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Preface

A Small but Colorful Mosaic of School
Counseling Worldwide

Nikolay Popov & John C. Carey

This volume contains a collection of selected papers submitted to the Inaugural
International Conference on Comparative School Counseling in 2021. The mission of
this conference is to develop a new comparative research field that could be called

Comparative School Counseling. As Popov and Spasenovié¢ note in their paper (p. 10):

Comparative school counseling could be defined as a multi interdisciplinary
research field where research methodology of comparative education is applied to
school counseling policy, practice and education. Comparative school counseling
shall comparatively describe, juxtapose and analyze various aspects of school

counseling in contemporary education systems worldwide.

Firstly, such a research field could contribute to a better understanding of
common features, similarities and differences in school counseling worldwide.
Secondly, it could support the transfer and adoption of best school counseling
practices and innovations between countries. Thirdly, it could help improving
school counseling training programs at colleges and universities, especially in
countries where such programs are not well developed. Fourthly, it could inform
policy makers while creating laws, regulations, instructions and recommendations
on school counseling. Fifthly, it could add value to comparative research

methodologies in humanities and social sciences.

This volume is divided into 3 parts and includes 12 papers written by 25
authors. Readers can find comparative and case studies, theoretical and empirical
explorations, quantitative and qualitative methods, descriptive and analytical
approaches, and interesting data on school counseling worldwide. Problems of school
counseling in nearly 20 countries are discussed in the papers.

Part 1 is devoted to school counseling policies and consists of three papers.
Popov and Spasenovié¢ present results of a comparative international study on some
aspects of school counseling in 15 countries: Austria, Bulgaria, Croatia, the Czech
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Republic, Denmark, Ireland, Malta, North Macedonia, Russia, Serbia, Slovenia,
Spain, Turkey, the United Kingdom, and the United States. Kése, Olavarria, Cohen,
Rallis and Carey illustrate three cases from Turkey, Chile, and the United States to
demonstrate how “Policies that are intended to facilitate school counseling practice
often fail to achieve their intended results and sometimes have unintended negative
consequences that actually impede effective practice” (p. 19). Hilton critically
examines counseling provision in schools and universities in England and explains
how school counseling could help battle the effects of the current pandemic crisis.

Part 2 focuses on school counseling education and training, and is comprised of
four papers. Kése, Campbell and Falzon provide a comparative study of pre-service
school counselor education in Australia, Malta, and Turkey. After investigating some
important issues, the authors conclude that, “This peep into these three countries’
experience of school counseling reflects the need for excellence and integrity of the
profession” (p. 48). Smith and Vera provide an overview of the Masters of School
Counseling program at Barry University (USA) and describe the school counseling
specialization course requirements. Ljubeti¢ presents an example of how Pedagogy
students in Split (Croatia) are trained for school counselors within a specific course
on partnership between families and educational institutions. Machaba conceptually
explores how early childhood development practitioners are prepared through
counseling for job creation.

Part 3 concentrates on school counseling practices and has five papers.
Gregorc¢i¢c Mrvar explains the specific features of school counseling in Slovenia and
emphasizes the obvious advantages. Siegler, Varnai, Hoffmann, Basa and Jarmi
present an example of how a European anti-bullying program is implemented in
Hungarian schools. Achinewhu-Nworgu examines the role of school counselors in
supporting young people and teaching staff during the pandemic. Stankovska,
Brahha and Dimitrovski aim at considering “the need for implementation of a mental
health assessment, support and psychological counseling among students” (p. 109).
Mampane makes contributions to the conversation about career counseling for
entrepreneurial skills within the school system.

Taken together, the papers in this volume create a small but beautiful,
intriguing and colorful mosaic of school counseling practice from around the world.
They foreshadow the advances in our understanding of effective school counseling
practice, effective school counseling education and appropriate school counseling
policy will improve as the newly conceived field of Comparative School Counseling

matures and advances.

Prof. Dr.habil. Nikolay Popov, Sofia University, Bulgaria

Prof. Dr. John C. Carey (Emeritus), University of Massachusetts Amherst, USA
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Part 1

School Counseling Policies

School Counseling: A Comparative Study
in 15 Countries

Nikolay Popov & Vera Spasenovié

Abstract

This paper presents results of a comparative international study on some aspects of school
counseling in the following 15 countries: Austria, Bulgaria, Croatia, the Czech Republic,
Denmark, Ireland, Malta, North Macedonia, Russia, Serbia, Slovenia, Spain, Turkey, the
United Kingdom, and the United States. The authors explain the multifunctional character of
school counseling, give an idea of establishing a research field that could be called ‘comparative
school counseling studies’, show the original terms in individual countries, and compare six
aspects of school counseling: 1) legislative framework; 2) position requirements; 3) role of
school counselors; 4) functions of school counselors; 5) interaction; and 6) ratio. The paper
concludes with a long list of qualities school counselors are expected to possess. This is a
document study chiefly based on examining, systematizing and comparing national documents
(laws, reports, instructions, advices, position requirements, ministerial orders,
recommendations, strategies, and statistics) on school counseling.

Keywords: school counseling, comparative school counseling study, school counselors’ position
requirements, role and functions of school counselors

Introduction

It could be said that school counseling is the most multifunctional position in
the school system, with too many variable tasks, with a huge number of functions
and a large circle of contacts. There is no other position in the school system that is
given so many roles. A school counselor is expected to care about the mental,
emotional, social and academic development of students; to prevent them from
various risks; to discover, diagnose and understand the essence of problems students
face. At the same time, a school counselor should be loyal to the school authority, to
be collegial to school teachers, to mediate between students, parents and teachers in
case of conflicts, to propose problem solving decisions, to define strategies for

© 2021 Bulgarian Comparative Education Society
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improving the school organization and climate, to organize individual and group
consultations for all participants in school life, and to look for support from social and
psycho-medical institutions, and to even contact police and court offices when
necessary.

This paper is a revised and updated version of three previous coauthored
studies by N. Popov and V. Spasenovi¢ (Popov & Spasenovié¢, 2018a, 2018b, 2020).
The 2018 editions serve as teaching manuals to students in Bachelor and Master’s
programs and in-service teacher training programs.

The study examines school counseling in the following 15 countries: Austria,
Bulgaria, Croatia, the Czech Republic, Denmark, Ireland, Malta, North Macedonia,
Russia, Serbia, Slovenia, Spain, Turkey, the United Kingdom, and the United States.

Comparative school counseling

The mission of the above cited publications and the purpose of this paper is to
put the beginning of a process of establishing a comparative research field that could
be called ‘comparative school counseling’.

Comparative school counseling could be defined as a multi interdisciplinary
research field where research methodology of comparative education is applied to
school counseling policy, practice and education. Comparative school counseling shall
comparatively describe, juxtapose and analyze various aspects of school counseling in
contemporary education systems worldwide.

Firstly, such a research field could contribute to a better understanding of
common features, similarities and differences in school counseling worldwide.
Secondly, it could support the transfer and adoption of best school counseling
practices and innovations between countries. Thirdly, it could help improving school
counseling training programs at colleges and universities, especially in countries
where such programs are not well developed. Fourthly, it could inform policy makers
while creating laws, regulations, instructions and recommendations on school
counseling. Fifthly, it could add value to comparative research methodologies in
humanities and social sciences.

Main aspects of school counseling that could comparatively be comprised are:

¢ school counseling policy at national, regional and local level,

e school counseling education and training at Bachelor, Master’s and Doctoral
level — curricula, disciplines syllabi, practicums, exams, thesis defense,
additional qualification, in-service licensing, etc.;

e school counseling practices and innovations at primary, secondary and
tertiary level,

e school counseling as an occupation — legislation, position requirements, role,
functions, interaction with other specialists and institutions, ratio (number
of students per a school counselor).

Every comparative international study of school counseling usually faces many

difficulties, including:

Comparative School Counseling, 2021, Volume 1
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e the position of school counselor, although being similar across the world,
often has different role, functions and tasks;

e in the school systems, in parallel with school counselors, there are many
other school or out-of-school based specialists (such as school psychologist or
psychotherapist, guidance teacher, speech therapist, social worker, career
adviser, professional orientation consultant, etc.) whose functions are often
mixed with those of school counselors; and

e in most cases, finding all actual national documentation that regulates

school counseling is a very difficult process.

The term

The term ‘school counselor’ has different names in the national school systems:
student or education counselor (Austria), pedagogical counselor (Bulgaria),
pedagogical-psychological counselor (Denmark), pedagogue-psychologist (Russia),
expert associate (Croatia, North Macedonia, Serbia), school counselor (Czech
Republic, Malta, Slovenia, Spain, UK, USA), psychological counselor (Turkey), and
guidance counselor (Ireland). In this paper, the term ‘school counselor / school
counseling’ is used as a common term for all countries.

The original terms in the 15 countries are listed below.

Note: for Bulgaria, North Macedonia and Russia the Cyrillic letters are
replaced with their Latin equivalents.

Table 1: Original terms

Austria Schiiler- und Bildungsberater

Bulgaria Pedagogicheski savetnik

Croatia Strucni suradnik

Czech Republic Vychovny poradce / skolni metodik prevence
Denmark Psykologer / Konsulenter / Uddannelsesvejleder
Ireland Guidance counsellor

Malta School counsellor

North Macedonia Struchen sorabotnik

Russia Pedagog-psiholog

Serbia Strucni saradnik

Slovenia Svetovalni delavec

Spain Orientador escolar

Turkey Psikolojik Danigman

UK School counsellor

USA School counselor

Part 1: School Counseling Policies
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Comparisons of school counseling aspects

The following six aspects of school counseling are compared: 1) legislative
framework; 2) position requirements; 3) role of school counselors; 4) functions of

school counselors; 5) interaction; and 6) ratio.

Legislative framework

In Bulgaria, Croatia, North Macedonia, Serbia, Slovenia, and Turkey the
governance of the school systems is generally centralized. Croatia, North Macedonia,
Serbia, Slovenia, and Turkey apply stronger centralization, which means that job
requirements, professional activities and duties of school counselors are defined at
the national (ministerial) level. The centralization in Bulgaria is soft, which means
that school counseling details are decided on both national and school level.

In Austria, the Czech Republic, Denmark, Ireland, Malta, Russia, Spain, the
United Kingdom, and the United States the governance of the school systems is
decentralized. These countries can be divided into 3 groups:

e Countries with decentralized school system governance and centralized
regulation of school counseling. Such countries are Austria, the Czech
Republic, Malta, Russia, and Spain. School counseling is regulated by the
ministries of education of these countries.

e Countries with decentralized school system governance and decentralized
regulation of school counseling. Such countries are Denmark, Ireland, and
the United Kingdom. The ministries/departments of education of these
countries regularly publish documents on school counseling that are
frameworks and give general recommendations, while the concrete
regulation is performed by municipalities and local authorities. In the
United Kingdom, the British Association for Counselling and Psychotherapy
offers training and accreditation of school counselors. In Ireland, these
functions are performed by the National Centre for Guidance in Education.

e A country with decentralized school system governance and national non-
governmental regulation of school counseling. Such a country is the United
States, where the American School Counselor Association has created its
ASCA National Model that should be followed by all American school
counselors (ASCA, n. d.).

Position requirements

Regarding the required type of higher education (specialty) applicants for
school counselors must have, the countries can be divided into 3 groups:
e Countries where a degree in Education (or Pedagogy) is required. It is
observed in Austria, Ireland, and Malta. The United States can also be
included in this group due to the fact that the school counseling programs

are often organized at faculties/colleges of education.

Comparative School Counseling, 2021, Volume 1
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Countries where a degree in Psychology (as a main or additional specialty) is
required. Such countries are Russia, Turkey, and the United Kingdom.
Countries where applicants may have a degree in Education (Pedagogy) or
Psychology. It can be seen in Bulgaria, Croatia, the Czech Republic,
Denmark, North Macedonia, Serbia, Slovenia, and Spain.

