacher-pupil relationship according to the principal may 

be entirely different from a successful counseling rela¬ 

tionship between those same two individuals according to a 

counselor-educator. 

In response to the proponent’s claim that teaching 

experience enhances teacher—counselor relationships. Nugent 

cites a realistic and common situation where it, in fact, 

can weaken or destroy such relationships. In schools where 

the counselor has been a former colleague of the teaching 

staff, friction and resentment may arise with teachers 

feeling that the counselor has been promoted to a soft Job 

in the front office where he will ally himself with the 

administrators and students against the teaching staff. 

Such a situation can become increasingly detrimental when 

the counselor has been recognized as a previously superior 

teacher (22:214). 
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In light of the foregoing arguments, those oppos¬ 

ing mandatory teaching experience for counselors offer the 

following recommendations: 

1. The major consideration in selection of school 
counselors should be the ability to develop and 
preserve a counseling relationship. 

2. Within the framework of the counseling relation¬ 
ship, public school experiences must be included in 
the background of school counselors. This experi¬ 
ence could result from teaching, internships, 
laboratory experiences or group guidance activities 

3. Counselor educators need to be alert to the need to 
re-educate former school teachers who desire to 
become counselors to the necessity of transferring 
from a teaching relationship to a counseling rela¬ 
tionship, since inherently there are significant 
differences (22:215). 

Summary 

To summarize the current status of the teaching ex¬ 

perience requirement for school counselors, teaching experi 

ence is a requirement in the majority of states; but a 

trend toward removing the requirement or providing for sub¬ 

stitute experiences Is clearly evident. While professional 

organizations do not officially endorse the requirement, 

counselor-educators are nearly divided on the issue. Super 

intendents and principals almost unanimously favor the 

teaching experience requirement, and teachers feel it is 

particularly essential for counselors on the elementary 
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school level. Arbuckle offers the following comment on 

the current situation: 

• The fact that a significant proportion of teachers 
and administrators feel that a counselor should have 
been a teacher first is, of course, an important fact 
of life, but it is no more a reason why counselors 
should have teaching experience than is the fact that 
some parents feel fluoride in water is a Communist 
plot so we should not have fluoride in water (4:535)• 

Advocates of this issue state that through teach¬ 

ing experience the counselor demonstrates a commitment for 

education; and that counseling, like teaching, cannot be 

separated from the context of the total education picture. 

The proponents suggest that teaching experience helps weed 

out undesirable people who might become counselors, and 

they also argue that the relationship between teachers and 

counselors is enhanced through backgrounds of similar 

experiences. 

The opponents of compulsory teaching say that the 

teaching and counseling relationships are in direct opposi¬ 

tion to one another. Studies show that counselors with 

teaching experience tend to be more dogmatic than counselors 

without such prior experience. The opponents recommend: 

(a) that counselors be hired on their abilities as coun¬ 

selors; (b) that they have some knowledge of school opera¬ 

tions obtained either through teaching or internship 
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experiences; and (c.) that counselor-educators inform 

counselor trainees with previous teaching experience of 

the rieed for nearly reversed relationships and attitudes 

toward students. 



CHAPTER III 

RESEARCH FINDINGS AND ANALYSES 

Chapter III, a continuation of the review of 

literature from Chapter II, is divided into two parts. 

The first part describes the conflicting role descriptions 

that the counselor faces, and proposes, in addition, how 

clarification of this aspect might resolve the dispute of 

whether teaching experience should be a mandatory require¬ 

ment prior to counseling. The second part describes what 

research has revealed regarding the different techniques 

used by counselors with and without prior teaching experi¬ 

ence and the resulting effectiveness of both groups. 

Counselor Role Descriptions 

In determining whether it is desirable or detri¬ 

mental for the school counselor to have had prior teaching 

experience, perhaps one should consider the role of. the 

counselor. The counselor^ role in the educational setting 

is in certain instances a unique one. The school counsel¬ 

or^ primary commitment is to assist each pupil in the 

struggle for self-understanding. Undeniably, the coun¬ 

selor^ role in dealing with Individual students differs 

significantly from that of the classroom teacher; but 

within the context of the entire educational setting. 
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perhaps one should explore the role of the counselor. 

According to Farwell, a strong opponent of the mandatory 

teaching requirement, the counselor can first be recog¬ 

nized in his role as a school staff member, committed to 

i education and the educational process. The counselor, how¬ 

ever, is not primarily concerned with the academic side of 

the educational process but rather with the personal or 

human side. Granted, these two facets of education must, 

however, work in harmony in order to provide the student 

with the greatest benefit. Within the school setting, a 

second function of the counselor is to study human lives 

and the contingent environment in which they live. As a 

third function of the counselor, Farwell recommends that 

the counselor devote two-thirds of his time to counseling 

with individuals. A fourth function in the counselor’s role 

is the task of follow-up research in order to obtain feed¬ 

back for the purpose of evaluating himself as a counselor. 

Finally, in his educational role the counselor acts as a 

consultant to teachers, administrators, and parents. Within 

the context of this description of the counselor’s role, 

Farwell urges school administrators to demand professionally 

prepared counselors by saying: 
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They (administrators) should not select chemistry 
teachers for counselors but chemistry teachers to 
instruct in chemistry. It has always been a wonder¬ 
ment why counselors aren’t hired in terms of their 
knowledge about counseling and their commitment to 
counseling .... Antiquated notions about the pro¬ 
ficiency of personnel prepared as experts in instruc¬ 
tion for implementing counseling procedures should be 
dissipated (8:A0). 

In describing the counselor’s role in still another 

light, Hoyt, a strong advocate of the teaching requirement 

issue, established a priority order for the assigned use of 

the counselor's time. The priority order as suggested by 

this author is as follows: first, the greatest amount of 

time, according to Hoyt, should be spent with all seniors 

regarding post high school plans; second, all ninth graders 

in transition to the high school level; third, all new 

students regarding orientation; fourth, all students v:ho 

seek counselor assistance; fifth, all students referred by 

teachers; sixth, all students having academic difficulty; 

seventh, students exhibiting attendance or discipline prob¬ 

lems; and eighth, students exhibiting serious personality 

disorders (12:133)« 

As can be seen from the above discussion a great 

deal of variability can exist in descriptions of the coun¬ 

selor’s role and even in regard to which function the 

counselor should devote the majority of his time. In order 
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to reach a uniform description of the counselor’s role in 

hopes of settling the teaching experience dispute, Johnson 

states that what is needed is a job description. He sur¬ 

mises that perhaps mere semantic confusion causes a varia¬ 

tion in the role descriptions. With this idea in mind, the 

author suggests the title "counselor" be reserved for the 

person who spends most of his time actually counseling stu¬ 

dents, parents and teachers and that "personnel director" 

designate the person who coordinates, organizes, tests, 

counsels and accepts the responsibility for guidance as 

the program for all students. If this division of labor 

were made, Johnson emphasizes that it should be possible to 

agree that the counselor need not have teaching experience 

in his background but that the personnel director must (16: 

3*0. 
Along with the apparent need for the distinction 

between the terms "counselor" and "guidance worker" is the 

question of differentiation between the "counselor" and the 

"psychotherapist." Patterson reviews a number of defini¬ 

tions and characteristics in an attempt to determine if 

there is any agreement on differential meaning or use of 

the terms. 
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Patterson states that probably the first distinc¬ 

tion made by those who believe a difference exists con¬ 

cerns the severity of the problem manifested by the client. 

In counseling, according to Patterson, these individuals, 

the counselor is helping essentially normal people "toward 

overcoming obstacles to their personal growth, wherever 

these may be encountered, and toward achieving optimum de¬ 

velopment of their personal resources" (23:2). Psycho¬ 

therapists, on the other hand, are seen as dealing with 

more extreme problems presented by "individuals who are in 

need of emergency treatment; whose emotional growth has 

been severely distorted or stunted; or who represent psycho 

logical disasters" (23:2). Several criticisms can be made, 

however, of this distinction between counseling and psycho¬ 

therapy. The first is that such a categorical basis fails 

to recognize that no sharp line can be drawn between so- 

called "normal" and severely disturbed. Second, this posi¬ 

tion implies that a client can no longer use the services 

of a psychotherapist once he reaches "normality" but 

instead must then transfer to a counselor if he still de¬ 

sires help. Patterson comments that at some time the 

psychotherapist must then say, "You are no longer abnormal, 

so I am going to transfer you to a counselor to help you 
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solve your remaining problems•’ (23:3). This comment is, 

of course, absurd, but points out the third criticism 

that'someone must make the subjective opinion as to whether 

the client is normal or severely disturbed. 