Regarding the academic degree applicants for school counselors must have, the

countries can be grouped as follows:

Countries where applicants may have both Bachelor and Master’s degree.
These countries are Austria, Bulgaria, the Czech Republic, Denmark, North
Macedonia, Russia, Turkey, and the United Kingdom. The United States can
also be included in this group because 45 states require a Master’s degree,
while in 5 states a Bachelor degree is enough (ASCA, n. d.).

Countries where applicants should have a Master’s degree. Such countries
are Croatia, Ireland, Malta, Serbia, Slovenia, and Spain.

Regarding any specialization (additional qualification) applicants must have,

the countries can be grouped as follows:

Countries where applicants for school counselors must have any additional
qualification for school counselors in addition to their academic degrees. It
happens in Austria, the Czech Republic, Denmark, Ireland, Malta, the
United Kingdom, and the United States. Various models of obtaining
additional qualification can be seen — specializations in Bachelor and
Master’s programs, in-service training programs, etc.

Countries where no additional qualification for school counselors is required.
It happens in Bulgaria, Croatia, North Macedonia, Russia, Serbia, Slovenia,

Spain, and Turkey.

Regarding licensing (also met as certification or accreditation) of school

counselors, the countries can again be divided into 2 groups:

Countries with no licensing — Austria, Bulgaria, Croatia, the Czech Republic,
Denmark, North Macedonia, Malta, Russia, Serbia, Slovenia, Spain, and
Turkey.

Countries with licensing required — Ireland, the United Kingdom, and the
United States.

Table 2: Position requirements

Austria (R & 3
Bulgaria [N (N
Croatia 3 3
Czech Republic (R (AN (R
Denmark (R & 3
Ireland (R (R 3
Malta a (08| (08|
North Macedonia 3 N

Part 1: School Counseling Policies
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Russia (A
Serbia 3 (R
Slovenia 3 (R
Spain AN [N
Turkey (RN
UK [ (88
USA 2y (28] 2y
Legend:

L) Education

| Psychology

L) Education or Psychology
! Bachelor or Master’s degree
L) Master’s degree

[ Specialization required

Licensing required

Role of school counselors

Examining this aspect, it can definitely be said that the role of school
counselors has many common characteristics in all countries. The role usually
includes:

e supporting students in their psychological, academic and social development;

e consulting students, parents, and teachers;

¢ resolving conflicts between teachers and students;

¢ helping students to identify their abilities, capacities and interests;

e preventing dropout;

e supporting the school organization and the teaching/learning process;

¢ advising students about their career orientation and decisions;

¢ collaborating with school staff (principals, teachers, other specialists); and

¢ maintaining school counseling documentation.

Functions of school counselors

The comparative review of a large body of documents (ASCA, n. d.; BACP, n. d.;
Bundesministerium fiir Bildung..., 2017; Danish Agency..., 2014; Jurié¢ et al, 2001;
Ministarstvo prosvete 1 nauke, 2012; Ministerstvo s$kolstvi, 2005; Ministry of
Education, 2003; Ministry for Education and Employment, n. d.; Ministry of
Education and Science, 2019; Ministry of Education and Science, 2016; Ministry of
National Education, 2020; Mrvar Gregorcic & Mazgon, 2016; National Centre for
Guidance..., n. d.) shows that the following functions can be outlined as common for

all or most countries:

Comparative School Counseling, 2021, Volume 1



School Counseling: A Comparative Study in 15 Countries

¢ identification function — diagnosing psychological, learning and social
difficulties students have, and identifying gifted students and students with
special needs;

¢ information function — giving information to all school actors according to
their needs;

e support function — supporting personal development of students;

e consultation function — organizing individual and group consultations with
students, parents, teachers and other school members;

¢ orientation function — helping students to get a better orientation about next
level of education, vocational qualification or work market;

e prevention function — preventing students from possible risks and dropout;

e correction function — working with students who need additional help in
coordination with other teachers and specialists;

e mediation function — solving problems between students, teachers, parents
and principals;

e assessment function — monitoring the school process and assessing the
quality of school work;

e development function — creating tools for optimizing the school work; and

e research function — getting knowledge of changes, best practices and
innovations for improving the school work.

It should be clarified that this list of functions is rather relative. In some

countries, these functions are subordinated — some are main, while others are sub-
functions or activities/tasks. It was our intention here to outline the big scope of

functions of school counseling.

Interaction

It is clear that school counselors need to interact with a large circle of persons
and organizations, such as: students, parents, teachers, principals, other school based
or out-of-school based specialists (social workers, psychologists, speech therapists,
doctors, etc.), municipal and state institutions, non-governmental youth and children
organizations, centers for professional information, police and court authorities. In
Ireland, the United Kingdom, and the United States school counselors are expected to
contact universities and colleges, representatives of local business, and members of
the local church. A specific feature in the United Kingdom is the cooperation between
school counselors and the school pastoral system (BACP, n. d.).

Ratio

The number of students at school per one school counselor ratio averagely
varies between 250 and 500 students. The best standard (i.e. the lowest ratio) is
announced in Croatia — schools with about 180 students must have 2 school
counselors, schools with 180 to 500 students must have 3 school counselors, and
schools with more than 500 students must have 4 school counselors. In the United

States, the average standard is 250 students per one school counselor. In Malta, the

Part 1: School Counseling Policies
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standard is 300 students. In Ireland, schools having up to 500 students must appoint
at least one school counselor, while schools with more than 500 students must have
one school counselor per every 250 students. In Spain, this number is 800, while in
Turkey is about 1000. In Bulgaria, Russia and the other countries the usual standard
is 500 students. However, in Bulgaria, the Ministry of Education and Science plans to
decrease this number up to 400. The appointment of school counsellors in England is
not statutory merely advised by the DfE but left to individual schools to decide and

numbers of school counsellors have decreased since 2010 (see Hilton’s paper).

Conclusion

The paper shortly and comparatively presented some aspects of school
counseling in 15 countries (14 European countries and the United States). It is
clearly declared in national documents (laws, strategies, reports, regulations,
instructions, advices, ministerial orders, recommendations, etc.) of all countries that
school counseling is a very important position at schools that will play a more and
more significant role in the development of education. According to the United States
Department of Labor (2018) the number of school counselors in USA will increase
with 13% until 2026, which is the highest increase among all professions.

It could be summarized that in the countries included in this study the school
counselor is considered the specialist who shall: 1) support the psychological,
academic and social development of students; 2) try to resolve conflicts between all
actors in school life; 3) help students to face personal problems; 4) consult students,
parents, teachers and principals; and 5) act as a coordinator of various school
activities. It was mentioned in the Introduction of this paper that school counseling is
the most multifunctional position in the school system. The huge diversity of
functions listed above shows an abnormal spectrum of problems school counselors
should try to solve.

There are also certain differences in school counselors’ work. While in some
countries the focus is on supporting students in their personal development and
learning (Denmark, Ireland, the United Kingdom), in others the equal attention is
paid to the successful realization of teaching and school work and the improvement of
the overall functioning of the school as an institution (Croatia, Slovenia, Serbia). In
addition, the dominant functions or duties of school counselors vary across the
countries — in some cases it is mental health care (the United Kingdom), elsewhere
academic and career guidance and counseling (Austria, Ireland), prevention (Russia),
etc. In some countries, the United Kingdom and the United States are typical
examples among them, there are career teachers/counselors/advisers in secondary
schools who are responsible for career education and liaising with career providers.

It is evident in position requirements, ministerial instructions, school forums,
and associations’ advice used in the 15 countries that national education policy
makers, principals, students, parents, and inspectors expect from school counselors to
be: active, balancing, careful, communicative, competent, complex, confident,

Comparative School Counseling, 2021, Volume 1
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creative, curious, defending, discreet, educative, experienced, exact, flexible, honest,
inspiring, interesting, kind, learning, loyal, moral, motivating, multifunctional,
objective, open, original, patient, positive, reliable, searching, seeing, sensitive,

smiling, social, supportive, sympathetic, tolerant, understanding, useful, variable.
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Abstract

Policies that are intended to facilitate school counseling practice often fail to achieve their
intended results and sometimes have unintended negative consequences that actually impede
effective practice. This paper illustrates three such cases from Turkey, Chile, and the United
States and analyzes the reasons behind policy failures. The paper also identifies some
important considerations for effective policy development and implementation.

Keywords: school-based counseling, policy, policy development, evaluation, Turkey, Chile,
United States

Introduction

Policy articulates desired ways of being for a society. Ideally, policy is meant to
serve the public good. Starting as a broad statement of values, policy describes a set
of conditions preferable to those currently in place. Embedded within any policy we
should be able to find a theory of action, that is, a causal statement that if we do X, Y
will result (Rallis & Carey, 2017).

We offer three examples: 1) If we teach character strengths, root values, and
21st Century skills through classroom guidance lessons, students’ academic, career,
and social-emotional outcomes will improve (Turkey); 2) If we require schools to have
psychosocial interventions, the social-emotional climate will improve; if the social
emotional climate improves, learning will increase (Chile); and 3) If students who are
emotionally dysregulated in class go to the “quiet” room, they can take space, use
coping strategies, and with staff support, regulate their emotions (United States).

However, designing, enacting, and implementing such cause and effect policies
1s not a clear and linear process. Written policy tends to be general and broad, thus,
open to multiple and varying interpretations across individuals and contexts.
Policymakers ignore prerequisite factors such as funding, human resources, and
training. Policymakers also often fail to formatively evaluate policy implementation
to determine whether if the anticipated actions actually occur. Relationships between
policy and practice become convoluted and unpredictable, so programs meant to

implement policies often yield troubling results.
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Around the world, the work of school-based counselors and counselor educators
1s shaped by policies that communities and governments create and attempt to
impose in ensure effective practice (Morshed & Carey, 2020). At times, these policies
actually support effective practice; often they constrain or impede practice.
Mismatches between policy and implementation occur. The three policies above
illustrate this conundrum.

Case: Turkey

Classroom Guidance Programs (CGPs) are considered an important element of
the comprehensive school counseling services. CGPs for all grade levels were
designed by the Ministry of National Education (MoNE) to improve social-emotional
and career development, and the academic achievement of students (MoNE, 2018).
The MoNE asserts that CGPs have been prepared based on basic principles of
Turkish national education expressed in the National Education Basic Law No. 1739.
The CGPs have been implemented for a long time in Turkey. The immediate key
outcome indicators of the CGPs for all grade levels are clearly defined by the MoNE
as “A program that aims to systematically present activities through group work in
classrooms to meet the pre-defined program outcomes in the areas of students’ social-
emotional, academic and career development” (MoNE, 2020, Article 3). The MoNE
assumes that teaching certain skills, values, knowledge, and attitudes through the
CGP will lead to academic, career, and social-emotional development of students.

In Turkey, the educational system is highly centralized, and therefore the
CGPs framework and outcome indicators are determined by the MoNE. Classroom
guidance teachers are responsible for implementing CGPs in collaboration with
school counselors.

Although CGPs are prepared with good intention and with a solid rationale,
they are not implemented in practice as intended. The examination system in Turkey
1s addressed in literature as one of the causes of this policy-practice gap. Nationwide
central exams have an important place in the Turkish education system. Students
must get a good score from these highly competitive nationwide central exams to be
accepted into a school that provides high quality education. The literature indicates
that teachers are usually under pressure to cover course curriculum in order to
prepare students for the content of these examinations, and therefore, both teachers
and students are reluctant to spend time related to the CGP (Oztiirk, Esen & Siyez,
2020). Since success in these examinations is so critical for students, many things in
the education system other than preparing students for the examination are of lesser
importance.