A second position attempts- to distinguish between 

counseling and psychotherapy on the basis of the nature of 

the problem. This differentiation holds that counseling 

deals with problems an individual faces in his environment 

or decisions related to educational, vocational or other 

choices while psychotherapy is concerned with interpersonal 

problems, internal personality conflicts, including atti¬ 

tudes, feelings and emotions within the self. One can 

readily see that this distinction begins to overlap with 

the distinctions previously suggested between counseling 

and personnel work. Apparently, one can assume that the 

problem of differentiation between the three terms is at 

least partially one of semantics. One problem with this 

distinction between counseling and psychotherapy, however, 

is that such problems are almost always Intertwined. A 

problem resulting from one^ environmental conditions, for 

example, will undoubtedly affect his attitudes and feelings 

about himself, which will inevitably have some influence on 

his interpersonal relations with other people (23:3). 
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A distinction between the goals of counseling and 

psychotherapy encompasses a third distinction. Patterson 

cites one goal of counseling as a process of "helping a 

person attain a clear sense of personal itentity, along 

with the acceptance of limitations" (23:^). He comments, 

however, that this goal resembles that of existential psycho¬ 

therapy which is committed to the removal, reduction, or 

elimination of blocks to an individual’s growth. Indi¬ 

viduals attempting to make a distinction on the basis of 

goals say that psychotherapy is remedial in nature while 

counseling is preventive. This distinction, though, is 

not without loopholes also, since to change or reorganize 

a personality for the purpose of preventing a troubling 

occurrence cannot be completely separated from changes 

represented in greater utilization of capacities in the in¬ 

dividual made in the name of remedial changes. Both kinds 

of changes would appear to be basic personality changes 

by whatever name they might be called (23:*0. 

Differentiation in terms of methods or techniques 

also appears inadequate. Among counselors who engage in 

counseling and psychotherapists who engage in psychotherapy, 

the literature reveals that there is appraently no tech¬ 

nique or method used by one that is not used by the other. 
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Most counselors and psychotherapists apparently recognize 

the great number of similarities in their methods and tech¬ 

niques. Patterson seems to sum up the problem of distinc¬ 

tion between counseling and psychotherapy quite sufficiently 

when he says, "the differences exist more in the mind of the 

person who wants differences than in any objective reality" 

(23:5). 

Since the writer has investigated areas in which 

there is apparently no difference between counseling and 

psychotherapy, perhaps one can gain a better understanding 

by investigating the areas of similarity. 

Patterson suggests that counseling and psycho¬ 

therapy be placed on a continuum but not on opposite ends 

of the continuum. Rather they would be placed on a con¬ 

tinuum of helping activities. (See Figure 1.) Informa¬ 

tion giving and teaching (which have been agreed upon as 

being one type of helping activity) would be on one end of 

the continuum: and counseling and psychotherapy would be 

on the other. The major variable underlying the continuum 

of helping relationships is affect or its opposite, cogni¬ 

tion. What this means is that the type of helping activity 

in a classroom situation is primarily an intellectual or 

thinking process while the counseling or psychotherapy deals 
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with emotions and feelings. In addition the cognitive 

process is primarily impersonal and specific while the 

counseling and psychotherapy is quite personal and deals 

with general feelings and emotions. Ths continuum is not 

suggesting, however, that at the cognitive end affect is 

completely lacking, nor that at the affect end cognition 

is completely lacking. Since all relationships involve 

both affective and cognitive elements, the continuum is 

merely clarifying the matter of degree (23:9-10). 

One cannot overlook, in a discussion of similarities 

between the counseling and psychotherapy, the fact that 

they are fundamentally the same in terms of essential 

elements. Both consist 'of a helping relationship in which 

one individual seeks help from a person skilled in provid¬ 

ing a helping relationship. The problem, as previously 

stated, is of a general nature, rather than of a nature 

needing a specific solution or certain information. The 

nature of the relationship involves nempathetic under¬ 

standing, non-possessive warmth and genuineness” (23:10). 

Along this line Patterson strongly emphasizes that when any 

other conditions are necessary or apparent then the rela¬ 

tionship is not counseling or psychotherapy. When the 

professional gives tests and provides other Information 
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without regard for its emotional effects on the client, the 

process is then not counseling but rather information giv¬ 

ing, -or possibly teaching (23:11). 

Patterson suggests that perhaps the confusion be¬ 

tween counseling and psychotherapy exists because of the 

recent extension of the use of the word "counseling." 

While psychotherapy has continued to have a constant mean¬ 

ing, counseling now extends to anyone who provides a variety 

of activities beyond the private, Interpersonal relation¬ 

ship which is considered the essence of counseling (23:16). 

This extension of the word is particularly evident within 

a school setting. Perhaps it can be cleared up as Johnson 

suggests by calling the .people who handle vocational informa 

tion, test interpretation, etc. "guidance workers" and 

leaving the term "counselor" or "psychotherapist" to per¬ 

tain to the trained individual who helps students with the 

personal or interpersonal problems. 

Difference in Techniques and Effectiveness 

There is probably just one primary reason for ques¬ 

tioning the necessity of teaching experience prior to 

counseling and that is for determining if a counselor^ 

technique is more or less effective after having had teach¬ 

ing experience. With this in mind, the writer will attempt 
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to investigate the different techniques and resulting 

effectiveness of the counselor with prior teaching experi¬ 

ence -and the counselor who lacks such experience. 

Several research studies have revealed that “dogma¬ 

tism, is a psychological variable increasingly being shown 

to be an inhibitor of effective counseling” (32:500). One 

such study conducted by Milliken and Paterson attempted to 

measure the extent to which dogmatism affected the perceived 

effectiveness of counselors. In this study, 30 counseling 

enrollees at Purdue University, 1963-64, agreed to counsel 

one person, for purposes of the research, in addition to 

their regular practicum load. The investigators stipulated 

that the subjects would.be supervised during this period 

and rated according to their effectiveness. Before the 

experiment began each counselor also completed the Rokeach 

Dogmatism Scale, but was not informed that the scale was 

part of the present research, A Negro was employed as a 

coached counselee to be counseled by each trainee. After 

each interview, both the client and the supervisor com¬ 

pleted an experimental l6-item Counselor Effectiveness 

Scale. The results of this study revealed that open- 

minded counselor trainees were significantly more effective 
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as judged by the supervisors and the coached Negro client 

than were dogmatic counselor trainees (21:125-126). 

Along this same line the findings of the Wittmer and 

Webster study as described more fully in Chapter II bear 

repeating. This study, involving counselor trainees both 

with and without prior teaching experience, attempted to 

measure the varying amounts of dogmatism that exist in 

teacher-counselors and non-teexher-counselors rather than 

how dogmatism affected counseling effectiveness as Milli- 

ke^s study did. As a result of this survey Wittmer and 

Webster concluded that ’’counselors trainees with teaching 

experience are significantly more dogmatic than counselor 

trainees without teaching experience” (32:502). Since 

Milliken and Patterson’s study revealed that a high degree 

of dogpjatlsm impairs counseling effectiveness and Wittmer 

and Webster concluded that counselors with prior teaching 

experience tend to possess a higher degree of dogmatism 

than non-teaching counselors, the writer concludes that 

the effectiveness of teaching counselors may tend to be 

Impaired as a result of dogmatic beliefs apparently acquired 

while teaching. 

For purposes of determining the difference in tech¬ 

niques used by effective and ineffective counselors, Gazda, 
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Clements, Duncan, and Martin conducted an experiment on 25 

beginning counselor trainees, all of whom had been former 

teachers. Years of teaching experience ranged from one to 

15 with a mean of 5*75* For this experiment each counselor 

was asked to counsel a role played problem portrayed by 

one of the female counselors in the group. Four judges with 

the help of a tape recorder judged the session segment at 

a time. Each segment of the tape that was judged included 

client response/counselor response/client response or vice 

versa and then each judge independently categorized the 

counselor^ response before proceeding with the next 

series. A response was considered correctly classified 

when three of the four judges were in agreement. The 

judges agreed on 91-0? percent of the judgment; or in other 

words three of four judges agreed on the classification of 

765 of 840 counselor responses. Table III classifies the 

responses and indicates the percent and number of counselor 

responses given by the counselor trainees during the role 

playing' session (10:152-155). ' ' 

The table shows that nearly 70 percent of the re¬ 

sponses were classified as probing and evaluative; 1?.5 per¬ 

cent were called understanding, supportive and interpretive; 

and 12 percent were unclassifiable. 
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TABLE III. RESPONSE CATEGORIES OF TWENTY-FIVE NEOPHYTE 
COUNSELORS 

Response Category Number of 
Responses 

Percent of 
Total Responses 

Probing 462 60.4 
Unclassifiable 94 12.3 
Evaluative 75 9.8 
Understanding 73 9.5 
Supportive 37 4.8 
Interpretive 24 3.2 