As previously stated, classroom guidance teachers hold primary responsibility
for implementing this program. Therefore, the knowledge and skills of these teachers
are defined as key resources in the program logic model. Yet, from the literature,
another reason for the gap between policy and practice is due to lack of competence of

classroom guidance teachers in dealing with the subjects that constitute the content
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of the program (Demirel, 2010; Oztirk, Esen & Siyez, 2020; Sarlak, 2019). For
example, a wide variety of topics, such as ‘setting career and major selection goals’,
‘bullying’ and ‘teaching empathy’ are included in the program. However, classroom
guidance teachers are not always equipped in these areas to provide assistance. In
addition, teachers find instructional materials and activities used to teach the CGP
objectives to be inadequate (Demirel, 2010; Oztirk, Esen & Siyez, 2020; Sarlak,
2019). It is clearly evident that the policymaker’s decisions are flawed by the
assumption that teachers can easily teach the CGP subject matter with the guidance
of exemplary activities which is provided.

Coordination and teamwork of classroom guidance teachers and school
counselors is vital for the CGPs to be carried out as intended. The regulation states
that “school counselors approve the classroom guidance plans, and monitor its
implementation by the classroom guidance teachers”, and “implement activities that
require special knowledge and skills in the field of psychological counseling within
the scope of the classroom guidance program” (MoNE, 2020, Article 3). Moreover,
school counselors are also responsible for giving support to classroom guidance
teachers when they need any help in presenting the CGP content (MoNE, 2020).
Even though input of school counselors is considered essential in the program logic
model, the literature indicates that in many schools, counselor to student ratio is so
high and/or school counselors are so overloaded with other duties, that they fail to
give the needed support to the teachers and to monitor the program implementation
(Karatas & Baltaci, 2013; Demirel, 2010; Oztiirk, Esen & Siyez, 2020).

The unwillingness of classroom guidance teachers to implement CGPs is also a
factor that hinders the implementation of the program (Karatas & Baltaci, 2013;
Demirel, 2010; Gurgan, 2020; Sarlak, 2019; Tuzgol Dost, 2020). Classroom guidance
teachers display negative attitudes and beliefs toward the CGP for several reasons.
For example, many believe the program creates so much paperwork, or they may not
believe in its effectiveness. These negative attitudes create a low level of
commitment, which in turn impedes the implementation of the program. Many times,
teachers merely fill out the CGP documentation as required classroom protocol
without actually fulfilling the activities at all. This, then, makes the CGP policy

symbolic rather than a program serving a useful purpose.

Case: Chile

This case describes the acts and policies that influence Psychosocial
Interventions (PI), focusing on Educational Preferential Subsidies (SEP) Law
(MINEDUC, 2008, No. 20248), School Climate Policy (NPSC) (MINEDUC, 2019), and
School Violence Law (2011), and identifies and illustrates some of the issues of
implementing social and psychological support within the schooling system. Problems
related to the policies and to the practice are explored.

The SEP law provides extra funding to schools that serve most vulnerable

students; in exchange, these institutions need to implement improvement plans and
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accountability practices. Also, schools are required to increase academic outcomes
and other school climate indicators or suffer penalties if goals are not accomplished
(Bellei & Garcia Huidobro, 2006). Particularly, SEP resources in the school climate
area could be spent on “psychological support and social assistance to students and
their families” (MINEDUC, 2008, p. 7). Hence, schools started to hire social workers
and psychologists (psychosocial pairs or PP) to carry out the so-called PI.

The policy emphasizes that positive school climate is fundamental for ensuring
students learning, participation in class, and obtaining positive academic outcomes
(Thapa et al., 2012; Wang & Degol, 2016). In fact, it is relevant from a human rights
perspective because building a favorable school climate contributes to students’
emotional, social, and academic development (UNESCO, 2013). Thus, the PP’s role
can be crucial for developing supportive interventions for the most disadvantaged
students (Gatica, 2016; Cadiz & Manriquez, 2015). Consequently, the SEP policy
aimed to compensate for the greater costs of educating the socioeconomically
disadvantaged. In a more specific manner, the PI policy logic is that disadvantaged
students require extra support. At the institutionalized level, PI support is expected
to build positive school climate and increase the measure on school climate, with the
result that learning will increase.

However, researchers, practitioners, and policymakers have criticized these
school climate policies. For example, Lépez et al. (2018) explain difficulties between
definitions of school climate and evaluation indicators by MINEDUC. Additionally,
the MINEDUC published the NPSC 2019; this last edition focuses on managing
school climate plans, introducing some elements related to PI, describing the
positions, and briefly regulating PP’s multidisciplinary work without clarifying a
model of intervention.

Similarly, Magendzo, Toledo and Gutiérrez (2013) stated that opposing
perspectives compose the Act of School Violence. One perspective is control and
sanction, establishing roles, responsibilities, and protocols to avoid penalties. Another
view 1s to encourage the democratic process, emphasizing negotiated agreements
(Magendzo, Toledo & Gutiérrez, 2013). Likewise, the act produces a system of cost
and benefits for schools, providing the reduction of school violence treatment to follow
the administrative process to avoid fees (Carrasco, Lépez & Estay, 2012). Hence,
these two opposite perspectives coexist, creating a paradoxical scenario between
building a positive school climate and implementing punitive measures.

At the level of practitioners, studies affirm that professionals warn that the
accountability process altered PI to focus strongly on producing evidence of having
accomplished the improvement plan (Carcamo-Vasquez, dJarpa-Arriagada &
Castaneda-Diaz, 2020; Obando & Aicon, 2019) and hindered proposed new models as
solutions to the contextual problems (Carrasco et al., 2019). Furthermore, studies
show a weak Ministerial and local administrative support for PI and a lack of specific
guidelines (Gatica, 2016; Carrasco et al., 2019). Moreover, psychologists’ role tends to
individualize the problems and follow a clinic-medical model (Lépez et al., 2011).
Similarly, Apablaza (2017) states that specialized teams introduced a new type of

Comparative School Counseling, 2021, Volume 1



When Practice Belies Policy Intent: Cases from Chile, United States, and Turkey

knowledge, using the diagnosis to develop a valid truth about vulnerabilities,
students, and families that displaces pedagogic expertise and develops dynamics of
inclusion-exclusion.

Hence, the school climate policies present difficulties in conceptualization and
measurement and introduce different mandates between supporting positive school
climate and promoting sanction and penalty approach. Additionally, in practice, the
PI is affected by the accountability process, a lack of institutional support, and an
individualistic intervention model. Consequently, even when PI’s introduction came
from a policy with an inclusion and equity approach, developing research to
understand the gaps between the act and the PI's implementation is still essential.
Specifically, the link between the PI and its contribution to building a positive school
climate remains unclear. This gap between the policies and the PI implementation
needs further investigation because it affects school communities and influences

students' trajectories.

Case: United States

A small suburban public school district in the United States is committed to
social, educational and community-based inclusion of students with emotional
diagnoses. In support of this policy, the schools use a program called LINKS whose
theory of action is: if students are provided a safe, supportive environment that fosters
positive connections with trustworthy adults, they will be able to apply learned skills
to optimize their social emotional learning within their school community.

In practice, the model does not work in the middle school. Two major problems
exist with the program in that setting: 1) how students access the program; 2) what
happens when students get to the space. Lack of consistency and teacher rationale
present challenges related to how student get to the LINKS room. In some cases, if a
student 1s acting out (refusing to do work, speaking loudly, or i1s disrespectful), the
classroom teacher will send the student to the LINKS room. Teachers treat the
decision as punishment while conveying the message that sending students to the
LINKS room is better than sending them to the office. Thus, the teacher removes a
disruption, not a student with disruptive behavior, from the classroom without
addressing the problematic behavior. The student may be acting out because the
work 1s too difficult, the student is bored or is seeking attention; however, the teacher
avoids examining the behavior. By sending students to the program, teachers fail to
examine and address antecedent behaviors or any possible triggers. “Go to LINKS” is
an easy command that presumably allows the teacher to return her attention back to
the class at hand and removes the responsibility from the teacher. For example, if
directions are unclear and a student shouts, “This is stupid!”, the teacher may simply
tell the student to leave the room without asking why he said this. The teacher
removes herself from the equation and may justify her actions by reporting the
student was dysregulated and simply acted out. On the other hand, some teachers
refuse to let a student go to LINKS when the student requests it. This teacher may
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report the student was not dysregulated or will claim the student only asked to leave
the room as a way to avoid work. In these cases, the student may then escalate
behaviors until the teacher is compelled to address them. In this case, the student
may be instructed, “Go to the office!” where punishment is then expected.

In both scenarios the motives are similar, and the results are the same. Either,
the teacher does not respect student behaviors as a function of the classroom or
ignores that the student may have an emotional disability. In the former, the teacher
1s not questioning why a student acts out but is reacting to the behavior, not the
cause. In the latter case, the teacher does not understand what this student’s
emotional disability is and how it presents in the classroom. Either way the teacher
misses out on an opportunity to help the student understand her disability or use
appropriate coping skills to regulate himself. In the first scenario the teacher is using
LINKS as a punishment, not understanding why the student is acting out. In the
second scenario the teacher is not using LINKS appropriately, denying the student
access to therapeutic support by sending her to the office to be punished. In both
cases the student’s needs are not being met. The student is not allowed appropriate
access to the therapeutic classroom.

The second problem with this program is what happens when the student
arrives in the LINKS room. At least four scenarios occur, only one of which is
positive. The positive scenario is when the student arrives to the room a trained staff
member greets him, helps him to de-escalate and use appropriate coping skills.
Unfortunately, sometimes when a student is sent to the room, a sign on the door
reads: “LINKS is closed”. This happens because the teacher hastily sent the student
without calling to confirm that a staff member is present in the LINKS room. Other
times, the student arrives to a staffed room, but the staff member does not choose an
appropriate method for helping the student. Perhaps the student is angry, the staff
member assumes he was disruptive, and simply tells him to do work. The student, in
a heightened state, is unable to focus on the schoolwork and then gets into a power
struggle with the staff member. In another situation, the student arrives to the room,
and the staff member directs the student to sit for five minutes to “calm down”. This
action is appropriate until the staff member repeatedly asks the student if she is “ok”,
well before the five minutes expire, causing the student to re-engage in negative
behaviors. With the exception of the first scenario, the objective of providing a safe
environment that allows student to apply learned skills is not achieved.

The overarching failure of the policy of sending students to a therapeutic
classroom when dysregulated is due to poorly trained staff. Classroom teachers are
not instructed how to approach students with an emotional disability, when to use
LINKS, and how to refer students. The paraprofessionals in the program are not
trained in how to address students in different states of dysregulation. Finally, the
adjustment counselor is not trained to train staff members how to be best approach
each individual student.
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Analysis and conclusions

All three of these scenarios illustrate instances where policies fail to achieve
their desired intent and actually detract from school-based counselors’ ability to help
students. We suggest that these failures resulted from two all too common
policymaking practices: basing a policy on a “naive” and under-developed theory of
action or “logic model” and failing to formatively evaluate policy implementation.

The Chile and US cases represent prime examples of policymaking that is
based policy on a “naive” and under-developed theory of action. The Chile case
illustrates how a fuzzy definition of key element of the theory of action (i.e. school
climate) led to multiple interpretations of appropriate practice and widespread use of
conflicting approaches—many of which would not actually be expected to align with
the desired policy objective. The US case illustrates the use of a theory of action that
1s “naive” in several respects including its assumptions that classroom teachers either
already had or would automatically develop the requisite knowledge, skills and
attitudes to make decisions about the appropriateness of sending students to a
therapeutic classroom and to employ an effective process referral. It also naively
assumed that school-based counselors in the therapeutic classrooms had the requisite
knowledge, skills and attitudes to work effectively with a broad range of students
who would arrive on a haphazard “schedule”. Fleshing out the theory of action before
formulating policy would have identified many of the complexities involved in
implementation and would have identified needed supports (e.g. procedures to train
teachers in referral practices) to help insure an implementation that would have led
to improved practice. Engaging school-based practitioners (in this case especially
classroom teachers and school-based counselors) in the process of elaborating a full
logic model would have been especially helpful.