TOTAL 765 100.0 

In comparing these responses to those recommended 

by Carl R. Rogers in a "helping relationship" one sees the 

"effective Rogerian counselors" using mainly reflection of 

feeling and clarification to give the client insight into 

himself. These same counselors consciously try to avoid 

using probing, supporting and evaluative responses since 

such techniques do not alloitf the client to make his own 

independent decisions. Regarding the use of evaluation in 

counseling sessions Rogers states that: 

In my experience evaluation does not make for per¬ 
sonal growth, hence I do not believe (evaluation is) 
part of a helping relationship. Curiously enough a 
positive evaluation is as threatening in the long run 
as a negative one, since to inform soneone that he is 
good implies that you also have the right to tell him 
he is bad (27:224-225). 



38 

In addition Rogers cites a study done by Heine which found 

therapists to be unhelpful when they gave specific advice 

regarding decisions on present problems (27:218). Since 

such techniques as advice-giving and evaluation do not 

allow the student to make his own independent decisions, 

resentment within the client toward the counselor often 

occurs. 

In fact, Hopke reports that about three-fourths of 

the students in his study revealed either "ambivalent or 

negative attitudes" toward counselors who used evaluative 

and advice-giving responses (11:165). 

From their experiment Gazda, et. al, conclude that: 

. . . It is quite possible, though far from conclusive, 
that we are paying too high a price in the time spent 
by counselor education in helping prospective coun¬ 
selors unlearn attitudes and practices developed as 
teachers which may be antibhetical to effective coun¬ 
seling (10:155). 

Hopke performed an experiment similar to Gazda*s 

except that this study used experienced counselors but ones 

who had not had counseling practicum experience. Hopke*s 

findings, similar to those of Gazda, indicated that coun¬ 

selors with teaching experience were generally more advis¬ 

ing, evaluative, information-giving, probing, questioning, 

and tutorial than counselors without teaching experience. 

V/ith regard to this study Merrill, Llstjr and Antenen have 
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pointed out that this study was conducted before counseling 

practicum and that post-practicum evaluations of counselor 

responses showed no significant differences in type of re¬ 

sponses between counselors with and without teaching experi¬ 

ence (20:?1). 

From this information the writer concludes that 

after supervised counseling practicum, the differences that 

exist between counselors with and without prior teaching 

experience appear to diminish. One should note, however, 

that after the counseling practicum the techniques of 

counselors having had teaching experience more closely 

approach the techniques of counselors lacking teaching ex¬ 

perience. These findings appear* to reinforce Gazda*s assump 

tion that it is necessary to unlearn some attitudes and 

practices of counselor trainees who have formerly held 

teaching positions. 

This discussion is, of course, not trying to say 

that teachers cannot eventually become effective coun¬ 

selors. The writer is merely trying to show the illogical 

thinking behind the mandatory teaching requirement for 

counselors, since attitudes and beliefs held by the suc¬ 

cessful teacher must undergo severe transformation if that 
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teacher should decide to become a counselor. Arbuckle 

sums up this point, saying: 

All of these people (teachers, principals, and 
superintendents) may become good school counselors if 
they have or if they develop an understanding of 
people and human behavior .... They may, it should 
be noted, become an effective school counselor, but 
they cannot become one while they still retain their 
previous occupational function, since effectiveness 
as a teacher or a principal may often be equated with 
ineffectiveness as a counselor (2:57). 

Summary 

Descriptions of the counselor’s role both with re¬ 

gard to the individual student and within the entire educa¬ 

tional setting are indeed varied and conflicting. Counselors 

who feel that their primary role is just that—counseling— 

believe that their primary responsibility is to the students, 

both the normal and the deviant who voluntarily seek the 

counselor’s help. Other counselors apparently feel they 

are responsible for giving information whether requested 

by the student or not in the form of testing and vocational 

information. Perhaps as one author has suggested the 

conflicting role description could be clarified through 

the use of a job description and title change—the title 

’’counselor” meaning the person who is trained strictly in 

the psychological, sociological and family life sciences 

and who works with students having personal problems; the 
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title "personnel director" referring to a person with a 

background of teaching experience who helps students with 

problems of a vocational or curricular nature. 