The Turkish case is a prime example of what can happen when policy is
implemented without a formative evaluation. In this case, several factors conspired
to lead to policy failure (e.g. teachers and students reluctance to allocate time for
program participation because of the pressure to devote maximal time to
instructional activities that seem more directly connected to academic achievement;
and, school-based counselors’ inability to fully implement the program due to
conflicting responsibilities and work overload). These impediments to effective
program implementation would have been readily identified in a formative
evaluation of implementation leading to modifications in policy and/or its mode of
implementation. This formative evaluation could have been conducted with a small
group of schools prior to full roll out of the policy or as the first phase of policy
implementation. While there are some costs in both time and money associated with
such formative evaluation, the alternative is wasting educational resources on the
widespread implementations that cannot produce their intended benefits.

In all three cases described in this paper policy failure was anticipatable before
implementation and/or could be easily detected at early stages of implementation.
Taking care to 1) fully develop the theory of action underlying school-based
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counseling policy using input from stakeholders, and 2) formatively evaluating
school-based counseling policy implementation at its earliest stages are two effective
strategies for ensuring that policies actually result in intended improvements in

practice and contribute to the public good.
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Abstract

This paper examines counselling provision in schools and universities in England which has
been growing since the 1960s. However, of late, despite high increases in children in school and
young people in higher education, displaying higher levels of emotional and mental health
problems, funding for schools has been cut and a decline in the numbers of counsellors
available has occurred. This, despite serious concerns in government about children’s mental
health and various government initiatives, aimed at encouraging schools to provide such
services for pupils and their parents. In many cases, the role of counsellor has been diverted to
teachers or often, to teaching assistants or welfare workers, who have received little training in
this area. In universities, problems have risen sharply since the beginning of the Covid-19
pandemic, as campuses were closed and teaching delivered on line. This meant the ability to
access one to one counselling for students also had to be provided online, not face to face. This
was at a time when university students were facing numerous problems including isolation,
some teaching staff unprepared for high quality online delivery and loss of part-time
employment which for students, was vital in maintaining a decent lifestyle. New students
starting in September 2020 faced a situation which was not what they expected to find in
university life and this has resulted in a growth in stress, anxiety and ideas of abandoning
studies. Those graduating are also facing the challenges of a rapidly declining job market and a
highly uncertain future, with little in the way of support for mental health issues, as they are
now outside the education system.

Keywords: counselling, schools, colleges, universities, mental health, England, Covid

Introduction

The UK government provides advice to schools, the National Health Service,
Local Authority (LA) Commissioners of Counselling and other facilitators of
psychological support, who provide counselling to pupils in primary and secondary
schools in England. Interest in this service started in the 1960s and increased in the
latter half of the twentieth century. However, one past Chief of Ofsted Chris
Woodhead, was known to hold the opinion that schools and teachers are not there to
mirror the work of social service departments, but to educate children (The Times,
2006). He believed many teachers were too closely involved with giving emotional
support, as opposed to educating their pupils and that former task should be left to

experts, preferably educational psychologists and social workers. However, many
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schools had noted an increase in children suffering from mental health issues and
demonstrating the effects of emotional disturbance with altered behaviours, caused
by the problems in their lives. The origins of these included, family breakdown,
bullying, (cyber or in person) and the intense pressures to conform and to be popular
with peers and successful in school, plus presenting the ‘right’ physical image, to
name only a few. This had led to an increased suicide rate in young people, school
refusal, family relationship problems, eating disorders and the desire to be popular
and attractive and belong. This latter has in some areas, led to the move to a gang
culture. Schools therefore saw an urgent need to offer counselling services to their
pupils. Eventually however, the costs of providing this service in-house, as
school/college budgets came under strain elsewhere, became impossible for some
institution. This resulted in teachers having to deal with children with mental health

issues with, in some areas, little or no support.

Training counsellors

Counsellors in England can be trained after obtaining a degree (any subject)
followed by acquiring a post graduate counselling qualification, or following an
introductory counselling course, which leads to further awards, such as, a certificate,
or diploma. There are many companies, in addition to colleges and universities
providing such programmes and these can be followed face to face or online. However,
most of them involve payment by the individual. Training involves placements, so
that students learn to apply their theoretical knowledge, whilst being supported in
their role. Counsellors need to be listed on an accredited register to be allowed to
work in schools and like all school staff, have to pass police safety checks and hold
the Disclosure and Barring Service (DBS) clearance. Once in post in England, school
counsellors work only during term-time. The posts are often part-time, so an
individual may have to work for more than one school, or for a business that provides
counselling services to several schools in their area. Some LAs have counsellors who
work within that authority’s schools, as needs arise. Those working with younger
children tend to base their work or play, or use art to help children understand and
express the problems they face. Whereas, with secondary students, the one to one
approach of a listening ear is available. Counsellors also have to be ready to discuss
problems with the parents, who may not wish to acknowledge there is a problem or
conversely, be over anxious or demanding, insisting that their child’s needs are
prioritised. Training of these counsellors therefore has to include how to approach
this type of situation. Incomes tend to be lower than for teachers, but there are good

chances of promotion possible, including becoming a trainer of counsellors.

Counselling in schools

The purpose of the provision of counselling in England’s schools, is to provide
such services ‘as a psychological therapy to improve the mental health and wellbeing
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of children and young people’ (Gov.UK, 2016, p. 1). In its Guidance Document (DfE,
2016), the government acknowledges that the country has a problem with mental
health issues in young people. This Document is not of a statutory nature; that is, its
purpose is for guidance only on the use of counselling services in schools and why the
government supports the idea of offering this service to pupils. Therefore, schools are
not obliged to appoint a school counsellor, indeed many do not and use ‘support staff’,
such as teaching or welfare assistants to fulfil this role. However, such people rarely
have professional counselling or psychological training, to enable them to help with
the mental health issues of students. LAs and state schools have access to an
educational psychologist and these professionals are often involved with children
with learning, or severe behavioural difficulties in schools. However, educational
psychologists are in short supply and not readily available as many have long waiting
lists of clients. In addition to the above-mentioned material, the Department for
Education (DfE) also issued a document on Mental Health and Behaviour in Schools
(DfE, 2018) and the PSHE Association also offers support on mental health issues to
teachers working in the area of personal social and health education (PSHE
Association, 2019). This later document stresses the need for a safe learning
environment in order to successfully teach such difficult subjects. The problem with
PSHE for many years has been, that most teachers are not sufficiently trained in
these aspects of the curriculum, but rather in the main subjects such as maths,
English etc. Although PSHE is now statutory, there are few experts trained in this
field and most of this teaching is undertaken by form teachers, or a team of senior
teachers, many of whom have little specific training in this area either (Hilton, 2009).

The DfE advises that counselling services provided in schools are most effective
where encompassed by a whole school approach to the emotional health and well-
being of its pupils. Schools are urged (DfE, 2016, p. 12) to develop ‘confidence,
resilience and motivation in their students’. This the DfE suggests, will establish
these traits in students and so, in their later working lives they will enhance the
ability to contribute fully to society and therefore to the economy. Much of the
document on counselling appears to be directed mainly at improving the mental
health of young people. Obviously, concerns have been raised in recent years about
the rise in bullying, gang activity and abuse of children by their peers, which may
occur face to face, but most often on social media. This can and has led to suicide and
also to the development of a gang culture, as individuals feel protected if part of a
gang, even if this involves them in unlawful behaviour.

By 2017 it appears that one in eight children had recognisable mental health
issues (NHS, 2018). This report resulted in the government issuing a green paper on
improving children and young people’s mental health and subsequently several
health mandates, with the intention of addressing the problems of mental health
amongst the young. The disturbing reports of children self-harming and attempting
suicide alerted the media to the problem and questions began to be asked nationwide,
as to what solutions could be offered. In the Counselling in Schools paper (DfE, 2016)

the government had acknowledged the need for support in schools for young people,
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but subsequently the lowering of school budgets and strain on finances has
handicapped schools in appointing qualified counsellors. The pandemic of 2020 has
added further concerns about vulnerable children being at home when schools were
closed, with domestic violence incidents becoming more common and many deprived
children not having the required access to technology, in order to continue their
learning. In addition, Samaritans, the suicide prevention charity, has drawn
attention to the rise in suicide amongst young people, with concerns over mental
health rising steeply during the lockdown experiences. Their Head of Research
reports (Parker, 2020) that young people are suffering from the loss of friends’
support and as a result have anxious feelings and a stronger sense of frustration with
lockdown, than that suffered by older citizens. This is exacerbated by the loss of their
mechanisms for coping, which are their supportive friendship groups, plus their own
inexperience in coping with life’s challenges.

BACP has started a campaign in England to ensure that every secondary
school and further education college in the country has a trained counsellor. Salaries
vary however, and often positions are part-time only. The Institute of Public Policy
research reported that fewer than half the secondary schools in England have a
counsellor in place, worryingly less that in 2010 (BACP, 2020). In addition,
counsellors are much more common in private schools than in ones run by the state,
which the great majority of students attend; in particular children from deprived

homes, or with behaviour or learning difficulties.

Counselling provision for older students

Universities and further education colleges (FE) and sixth form colleges, also
offer counselling for students and staff. This began in the 1970s and the need for
services has increased over the years and particularly in the light of the pandemic
crisis. Funding however, for counselling in FE and sixth form colleges has been
reduced of late. The approach to counselling in all these settings is seen by BACP
(2017) as offering the support needed by students, within the context of the place in
which they study and sometimes live. The idea is to enable the clients to understand
better their psychological and emotional problems and find ways to increase their
coping strategies and self-understanding. This helps them to develop resilience
(Broglia, 2015). Across the three areas of education involved, the type of counselling
offered can differ. In FE and sixth form colleges, individual or group counselling can
take place and eventually may involve parents and teachers, as it does in schools. In
university settings students tend to be offered individual counselling services, or self-
help approaches with professional guidance, or the support of peers (Broglia, Millings
& Barkham, 2017). Recently, the use of telephone support or support online has been
offered; this rising exponentially during the Covid crisis and closure of universities.
Little is yet know about the efficacy of this approach, but during the pandemic of
2020, when universities were closed and lectures were online this was the only

approach students could utilise, as face to face consultations were not possible.
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During the start of the crisis students were, in many cases sent home until the start
of the autumn term in 2020 and taught and assessed by online services. This was not
only stressful for students, resulting in a rise in depression and anxiety, but also for
the staff. They, at short notice, were expected to alter, (as were school teachers) with
little notice, their presentation of materials and interaction with students to online
delivery. In addition, staff were expected to work from home alone without on-site
support. This way of working, though familiar to some tutors who taught distance
courses to students resident around the country and the world, had not been a day to
day occurrence for all tutors. Examinations were cancelled, course work was the area
judged to award degree classifications and this for some students (those good at
written or practical exams), possibly resulted in lower grades than had been
expected. However, university students at least did not have to deal with the turmoil
of the schools’ GCSE and AL results. The use of an algorithm to alter national
examination grading with the intention of promoting a fair result, caused massive
outcries over what were considered unfair judgements. The regrading of many results
had to therefore occur, causing untold stress to teachers and students alike.

For those moving away from home to study the problems of working in
‘bubbles’, or having to stay in accommodation blocks to study online, as face to face
classes were suspended, resulted in much unhappiness and a feeling that they were
paying for tuition that was not at the expected standard. In addition, there were, due
to social mixing which was against university policy, a rising number of cases of
Covid-19 within the student body, particularly amongst first years. One hundred and
nineteen universities had Covid outbreaks by the end of October 2020 (Coughlan,
2020). This resulted in two-week lockdowns, causing students to feel abandoned,
lonely and even lacking in basic needs, such as food and other necessary supplies
(BBC NEWS, 2020). One university even asked for local residents to provide food
parcels for the locked down students. This request did little to arouse sympathy in
the local populace, who considered students’ behaviour had in many cases been
unacceptable, due to their disregard for rules about social distancing. These breaches
were likely to cause impositions on socialising in the surrounding community, where
students’ disregard of rules on mixing was much resented by local residents.

For new students all this caused added stress to that normally felt by young
people living away from home for the first time and having to cope with experiences
for which they had received little, or no preparation. One new student in a university
in the south of England, studying at home was concerned about the lack of face to
face teaching and the inability to visit the university library to complete assignments
(Lewington, 2020). However, after taking time to getting used to working online
using Microsoft Teams, she found it a good experience overall. She enjoyed getting
together on that platform with a small group of students, who worked together and
encouraged each other, discussing materials and assignments. In addition, this
blogger stressed the need for relaxation and social contact in order to control anxiety
and mental stress. She made daily calls to close friends and with a group set quizzes

each week for everyone to answer, providing fun and relaxation. Working together in
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a group kept her motivated and was stimulating for her learning. The group in fact
almost acted as counsellors for each other and prevented the possible loneliness she
had worried about, before starting the course. In addition, she stressed that physical
activity was also important and doing other things than studying, in order to keep a
balance in her life.

The Guardian (Blackall, 2020) reported the many concerns and stresses
suffered by university students as a result of the pandemic. Some had lost part-time
jobs due to closures of cafés, pubs and shops. They were very concerned about this, as
the jobs were what kept them able to attend the university; that income provided
money for food, books and other necessities. Some said if they could not find other
employment, they might have to leave their studies. Many worried about the quality
of education they would receive in this new environment, whilst still paying the high
price for what should have been face to face teaching and support. The social
distancing restrictions also worried many, as they saw university as a way of making
new friends, many for life and networking, especially if undertaking a Master’s
degree. This type of activity would be severely restricted due to the controls in place
on social mixing. All the students felt stressed, uncertain as to whether to defer on
carry on and as mentioned above, angry about the high costs for online study. It is
clear that the need for support and reassurance had grown exponentially during the
Covid crisis, but little has been said about increasing the provision of support and
counselling to university students. Certainly, it 1s doubtful to see if university
counsellors could do much to alleviate many of the problems students faced, such as
the type of teaching, restricted social lives and loss of part-time employment.

However, the effects of the pandemic did not only manifest themselves with
those starting university and facing lockdown isolation online, but also the possibility
of catching the virus from other young people who refused to socially distance and
behave sensibly. Many newspaper reports condemned the ‘selfish’ attitudes of the
young who continued to mix, party and ignore the rules, believing in many cases they
were not going to suffer badly if they caught the virus. Possibly the constant publicity
that older people were the ones more likely to die, or be seriously ill, was too strongly
circulated. However, many were afraid, feeling cut off from support and this led to a
great rise in reports to mental health charities, of suicidal thoughts, loneliness and
self-harm. As they were generally not on campus and often in small groups, who
might on not be their close friends, counselling became even more important, but
more difficult to access.

In addition, the crisis also impacted those leaving university having gained
their qualifications. Many students did not have the joy and pleasure resulting from
being watched by their families at degree ceremonies and having a sense of
achievement they could share with friends, who have travelled with them through
the university years. BBC Panorama (2020) reported the devastating effect of the
pandemic on employment prospects. Young graduates featured in the programme
spoke of careers ruined, due to cut backs in areas such as theatres, air transport and

the hospitality industry. So, instead of starting new careers, many young people
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found that the jobs they had hoped for had vanished due to lockdown and companies
retrenching and cutting numbers of employees. This, the programme reported, had
led to depression, a sense of helplessness and a feeling that their hopes and dreams
had been dashed, with little chance of their being more opportunities in the future.
The rate of unemployment and job losses even of part-time work used to help with
living costs, had risen much more sharply for people aged under twenty than for older
workers. Therefore, those attempting to start out on careers were instead, spending
their time applying for numerous jobs each week, many of them not at graduate level.
Experts on the Panorama programme suggested that this situation, if it continued
would build up many problems for this group in future years. For these young people
access to counsellors is even more difficult, as they have to either pay to be privately
treated, or hope the National Health Service, already under massive pressure could
offer mental health services, but these pre the pandemic had already been stretched

to breaking point.

Research interviews with a first-year university student and
a PhD student

First-year student

The first-year student had found the university experience interesting, but
sometimes difficult after his first five weeks in halls of residence and beginning his
studies. In common with many students, he did not enjoy the online learning,
preferring face to face teaching. However, he felt lucky that doing a practical subject
(chemistry) he had to be in the laboratory each day, meaning he did not have all his
lessons online. He said he had struggled with those, as some of the tutors seemed
badly prepared and not used to teaching in this way. This he felt, added to the
stresses that students were already suffering from missing home, having to make
new friends, learning to be self-sufficient and be self-responsible for working and
submitting assignments. He said first years had been offered the support of fourth
years as student counsellors, to help them settle in and he had decided to apply for
that support. His student helper had already contacted him and he was grateful that
he now had a more experienced student to ask for advice, about issues of which he
was uncertain. Many universities use older students to support new ones and it
generally proves a very useful aid in helping new students settle. This is a way of
providing help and to some extent informal counselling, from the experienced to the
inexperienced. It is commonly known as a ‘buddy system’. He also talked of his
concerns for a student living on the fourth floor of his halls of residence, who never
seemed to mix with anyone, had it appeared, not made any new friends, as he had
and appeared to play on his Xbox all day and not do any work. He had not considered
suggesting that this particular student should self-refer to the counselling service, as
he felt he did not know him sufficiently well to discuss personal problems. He
discussed the anger of some students at paying full fees for lessons, that in some
cases were recorded and just available to access if you bothered, with no one checking
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up as at his FE college, that you had done the work. The process of self-reliance is to
many young English people, something that they have not really faced, before going

away from home to university.

PhD student

The woman was in the process of doing final thesis corrections, before being
awarded her PhD. She was in her early thirties and described the stress of living
with two other students, also PhD candidates, in a small terraced house near to the
university. They spent most of their time in their rooms, where they also slept and
sometimes ate. There was one small sitting room where they could relax, break away
from their studies etc. but it was so small that they had decided to have a rota system
of who could use it and when. She felt isolated and dispirited, despite being about to
be awarded her doctorate. There would be no graduation ceremony with her proud
family in attendance and her delight at successfully completing years of hard work
she felt, had been stolen away from her. Looking into the future she was afraid of not
being able to find a job commensurate with her qualifications, after years of living on
very little money, from part-time employment in menial tasks. Her future in fact she
saw as bleak, until the country’s finances recovered from the Covid crisis and no one
could predict when that would occur. She was doing everything she could to be
positive but it was very difficult. She did not want to return home or become a burden
to her family and had not felt that her situation should be one to take to the
university counselling services, as they could not alter the situation she and they
were in at the present time.

Maybe the question which should be asked is, do we look after our children too
well and prevent the adult emerging from the childhood state? Thereby making the
need for universities to have to provide so much support, which in the past would not
have been required by young people. Formerly, they had to learn early to be
independent and be responsible for themselves. Certainly, those who in the past did
National Service, were expected to cope with harsh military practices and few visits
home, particularly if they were posted overseas. No counselling existed then and
those young men had to cope as best they could, with whatever occurred and life was
often harsh and fraught with difficulty for them. They were expected to manage the
new life and mature during their service. Do we expect the same of our university

students or do we still treat them as children?

Conclusion

At this stage in the pandemic, as a further wave of the virus is taking its toll
all over Europe, it is impossible to say what the long-term effects on the lives of
young people this will have in years to come. Employment prospects have been
decimated in the arts, retail, hospitality and travel for example. However, the need
for teachers, scientists and technologists, has increased enormously. The problem is

many of these young people have studied or are studying for what looked to be
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promising career subject areas, which now lie in ruins. The future does not look
bright for the Covid generation (as they are being called), with countries in serious
debt, companies retracting and more people wanting employment than is available.
We can only hope that the tide will turn and they will find more hope and
opportunity in future.
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Abstract

The goal of this study was to provide a descriptive comparison of pre-service school counselor
education systems in Australia, Malta, and Turkey. We defined pre-service school counselor
education as the range of compulsory training activities in which school counselor candidates
have to complete before entering the profession. This paper investigated four main issues: the
minimum formal educational qualifications required to enter training as a school counselor in
the three countries; the core activities which candidates need to complete, such as field-based
experience, practicums, internships as well as formal course work; the entry requirements for
work ready participation, such as licensure, certificate, or examination; and any specializations
required in the training for school counselors. To compare the education in the three different
countries we used qualitative comparative methodology with nationally defined entry
qualifications to the school counseling profession, as well as policy documents from selected
school counselor training institutions. We found some similarities but many differences in the
three countries in preparing candidates for school counseling. These findings can be used to
inform other countries to adopt more efficient and effective practices for the education of school
counselors and learn from one another to improve the quality of training so that candidates
can be better prepared to assist our young people in schools to lead rich and fulfilling lives.

Keywords: school counseling, training, Australia, Malta, Turkey

Introduction

Research has shown that school counselors make many positive contributions
which benefit all stakeholders in the school community (Carrell & Hoekstra, 2014;
Cronin, 2018; Dimmitt & Wilkerson, 2012; Shi & Brown, 2020). The presence of such
professionals with expertise in many areas is extremely valuable especially for

students who face complex problems in the modern world. Thus, it is important that
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school counselors receive a quality education and training themselves to be able to
perform these duties. It has been shown that pre-service training determines
professional competencies and many personal traits such as self-efficacy and
motivation later on in the real work setting (e.g., Goodman-Scott, Upton & Colburn,
2020; Slaten et al., 2013; Springer, 2015).

The purpose of this paper is to provide a descriptive comparison of pre-service
school counselor education systems in Australia, Malta, and Turkey. To compare
school counselor education we used a qualitative comparative methodology with
nationally defined entry qualifications to the school counseling profession, as well as
policy documents from selected school counselor training institutions. In the current
study, pre-service school counselor education is defined as the range of compulsory
activities in which school counselor candidates must complete before entering the
work force.

This comparative analysis highlights significant differences in how school
counselors are trained in the three countries. Contextual, historical, legal and
regulatory issues all impact on the training of these school professionals. The context
of education, the different job descriptions of school counselors, the legal and
regulatory bodies are first described for each country to enable the reader to place the
different training requirements in context. The paper then addresses entry
requirements into counselor training programs and into the profession, explains any
specialization that is provided in school counseling, and finally discusses the

similarities and differences in the training of school counselors in the three countries.

Context of education in the three countries

Before comparing training programs for school counselors, it is important to
understand the different demographics and contexts of education of the three

countries.

Australia

Australia 1s a vast continent, with more than 85% of the population of 25
million living within 50 kilometers of the coastline. However, in the largest
geographical states of Western Australia and Queensland, there are many rural and
remote schools. To understand education in Australia, one needs to understand that
Australia is divided into six states (New South Wales, Victoria, Queensland, Western
Australia, South Australia, and Tasmania) and two territories (the Australian
Capital Territory and the Northern Territory). Schooling is a state and territory
government responsibility. This is because when schooling became compulsory, there
was no federation of states but rather separate colonies (Campbell & Colmar, 2014).
This partly explains why school counseling and the subsequent training for school

counselors can be so different in different state systems.
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Malta

Malta i1s a southern European Union (EU) Mediterranean archipelago, where
the two main inhabited islands are Malta and Gozo. It is 80 km south of Sicily, 284
km east of Tunisia and 333 km north of Libya. With an area of 316 km2 and a
population of just over 450,000, Malta is globally one of the smallest and most
densely populated states. For most inhabitants (90%) Maltese is their mother tongue,
whilst the rest are either totally English speaking, bi-lingual or use Maltese and
English interchangeably (Brincat, 2005; Camilleri, 1996). Significant migration from
within the EU and from Northern and Eastern Europe, Africa and lately Italy, Sicily,
Nepal and the Philippines, have contributed to a significant increase in population,
new cultures and languages (DeBattista, 2016; del Peso Sanchez, 2015).

Turkey

Turkey is a large peninsula located at the meeting point of Asia and Europe. As
of 2019, Turkey’s population was over 83 million with a median age of 32,4 years
(Turkish Statistical Institute, 2019). K-12 school-aged children comprise almost 22%
of the total population (Ministry of National Education [MoNE], 2020). Education is
compulsory until the 12th grade, although pre-school education is not. Schooling is a
national government’s responsibility and the education system in Turkey is highly
centralized. The Ministry of National Education is the highest government agency in
charge of K-12 education.