Regarding the effectiveness of counselors with and 

without a teaching background, studies reveal that counsel¬ 

ors who have been teachers tend to be more dogmatic and 

consequently less effective than counselors with no teach¬ 

ing experience. In addition research shows that teacher- 

counselors and counselors who have not had counseling 

practicum tend the majority of the time to use the less 

effective techniques of probing and evaluating, rather than 

clarifying, reflecting of feelings and understanding tech¬ 

niques. Although a teacher can usually acquire the ability 

to cast off his old attitudes and beliefs that are detri¬ 

mental to effective counseling, it seems senseless for a 

mandatory teaching requirement for counselors to exist 

since to be an effective counselor requires taking time 

to unlearn the attitudes and practices that contribute 

to successful teaching. 



CHAPTER IV 

REVIEW OF RECOMMENDATIONS FOR COUNSELOR PERSONAL 
AND PROFESSIONAL QUALIFICATIONS 

• Insisting that all potential school counselors need 

or need not have had prior teaching experience appears to 

the writer to be avoiding a more important issue, that 

being what kind of person the counselor is. The writer is 

inclined to believe that, as Wrenn suggests, the basic 

qualities of maturity and personal understanding rather 

than past work experience determine to a large degree the 

success and effectiveness of a school counselor. The 

following discussion presents a review of the most fre¬ 

quently recommended personal-and professional qualifica¬ 

tions for counselors as well as recommendations for future 

counselor education. 

Personal Qualifications 

In designating the first and foremost important 

qualifications for a counselor Carl Rogers recommends that 

a counselor should possess the personal characteristic of 

sensitivity to human relationships. The counselor should 

be able to sense, recognize and understand feelings that 

another individual is experiencing. He should be able to 

sense how he affects other individuals, that meaning the 

amount of friendliness or hostility that exists between 



himself and others. No doubt this quality can be developed 

but unless an individual has a considerable degree of this 

social sensitivity, it is doubtful that counseling will 

be his most promising field. 

Other personal attitudes of a good counselor as 

revealed by Rogers are objectivity, respect for others, 

and an understanding of one’s self. Objectivity, of 

course, means having an objective attitude or having a 

deep understanding which will find it nearly impossible to 

pass moral judgments or be shocked or horrified. Respect 

for the individual refers to the willingness to accept the 

client as he is on his own level of adjustment and to give 

him some freedom to work, out his ox%Tn solutions to his own 

problems,-. The last essential element in the personality 

make-up of the counselor, a sound understanding of him¬ 

self, involves understanding his own emotional patterns, 

his own limitations and his own shortcomings. Such a con¬ 

siderable degree of insight will keep him from becoming in¬ 

volved in a situation in which he is likely to be warped 

by his own prejudices, biases or emotions (26:25^-255). 

One author has suggested that counselor trainees 

themselves be encouraged to experience personal therapy 

as one way of developing an awareness of one’s own biases 
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and sensitive areas. However, Arbuckle says that he 

knows of "no evidence to indicate that a group of ’normally 

abnormal* counselors were any better or any worse, as 

counselors, after experiencing psychotherapy” (3:22). It 

is the recommendation of the American Personnel and Guid¬ 

ance Association, however, that the counselor trainee 

should become increasingly able to assess his own assets 

and liabilities. (NOTE: The American Personnel and Guid¬ 

ance Association will hereafter be referred to as A.P.G.A.) 

A.P.G.A, emphatically suggests that improved self- 

knowledge should be a goal of the entire counselor educa¬ 

tion program (1:75)• 

The purpose of stating the foregoing personal 

qualifications and emphasizing the importance of self- 

understanding, is to help the reader to bear in mind that 

the following list of proposed recommendations for pro¬ 

fessional preparation is in itself not sufficient to render 

the counselor as ’’qualified.” 

Professional Qualifications 

Proposed undergraduate program requirements. The 

Commission on Guidance in American Schools has made it clear 

that future counselors must be professionally educated and 

not merely ’’trained." In addition, such professional 
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training must come at levels other than just on the gradu¬ 

ate school level. The purpose of the undergraduate experi¬ 

ence 'provides the broad cultural basis for the counselor. 

An individual who majors in the sciences, in the humanities, 

or in the social sciences and vrho is aware of the world of 

man has an adequate basis on which to build a graduate 

program. 