Job description of school counselors

Australia

School counselor roles in Australian states are broadly similar (Faulkner,
2007). In general, the role of the school counselor is to assist students, teachers,
parents, and school communities to enable students to fulfil their academic potential
while maintaining good mental health and wellbeing by using preventative, proactive
and reactive strategies. The role seems to be continually expanding to assist students
with mental health concerns, assess students with learning difficulties and
disabilities, provide behavior management strategies to teachers and parents,
provide psychological assessment, career advice, information and counseling and
professional development for teachers and colleagues (Campbell & Colmar, 2014).

Malta

Maltese state schools are grouped into ten colleges. Each college has one
middle, one secondary and a number of primary schools. Maltese school counselors
fulfill five main roles: (1) running a Guidance and Counseling Services in all the
schools within a college; (2) communicating on a regular basis with the service
manager on issues of guidance and counseling; (3) providing career guidance; (4)

collaborating with the heads of schools and staff regarding students’ profile of needs
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and abilities; and (5) referring to other specialised services. Counselors are also
expected to work towards the implementation of the school development plan and
school mission, together with other stakeholders (Cauchi et al., 2017). Students also
have access to other professionals such as career advisors, youth workers, social

workers and guidance teachers.

Turkey

The role and functions of school counselors in Turkey is defined by the Ministry
of Education (2020). Based on this regulation, the roles of school counselors are
threefold: (1) developmental and preventive services (e.g., supports classroom
teachers in implementing classroom guidance programs; teaches students to know
themselves better; shares the information with students in the areas of social-
emotional, academic, and career development through individual studies, group
work, or publications); (2) remedial services (e.g., conducts group and individual
counseling with the students at risk; refers to other specialized experts); and (3)
support services (e.g., consults the teachers, families, administrators, and other

agencies).

Regulatory bodies

The three countries present significantly different regulation strategies as
noted below. Such differences also reflect historical and cultural differences, and

what influences the development of counseling in schools in each country.

Australia

In most of Australia, registration as a psychologist and a teacher is needed to
become a school counselor, although there are exceptions in some states. The
psychology profession is regulated by the Health Practitioner Regulation National
Law Act which applies to each state and territory of Australia. The Australian Health
Practitioner Regulation Agency (AHPRA) is the national organization responsible for
implementing the National Registration and Accreditation Scheme across Australia.
AHPRA works with 15 National Boards (of which the Psychology Board is one) to
help protect the public by regulating Australia’s registered health practitioners.
Teacher registration is governed by a Board in each state.

Malta

In 2015, counseling in Malta became a registered profession regulated by the
national government (Counselling Profession Act, 2015) with a national Council of
the Counselling Profession whose main remit is to issue warrants. The Law
(Counselling Profession Act, 2015) details that entrance into the profession requires
master’s level training (Cauchi et al., 2017).
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Turkey

Psychological counseling is not a registered profession in Turkey. There are no
specific laws or regulations for counselors or psychologists, not even a framework law
covering all professions providing mental health services. The roles and duties of
school counselors are regulated by the regulations of the Ministry of National
Education. However, since there is no law for mental health professionals, the
criteria for appointing a school counselor are sometimes changed by the Education
Ministry as the Ministry tends to see school psychological counselors as teachers
rather than as mental health workers.

Minimum entry requirements for school counselor training

Australia

Entry to a psychology six-year program (four years undergraduate and two
years postgraduate) and/or a bachelor of teaching (four years) in Australia is usually

by way of a good score on a candidate’s final exams after Year 12 at school.

Malta

To enter school counselor training in Malta, candidates must have a university
bachelor degree, and one year’s experience working in a human or psycho-social

setting if reading one of the two master’s available.

Turkey

Guidance and psychological counseling undergraduate programs accept
students based on a two-staged central examination held by the HEC’s Center for
Student Selection and Placement (CSSP). Therefore, getting enough points from the
centrally managed, highly competitive national university entrance exam is the first

step in entering the school counseling profession (Korkut, 2007).

Training programs

Australia

In Australia, the training program is a four-year sequence of study in
psychology at a university as this is a requirement of the Psychology Board of
Australia (PBA) followed by a two-year internship or a Master’s degree (PBA, n.d.).
For the state of Queensland, there is a difference as school counselors need to be
registered teachers and then study at post graduate level in the discipline of guidance
and counseling, or the six year psychology program (Queensland Department of
Education, n.d.). NSW, WA, and Tas also require their school counselors to be teacher
qualified (NSW Department of Education, n.d.; Tasmania Department of Education,
n.d.; WA Department of Education, n.d.), although in their case it is likely to work in
reverse with the psychology being the Bachelor degree and the teaching the post
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graduate. Victoria also has registration requirements with PBA and APS thereby
requiring the same educational requirements, however, they also permit nurses,
social workers and occupational therapists to be Mental Health Practitioners (State
Government of Victoria, n.d.). A practicum component is required as part of the six
year psychology degree (APAC, n.d.). It is called a placement. The accreditation does
not stipulate the duration of the placement. For teaching, the practicum is called field
experience.

Malta

The training to be a school counselor in Malta is only available at the
University of Malta which offers a four-year part-time Master of Counseling and a
two-year full-time Master of Arts in Transcultural Counseling. These courses provide
graduate students with an in-depth knowledge base and practice skills in
professional counseling, not a specialist school counseling program. Graduates are
able to use the skills to competently serve individuals, couples, families, and groups
in the community. This program also promotes the professional status, identity and
visibility of counselors within different cultural contexts and seeks to extend
students' abilities to consider counseling within the broader social context as well as
within individual client work. Both programs include a 30-ECTS dissertation and
practicum hours. The Master of Arts in Transcultural Counseling is offered in
collaboration with an American University (Cauchi et al., 2017).

Turkey

Training for a school counselor in Turkey is at a university standard with a
practicum. However, the practicum is not standardized with which supervision
methods to be used decided by the course lecturers’ preference (Kogyigit, 2020). The
same situation is true for the vocational guidance practice course. These non-
standardized supervision practices have been criticized in the literature (Meydan,
2014). Internship courses are however, nationally standardized by regulation in
Turkey. According to this regulation, every prospective school counselor must have a

documented internship experience as part of their formal undergraduate training.

Entry requirements into the profession

Australia

All states and territories require a professional registration in order to be able
to be a school counselor. The majority of registrations are with the Psychology Board
of Australia which sits under AHPRA. Given that this registration is required, many
of the educational and practicum requirements are set by the PBA standards.
Teacher registration is also essential in most states.

Malta
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The Counselling Profession Act (2015) states that a candidate can apply for a
permanent, a temporary, or a restricted warrant. Once students have completed their
Master’s programs, they can present their official transcript and can apply for a
temporary warrant with the Council for the Counseling Profession (2016). This
warrant is entitles “a person to be registered in the register for counselors with a
temporary warrant kept by the Council who can practice the counseling profession
under supervision of a counseling supervisor and according to guidelines issued by
the Council” (p. 3).

To then be able to apply for a full warrant, applicants must have:

satisfied the Council that he has adequate professional training or experience in
counseling for an aggregate period of not less than two years on a full-time basis,
or has performed one thousand (1,000) hours of work under the supervision of a
counseling supervisor, whichever is attained first, or the equivalent to that period
on a part-time of not more than six years, after obtaining the Master’s degree, or
recognised degree... provided that when the person who is practicing the
counseling profession on a part time basis does not perform one thousand (1,000)
hours of supervised counseling under the supervision of a counseling supervisor
within six (6) years, he may request the Council to be granted an extension of the

said time. (pp. 3-4)

Turkey

In Turkey, currently there are no licensure or certification regulations for
school counselors. However, if the Guidance and Psychological Counseling Program
graduates want to be employed at K-12 public schools, they have to take a central,
standardized, and highly competitive exam called the Civil Service Personnel
Selection Exam (CSPSE) which has been held biannually since 2002. Even if
candidates who take the exam and get the minimum required score for the position
this does not guarantee their employment since vacant positions in the public school
system are much lower than the number of applicants. Since CSPSE is a generic
examination for anyone who wants to work in civil service, it cannot be considered a
licensure examination for the profession. School counselors working in public schools
work as “candidate school counselors” in the first year of their duty. After completing
their first year, they take another generic exam. When they pass it, they are entitled
to work as a school counselor. Those who prefer to serve as a school counselor in
private K-12 schools are not required to take any of these exams. Private schools are
allowed to hire candidates based on their own criteria.

Specializations required in the training of school counselors

Australia

Most candidates for school counseling read the Master in Educational and
Developmental Psychology, as well as a Bachelor or Master of Teaching. Although

Part 2: School Counseling Education & Training

45



46

Aysen Kose, Marilyn Campbell & Ruth Falzon

there is no specialisation of training in Australia, in practice, secondary school
counselors need to have at least two units or subjects in careers counseling which

primary and special education school counselors do not.

Malta

Until Malta started offering Master’s programs in 2008, the University of
Malta only offered training specifically for school counseling and only available for
teachers. The first three (2008-2016) MCouns. programs then focused on counseling
but included three elective modules on health, child and adolescent, and community,
of which students could choose one module. As from 2016, and to be in with the law
regarding specialisations, MCouns. programs did not include these elective study
units. The two Maltese masters then include content on transcultural counseling and
a five-ECTS study unit on career counseling. One questions whether this module
should remain in initial counseling courses or be regarded as a specialization. The
specialization clause in the law (Counselling Profession Act, 2015) refers to 30-ECTS
training courses and also brings into discussion what constitutes an area of
specialization. In our opinion, specialization courses should be offered to all helping
professionals as this would promote trans disciplinarity, role-release and teamwork,
so necessary in the best interest of clients (Karol, 2014; Miller, 2016).

Turkey

There is no specialization within the counseling profession either at
undergraduate or graduate level in Turkey. Therefore, there is no distinct specialty
area named “School Counseling”. Both the undergraduate and the graduate programs
are named as “Psychological Counseling and Guidance” and give generic counseling
education. However, as stated earlier, Psychological Counseling and Guidance
undergraduates can be appointed as counselors in public and private schools without
any other specialization and certification requirements since undergraduate
programs were designed primarily to meet the workforce need for trained school

counselors in the historical development of the profession (Korkut, 2007).

Discussion

School counseling is an evolving profession worldwide. Policies and practices
for training school counselors also vary depending on the context of each country
which all have individual strengths and aspects that are open to improvement.
School counseling communities all around the world have a lot to learn from each
other. That is why international comparative studies are important, as they allow us
to examine what is happening in the teaching of school counseling in other countries,
which in turn helps policy makers and counselor educators to understand effective
ways of teaching school counseling.

The descriptions of Australian, Maltese and Turkish school counseling training

in this paper show the importance of cross-cultural awareness of different realities in
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the profession. Further, this diversity is influenced by how centralised or not the
school, political and legal systems are in each country. For example, Australian
schooling is a state and territory government responsibility, thus school counseling
and the subsequent training for school counselors is different in each state, whilst
Malta and Turkey have a centralised school system, where training is on the one
hand independent from the government, with regard to academic but, in the case of
Malta, also governed by the Counselling Profession Act (2015), as the University of
Malta needs to ensure that its training respects and embraces the principles of this
law.

There are different terms used for the profession in each country. In Australia,
school counselor, school psychologist or guidance officer is used, in Turkey
psychological counselor is preferred. In Malta, whilst the preferred informal term
which is used in school is counselor, these professionals are, together with other
professionals such as youth workers and social workers, officially referred to as
Educational Support Practisioner (Principal, Senior or Trainee). Job roles also differ
with Australian school counselors focusing on academic potential fulfilment, good
mental health and career guidance through preventative, proactive and reactive
strategies. Malta seems to follow the British model but the pastoral system has
evolved to include Personal and Social Development (PSD) teachers, guidance
teachers, career advisors and other professionals such as psycho-therapists,
educational psychologists and social workers, where the Maltese school counselor
works mainly with guidance teachers. Maltese PSD teachers address the preventive
aspect addressed by Austalian and Turkish counselors. On the other hand, like
Malta, Turkish school counselors focus more on mental health than academic
achievement. In this respect similar to Australian school counselors, Turkish school
counselors address developmental and preventive services, group and individual
counseling and consultations with other stakeholders. The job descriptions of Turkish
school counselors seem to have a more similar profile to Maltese school counselors.
However, the links of school counseling training to the discipline of psychology are
more evident in Australia than in Malta and Turkey.

Regulatory bodies are certainly very different in each country. The three
countries share the whole spectrum of possibilities with regard to regulatory bodies.
Australia has a system where only psychology with teaching training is accepted for
school counselors, where psychology is regulated by a national body and teaching by a
state body but counseling per se is not regulated at all. On the other hand, in the
Maltese context, counseling is a warranted profession (Counselling Profession Act,
2015) regulated by the Council of the Counselling Profession, which issues warrants
according to the law. The Law (Counseling Profession Act, 2015) details that entrance
into the profession requires master’s level training in counseling (Cauchi et al., 2017).
In Turkey, psychological counseling is not a warranted profession, with no law or
regulation governing both psychological counselors and psychologists. The roles and
duties of school counselors are then regulated by the regulations of the Ministry of
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National Education and school counselors are tend to be perceived as teachers rather
than mental health workers.

Counselor training in the three countries is at university post-graduate level
but Turkey also offers undergraduate programs. Australia requires a minimum
formal educational background in teaching and psychology. Maltese minimum entry
requirements for working as a school psychologist is a Bachelor’s degree in a human
and/or social sciences, or an area of study deemed relevant, with MCouns. requiring
one year’s working experience and TCouns. no experience due to its collaboration
with an American university. Turkish school counseling preparation programs are
termed Guidance and Psychological Counseling.

The importance on practica (placements) is reflected in the programs of the
three countries, with reference to research only present in the Maltese program and
the possibility of internship programs available only in Australia and Turkey, since
the Maltese masters’ programs include enough hours of practice to allow for entry
into the profession. Australian school counselors’ accreditation requires a practicum
(placement) component as part of the four-year degree of teaching and as part of the
six year degree in psychology. Turkish programming is the responsibility of the
Turkish Higher Education Council (THEC) up to 2020. As from the academic year
2021-2022, school counseling training programs will have institutional autonomy.
This is a new development for Turkish undergraduate level school counseling
training. Practica are mandated in the Turkish curriculum, but supervision is not
based on any standards.

This peep into these three countries’ experience of school counseling reflects the
need for excellence and integrity of the profession. Further, the importance of
practice seems to point towards the importance given to skills in the best interest of
students. Comparative studies such as this one can be used as a means to find and
extract best practices and generate a body of knowledge that may improve school
counseling training. As well stated by Stigler et al. (2000) “...we may be blind to some
of the most significant features that characterize teaching in our own culture because
we take them for granted as the way things are and ought to be. Cross-cultural

comparison is a powerful way to unveil unnoticed but ubiquitous practices.” (p. 88).
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Abstract

The COVID-19 pandemic and social unrest mark current times worldwide. This reality poses
diverse challenges for school counseling programs, faculty, and school counselors. Likewise,
these unparalleled times continue to leave us all with many questions and minimal guidance
on how the training of school counselors will be impacted by the public and private school
COVID restrictions, particularly for those attempting to complete their practicum and
internship requirements. However, school counselors are in demand more than ever to help
meet the academic, social, and emotional needs of students. Therefore, this paper provides an
overview of Barry University Council for Accreditation of Counseling and Related Educational
Programs (CACREP) Masters of School Counseling program. The authors describe the school
counseling specialization course requirements with a specific focus on training for students in
the practicum and internship course. Additionally, they discuss several challenges and creative
strategies that could be utilized in response to the COVID-19 pandemic. Recommendations for
policymakers, faculty, programs directors, school counseling supervisors, and future
development of school counselor training are depicted.

Keywords: school counseling, creative strategies, practicum, internship, policy,
recommendations

Introduction

The spread of the COVID-19 virus, often referred to as the coronavirus, forced
many schools to implement emergency closures of all in-person courses. The rapid
change in course delivery and social distance restrictions marked unprecedented
challenges for many colleges and universities (Lederer et al., 2021). In addition, the
rapid spread of the virus caused uncertainty for many local and national education
accreditation boards who develop and impose standards that many primary schools,
universities, and specialization programs adhere to. Consequently, this forced many
universities to review and, in some cases, implement emergency shutdown plans to
meet the needs of students (American School Counseling Association, 2021).
However, many of those plans addressed supporting students’ mental, physical, and
social health within the primary school or university. For instance, plans and

guidelines for working in a virtual or distance learning environment plan were
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quickly implemented for school counselors (ASCA, 2021). However, limited attention
focused on the continuous training of school counseling students to meet their
practicum and internship graduation requirements during these challenging times.
Worldwide, school counselors’ education has been facing diverse challenges
related to its development as a worthy independent professional practice, its capacity
to generate and communique its body of knowledge across borders and create ongoing
development opportunities for its practitioners (Vera & Jimenez, 2015). In addition to
these challenges, the COVID-19 pandemic has created new education and training
challenges for school counseling programs, faculty, and school counselors-in-training.
Likewise, these unparalleled times continue to leave us all with many questions and
minimal guidance on how school counselors’ preparation in the 21st century will
evolve to continue meeting the needs of school counselors-in-training, specifically

those attempting to complete their practicum and internship requirements.

School counseling specialization

Child and adolescent counseling in the school setting is an ever-increasing area
for counselors. Today, school counselors are in demand more than ever to help meet
students’ academic, social, and emotional needs (Jones, 2020). Before the pandemic,
students were already experiencing substantial mental health concerns, putting both
their health and academic success at risk (Lederer et al., 2021). In addition to the
substantial mental health concerns students already faced, the global pandemic of
COVID-19 has brought about many new changes to countries worldwide, which could
have long-term effects on our youth and adolescents (Pincus et al., 2020). Therefore,
the school counselor-in-training must be able to deal with students referred by
parents or program administrators and make appropriate recommendations.

Moreover, teachers often make referrals or require advice. The counselor must
know how to work with the child and enable the teacher to interact with the student
effectively. The caretakers in their lives often influence young children’s behaviors.
The school counselor must know how to help parents and other caretakers manage
behavior and enhance development whenever possible. Similarly, the school
counselors must know how to deliver effective developmental counseling programs
outside of the traditional organizational setting. However, the particular skills
necessary to work with children outside of the traditional organizational face-to-face
counseling setting are often not explicitly taught as they are needed today. For
instance, the need for new teaching delivery modalities of school counselor training
includes face-to-face, online synchronous, and asynchronous course delivery.
Likewise, there is a need for new teaching strategies and techniques suitable to
online school counseling education for practicum and internship students. Therefore,
the counseling faculty at Barry University implemented creative strategies to meet

the training needs of counseling students.

Comparative School Counseling, 2021, Volume 1



Training School Counselors in Challenging Times: A Faculty’s View on Creative Strategies to
Meet Practicum and Internship Requirements

Barry University Counseling Program, school counseling
specialization

Barry University’s Counseling Program is accredited by the Council for
Accreditation of Counseling & Related Educational Programs (CACREP). CACREP
accreditation recognizes that the content and quality of the counseling programs have
been evaluated and meet standards set by the profession (Barry University, n.d.).
This notable accreditation means:

e Students meet state license requirements in Florida and allow students to

pursue opportunities in other states in the United States.

e Our programs have been evaluated and meet or exceed national standards.

e The focus of our programs is on professional counseling.

e Our graduates have met prerequisites for credentialing and are ready for

entry into professional practice.

e Our graduates have a competitive advantage when seeking field placements

and professional employment in today’s job market.

Furthermore, Barry’s school counseling specialization provides students with
the knowledge and skills to develop, implement, and evaluate a PK-12 comprehensive
developmental counseling program (Barry University, n.d.). Particular attention is
given to the multiple roles and responsibilities of a school counselor in a school
setting. Nevertheless, like many counseling programs at universities, the COVID-19
pandemic forced all course delivery to virtual synchronous or asynchronous
modalities. This shift resulted in a new teaching delivery model for all courses,
including practicum and internship.

For the School Counseling Program, we have been developing a FlexHybrid
Learning Model to meet the needs of students while adhering to the CACREP
Standards. According to this new flex learning model, students select whether to
attend in-person or remotely. Some students may participate fully remotely, others
may choose to participate entirely in-person, and others may choose some online and
some in-person participation. Physical attendance is not required. Flex Learning
allows the education experience through dynamic interactive technology. The
University Department of Extended Learning drives this model, a Division of
Academic Affairs, and the Counseling Department Directors to provide learning
momentum, responsive instruction, personal communication, and technical support.
It promotes a safe culture for students, faculty and staff while enhancing the student
experience and learning.

For school counseling students in the practicum and internship courses, they
gain experience both through the on-campus Care Center providing in-person or
virtual counseling services using Webex. In addition to maintaining a practicum and
internship at a local primary school designing psychoeducational lesson plans,
implementing classroom counseling lessons, providing short-term individual
counseling services, and consulting with parents and school administrators. From

experience over the past year, counseling children and adolescents virtually pose
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various challenges for some school counselors-in-training. However, there has been
some success and creativity with telehealth school counseling, such as all school
counseling students in the practicum and internship courses receiving telehealth
training and certification within two weeks of moving to fully online courses during
the start of the pandemic. Furthermore, students gained experience conducting
virtual counseling sessions with students and clients in the Care Center. Before this
school, counselors-in-training practicum and internship experience mostly focused on
direct psychoeducation counseling lesson plans, counseling, and consulting in the
school setting. With the pandemic, we have learned that school counseling can be
done successfully in a virtual learning environment. Research surrounding these
differences is needed on the best approach to providing school counseling services to
children and adolescents in a virtual class setting.

Recommendations

From the experience presented in the article, the following school counseling
training recommendations are provided.

(1) Policymaking

It is essential to facilitate ongoing dialogue among professional counselors,
counseling associations, counseling training institutions, and policymakers to design
public legislations that support school counseling service creation and counselor
practitioner development. Establishing a school counseling public system and
supporting policies and financial resources are most needed to guarantee school
counseling service to all.

(2) Counseling educators

Based upon current realities, it is necessary to develop continuing education
programs that facilitate school counselors’ fast adoption of telehealth and
psychoeducational counseling modalities for school counseling services. The
development and use of new technologies suitable to the school counselor services are
urgently encouraged.

(3) School counseling leadership

Program directors, school counselors, supervisors, and public officials should
come together to consistently evaluate school counseling program quality and
effectiveness, especially within the pandemic and post-pandemic reality, and make
decisions about improvement according to the evaluation results.

(4) Training programs

It is imperative to collaborate with state officials and school district officials to
develop a counseling curriculum that attends to the development of a counselor’s
delivery of counseling services virtually. For instance, designing school counseling
specialization course curriculum to include the use of virtual software and tools
provided by public and private school districts to ensure school counselors are
professionally trained and prepared to provide virtual counseling services in an in-

person and virtual learning environment.
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Abstract

Counseling that school counselors provide in educational institutions is only one of their tasks
within the very demanding and challenging school setting. Scientific research and pedagogical
practice have shown that there is still considerable room for a more comprehensive post-
secondary education of future pedagogues. At this level, special attention must be devoted to
their training for quality counseling work. Given its sensitivity, responsibility and complexity,
counseling work should be founded in the relevant theories that would provide the counselor
with a firm foothold and orientation for conducting an effective consultation. Otherwise, all
educational efforts could be counterproductive. The paper reports on the experience of training
Pedagogy students for the counseling work within the course “Partnership of Family and
Educational Institution” at the Faculty of Humanities and Social Sciences in Split (Croatia) in
the academic year 2019/20. Acknowledging the complexity of counseling work, an (additional)
elective course, which would enable students to acquire the necessary basic counseling
competencies, should be introduced in the curriculum.