The Commission recognizes the need for teaching 

credits on the undergraduate level only in the event that 

a teaching certificate be required for counselors. Since 

the typical requirement for a teaching certificate is 

around 20 semester hours, the Commission questions whether 

this unduly robs the undergraduate program of the time 

needed for cultural broadening. Perhaps even more import¬ 

antly the Commission asks, "Should lack of a teaching certi¬ 

ficate and paid teaching experience bar from school 

counseling those who may be otherwise qualified to counsel 

students and consult with staff?" (33:170)• 

Proposed graduate level requirements. Of the 32 

counselor-educators who cooperated with the Commission on 

Guidance in the American Schools, almost all agreed upon a 

minimum requirement of "two years of graduate work and con¬ 

siderable broadening of both graduate and undergraduate 
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curriculum” (33^1^5). The A,P.G,A.» on the other hand, 

did not wish to recommend the length of time required to 

obtain the Master’s degree other than to say that it 

"might exceed one year” (1:174). The Commission recom¬ 

mended the following four major developments in graduate 

education for counselors: 

1. The psychological preparation should be 

expanded beyond individual differences to include knowledge 

and skill in understanding and dealing with individual 

behavior dynamics and with psychological dynamics' operat¬ 

ing in groups. 

2. Graduate education should be expanded to in¬ 

volve studies of the immediate culture of the community, 

the larger culture of the nation, and the various cultures 

of the world. 

3. Since counselors work almost as much with other 

school people and parents as they do with students, gradu¬ 

ate students should receive an up-to-date understanding 

of school purpose, organization, curriculum and instruc¬ 

tional procedures. 

4. At least a minimal understanding of research   

procedures and cautions should be included in graduate 

programs (33:166-16?). 
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In addition to these four recommendations the 

A.P.G .A, and the xvriter vrould recommend the addition of a 

supervised practicum experience. Here the student is able 

to integrate his learning, to make mistakes and profit 

from them with the help of an experienced supervisor. The 

A.P.G.A. has recommended that not less than one-fourth of 

the total graduate program be devoted to a supervised prac¬ 

ticum experience. The A.P.G,A. feels, however, that more 

important than the number of hours is the quality and the 

nature of the supervision in practicum placement. Along 

this line the association recommends that whenever possible 

the supervisor should have the equivalent of a doctorate 

in counseling or in some related field (l:l68-l?4). 

Proposed Recommendations on Teaching Experience 

When the Commission asked the question, nWhat will 

be the emphasis upon counselor competencies and prepara¬ 

tion 20 years from now?” not one of the 32 counselor edu¬ 

cators mentioned teaching experience or any kind of 

experience as a preparation. 

The writer highly regards Wrenn*s statement that 

Perhaps they all took ’’teaching experience” for 
granted as a requirement for the future, but the 
writer*s personal knowledge of some of the respond¬ 
ents would not support this conclusion (33*171). 
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The qualities the counselor-educators did demand included: 

. . . Broader education and experience; longer period 
of preparation; a basic understanding of curricular 
experiences available; sensitivity to society and its 
dynamics; better understanding of early childhood; more 
knowledge about society; sensitivity to everything 
that is going on in the intangible area of human rela¬ 
tionships and to the complex meanings of what is said 
by word and gesture (33:171)• 

As V/renn suggests, perhaps these recommendations 

can be lumped into two categories; increased maturity and 

experience. Increased maturity might involve the increased 

awareness and development of the personal qualifications 

previously mentioned. This recommendation again points 

out the crucial need for personal as well as professional 

qualifications. 

Regarding the type and amount of previous work 

experience, the Commission fears that "the specific re¬ 

quirement of paid teaching experience might provide a 

serious limitation in the choices available." 

A.P.G.A. also expresses grave doubts about 

attracting people who might 

. . . Aspire to become school counselors if they are 
required to complete one graduate year for teaching 
credentials, teach for two years, then complete two 
additional graduate years for a counseling credential— 
a total of five years to prepare for a job often pay¬ 
ing no more than that of a teacher with one year of 
graduate work (1:74). 



The Commission also criticizes state certification 

regulations for counselor which stress merely the amount 

of tqaching experience and not its quality or nature. 

A.P.G.A. wholeheartedly agrees with this criti¬ 

cism of the work experience requirement and suggests that 

careful consideration of the quality of experiences ob¬ 

tained in various kinds of work is needed (1:73)• As an 

alternative to teaching experience both the Commission and 

A.P.G.A. suggest that other kinds of experience, such 

as ’’leisure time and volunteer activities might provide the 

same skills and understanding which supposedly result from 

employment” (33:171). Along this same line another author 

agrees that in counselor preparation the counselor should 

have some experience and background on the same level with 

which he will meet his clients. The counselor who, for 

example, plans to work in a mental hospital should have con 

siderable preparation in abnormal psychology; while the 

counselor who plans to work with disabled clients in re¬ 

habilitation needs preparation and experience in dealing 

with physical disabilities; and counselors who plan to work 

in an educational setting should receive some special 

preparation in this area. The.author recommends that the 

preparation should not be too specific or rigid, making it 
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impossible for a counselor to move from one setting to 

another. Patterson concludes that 

; . . It would appear to be too restrictive to insist 
that preparation for counseling in a school must in¬ 
clude qualification for a teaching certificate and 
teaching experience (23:16). 

Since the Commission on Guidance in American 

Schools agrees that experience is desirable in the educa¬ 

tion of counselor trainees, it proposes the following three 

patterns for securing such experience: 

1. Teaching certificate and teaching experience of 

one to four years. Graduate study and supervised coun¬ 

seling experience may be added during or following this 

experience. 

2. Directly following the undergraduate degree 

to enroll for two years of graduate study, one of which 

will be full-time internship or supervised experience in a 

school setting. 

3. Undergraduate education followed by: (a) sev¬ 

eral years experience in any one of many life experiences 

which contribute to knowledge of human behavior; and 

(b) graduate study and one year of full-time supervised 

experience that acquaints him with the total school pro- 

gram (33:172). 
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Summary 

In summary the writer concludes that the Commission 

on Guidance in American Schools and the American Personnel 

and Guidance Association consider the basic counselor 

qualities of maturity and personal understanding as well 

as some formal or informal experience in dealing with human 

behavior to be of prime consideration in selecting and 

training counselors. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

This investigation has been concerned with a survey 

of literature related to the necessity and/or desirability 

of teaching experience prior to performing a counseling 

function. The writer conducted the survey with the belief 

that certification policies for counselors as set forth by 

universities, by public school systems, and by state certi¬ 

fication agencies nationwide should be incorporated to 

attain a minimal degree of uniformity. 

An attempt was made to present the opinions of 

superintendents, principals, teachers and counselor-educators 

regarding the question of mandatory teaching experience prior 

to counseling. Arguments from both the proponents and 

opponents of the issue have been presented. An attempt was 

also made to reveal the findings from various research 

studies regarding the success and effectiveness of coun¬ 

selors both with and without prior teaching experience. 

Recommendations regarding the personal, professional, and 

educational qualifications for future counselors have also 

been presented. 
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Conclusions 

On the basis of the investigation regarding the 

necessity or desirability of teaching experience prior to 

counseling experience, the following conclusions can be 

made: 

1. Uniform counselor certification policies are 

needed in order for counselor applicants to obtain the 

most beneficial preparation regarding background education 

and work experiences. 

2. Apparently, an antithesis exists between what 

constitutes a workable counseling therapeutic relationship 

and a workable teacher-student relationship. 

3. Differences .in counseling techniques between 

counselors with and without teaching experience are 

apparent prior to a supervised practicum experience but 

seem to diminish after such experience. 

4. An accurate job description of the counselor's 

role in the school setting may clear up some of the exist¬ 

ing confusion about counselor preparation and certification. 

5. Increased emphasis upon personal qualifications 

for the counselor may be found to be as important as the 

type of previous work experience and amount of education. 
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6. Graduate as well as undergraduate levels of 

education for counselors must be continuously updated and 

improved according to the specified recommendations. 

7. Guidance and counseling are separate fields of 

endeavor. The counseling function should receive the 

greater emphasis in counselor education. 

Recommendations 

The following recommendations are made as a result 

of this survey: 

1. Research efforts should continue to investigate 

on a longitudinal basis the comparative effectiveness of 

counselors with and without teaching experience. 

2. Research should be given to the relative value 

of different teaching backgrounds. It seems possible that 

some teaching backgrounds may make a more significant con¬ 

tribution to a teacherfs success as a counselor than 

certain other areas. 

3. Counselor education programs should institute 

curriculum changes necessary to prepare teachers as well 

as non-teachers to function adequately as school coun¬ 

selors. 

4. Cooperative efforts among state departments of 

education, school administrators and counselor educators 
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are needed in order to arrive at uniform certification 

requirements. 

5. Counselor education should place emphasis 

upon the counseling function and perhaps let guidance be 

incorporated into a separate area. 
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