Keywords: counseling, tertiary education, pedagogue, practice, school counselor

Introduction

The legislation in the Republic of Croatia very clearly and unambiguously
defines the school counselor’s professional role in educational institutions (Primary
and Secondary School Education Act, 2008-2017). However, it is almost impossible to
list all his/her roles and tasks due to the great diversity of the types of institutions
and their respective characteristics, e.g. kindergarten vs. primary or secondary
school, the size of the institution, its location, support within the local community,
spatial and material environment, staff requirements, etc., and the uniqueness of
their culture and relationships. However, a consensus can be relatively quickly
reached that a school counselor is perceived as an “advisor, advocate, agent, believer,
collaborator, conductor, consultant, coordinator, diplomat, educator, enthusiast,
expert, explorer, guide, initiator, leader... teacher” (Popov & Spasenovi¢, 2020, p. 34)
or more simply put the omnipresent “soul of the institution” (Ljubeti¢, Mandari¢
Vukusi¢ & Pezo, 2017). It should be emphasized that pedagogues working in the
Croatian education system in addition to their other tasks also provide counseling. In
addition, it should also be pointed out that pedagogues-counselors working in

educational institutions (kindergartens, schools) receive no specific education on or
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training in counseling. If pedagogues cannot successfully respond to a specific
situation in practice, then local community experts are involved. Graduate
pedagogues sometimes, on their own initiative, attend training courses in one of the
psychological theories in order to acquire counseling skills.

If we tried to rigorously group the school counselor’s tasks, then they would be
connected with: 1. children/students, 2. their parents/guardians, 3.
educators/teachers, 4. principals and other members of the expert team (and other
employees in the institution), 5. professional development activities, 6. cooperation
with the local community and scientific institutions, 7. personal career, professional,
and/or scientific advancement, and 8. other tasks. All of the above requires the school
counselor to have personal and professional competencies (Ledié¢, Stani¢i¢ & Turk,
2014; Bohlinger, 2008; Babi¢, 2007), which continue to develop through continuous
(non-)formal and informal education after the basic graduate-level education. The
first four groups of tasks require maximum commitment, time, energy, and expertise,
and highly developed competencies, since the quality of the institution’s culture
(Camber Tambolas & Vujici¢, 2019; Hongboontri & Keawkhong, 2014) and the overall
atmosphere, which can be stimulating or inhibiting for the educational process,
depends on the quality of the functioning of these subsystems (children, parents,
teachers, management).

Zukovi¢ and Slijepcevi¢ (2017, p. 242) pointed out that “effective school
counseling includes the knowledge of the general and unique characteristics of the
development of an individual, but also the knowledge of school culture and school
processes”. Tertiary level teachers, who educate professional associates-pedagogues
to effectively participate in the pedagogical practice, have to address two basic
questions: does the current curriculum adequately prepare them for the challenges of
future practice and what can be done within the relatively passive system of higher
education to bring the contents and methods of their education closer to the needs of
pedagogical practice? Niksié¢ (2017) probably faced similar dilemmas. Namely, in her
research on pedagogues’ attitudes towards counseling in schools, she found that,
according to school pedagogues’ self-assessment, counseling is the most challenging
part of their job that requires most preparation. Research participants also pointed
out that the Pedagogy studies had not provided them with practical conditions to
apply the theory learned.

Considering the needs of practice on the one hand and the current education of
professional associates-pedagogues on the other, it is evident there is a discrepancy
with regard to the acquisition of counseling competencies. Pedagogical practice calls
attention to the growing trend of children and young people, their parents and their
teachers requiring (more) counseling as a result of increased gambling addiction
(Ricijas, Maglica & Dodig Hundri¢, 2019; Maglica, 2017; Ricijas, Krajcer & Bouillet,
2010), addiction to modern technologies (Barling & Fullagar, 1983; Christakis et al.,
2004), increased migration (Schlesier-Michel, Titzmann & Silbereisen, 2012;
Yakushko, 2009), awareness that there exist individuals with different sexual
orientations (Collier et al., 2013; Goodrich & Luke, 2009), etc. At the same time, there
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are also young people who need counseling only occasionally, e.g. when planning their
future, choosing studies, schools, or employment, facing the challenges of growing up,
peer conflicts, misunderstanding between them and their parents and the like
(Nurmi, 1991). Sometimes parents also need encouragement or support of
professionals to perform their parenting role even better (Sahu & Baghel, 2012) as
well as educators/teachers who need a focused conversation and professional support.
It is clear that professional associates-pedagogues need systematic and
comprehensive preparation and more intensive engagement to build and strengthen
their counseling competencies so as to adequately respond to the growing needs of
practice.

Observed from a supervisor’s perspective in practice, it can be stated that
building and strengthening students’ competencies for counseling follows two
directions. The first is counseling offered on a one-time basis or limited to a small
number of meetings dedicated to clear, unambiguous, and very specific issues, which
most often requires counselor’s specific expertise and thus provides very concrete
answers, e.g. how to study effectively, how to help your child to separate from the
pacifier, how to help the child-pupil to correct a negative grade, etc. The second
direction refers to time-consuming and content-intensive counseling that includes
very personal questions, which are necessary to gain a deeper and broader insight
into the person’s personality and behavior in the counselor-client dyad and to clarify
the family and school context, e.g. how to admit a gambling or drug addiction to
parents, how to seek help; the teacher wants to help a child growing up in a
dysfunctional family, but does not know how to approach the problem; the student is
a victim of bullying; the student is insecure about their sexual orientation, etc.

If competencies are understood as knowledge, skills, values, and attitudes
(Cheetham & Chivers, 1996; Selvi, 2010), it is clear that counselors are expected to
have a range of very specific professional knowledge from different scientific
disciplines (psychology, (social) pedagogy, etc.) and skills of conducting effective
conversations with different stakeholders (students, parents, etc.). They also need to
build attitudes (e.g. respect for all human beings regardless of gender, age, religion,
orientation, etc.) and internalized generally accepted human values (tolerance,
respect, appreciation, etc.). Selvi (2010, p. 167) points out that “teachers’
competencies affect their values, behaviors, communication, aims and practices in
school and also they support professional development and curricular studies”.

To implement quality counseling, all of the above listed dimensions must be
present. Therefore, professional associates-pedagogues must be provided with an
interdisciplinary and multidisciplinary tertiary-level education. It is also important
to pay particular attention to the acquisition and improvement of communication
skills as a prerequisite for quality counseling (Zukovi¢ & Shijepcevié, 2017) and for
(self-)assessment, which is a very effective mechanism for change and improvement
of one’s own personality and behavior. Counselors should particularly acquire this
dimension, i.e. the permanent self-assessment ability. Otherwise they could do a lot
of educational damage.
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Partnership of family and educational institution: structural
changes

The Faculty of Humanities and Social Science in Split educates future
professional associates-pedagogues for working in educational institutions,
particularly in kindergartens, primary and secondary schools, and dormitories. A
course titled Partnership of Family and Educational Institution is offered at this
Faculty. The learning outcomes listed in the course syllabus state that students will,
among other things, be able to: 1. Independently and effectively communicate with
both parents and pupils and other participants in the educational process, and 2.
Develop a concrete plan of activities aimed at building partnerships, a pedagogical
education program for parents, and a counseling program with pupils (parents,
teachers).

The ambitiously set plan is realized during one semester at the graduate level
of studies through 15 hours of lectures, 15 hours of seminars and 15 hours of
exercises. Students’ (self-)assessment during and after the course (continuously
conducted since the academic year 2006/07) has showed that students feel they lack
competencies when providing counseling to pupils (depending on their age and the
problems they face). Other employees in the educational institution and pupils’
parents also lack these competencies. As counseling is only one of, but an extremely
demanding and extensive pedagogue’s professional task, the author of this paper
tried to find an effective answer, design teaching contents and methods, and adjust
(increase) the available number of lessons dedicated to developing competencies of
pedagogy students.

Oral and written feedback provided by students over several years encouraged
us to introduce structural changes in the course and to make a shift towards

counseling:

This is a very complex subject. It is slowly becoming clear to me how terribly
demanding it is to be a pedagogue in an institution. I am a little bit afraid of
whether I will be able to respond to the demands of practice and whether I will be
successful at it. My biggest fear is whether I will be able to talk to parents. What if
they are aggressive? (SI/1)

Despite all the theory we learned during the 4 years of study, I don’t feel ready

enough to talk to a pupil who has a more serious problem. (SK/2)

I am afraid of real practice and above all of talking to parents and pupils. What
we have done so far in this course is not enough. It seems to me that we have just
scratched the surface. (SK/3)

When I come to work in a school as a young pedagogue and I don’t have any
children of my own, and thus no personal experience, I don’t believe that pupils’
parents and fellow teachers will take me seriously, and I should be kind of an
authority. (ST/4)
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Until now, I thought that the pedagogue’s role was a more administrative one, and
now I see that it is something completely different. Constant work with people, and
from these few examples of what we did in class I learned that it is not easy to help

someone at all, even though you really want to. (SM/5)

Mature, thoughtful, and critical student evaluations required immediate
teacher intervention. Adapting the course to students’ real needs (and interests) as
well as to the needs of future pedagogical practice required a systematic analysis of
the course and its design and elaboration within the given time, space-material,
theoretical-practical and staffing conditions. The activities undertaken resulted in
changing/adjusting:

a) Time frame — by redistributing the content within the mandatory schedule,
more time is devoted to effective conversation, i.e. counseling of future
pedagogues.

b) Spatial-material conditions — they are more flexible and have been adapted
to meet the needs of pair work, small group work (3-4 students), larger
groups of participants, etc.

¢) Theoretical-practical conditions — the theoretical framework of counseling in
this course is based on William Glasser’s choice theory. The method used is
reality therapy, or more precisely, its elements adapted to students’
competencies. It is important to point out that during one semester students
cannot acquire competencies that choice theory and reality therapy students
acquire during three years of formal education. Pedagogy students can
nonetheless gain insights into the pillars of the theory and apply its
principles to conduct an effective conversation. It is, therefore, continuously
emphasized to students that they are being trained to lead an effective, not
a counseling or therapeutic interview, which requires significantly greater
competencies and a systematic formal education outside the Faculty.

d) Staffing conditions — have not changed since the lecturer is a certified

teacher of William Glasser’s choice theory and reality therapy.

Partnership and counseling under distance learning
conditions

From the very beginning of the winter semester of the academic year 2019/20
in the course “Partnership of Family and Educational Institution” students were
introduced to problem situations (e.g. a pupil who refuses to come to class, a pupil
who fails to master the curriculum, a parent who does not accept child’s failure, a
parent who is aggressive towards the teacher, a pupil who is under the measure of
intensified care and supervision by the Center of Social Care, etc.) and to the issues of
counseling so students could: 1. face real challenging situations of future practice, 2.
accept the importance of attending classes and continuously working on acquiring
competencies in counseling, and 3. better understand the content of lectures and
apply it in exercises (counseling) and in their term papers. Unfortunately, after only
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a few lessons of direct teaching in college, we had to switch to asynchronous distance
learning due to the COVID-19 pandemic.

This type of teaching posed a new challenge (Bao, 2020; Shahabadi & Uplane,
2015; Hrastinski, 2008), especially for courses that required direct contact and
teaching that should prepare students for counseling. However, this challenge was
also turned into an advantage. The teacher produced written materials, which
described the problem situation, provided details needed to understand the
individual receiving counseling, and included detailed instructions (theory) necessary
to conduct an effective conversation. Students had one to two weeks to conduct a
counseling interview (depending on the complexity of the situation and the task). In
the initial phase of distance learning, students conducted an imaginary conversation
where both students played the role of counselor and the role of student/parent, then
in pairs via Skype (with shared roles), and finally in groups of three (counselor,
student/parent and feedback provider) communicating via some of the platforms.
After completing the spoken part of the assignment, students provided the teacher
with a written feedback in which they presented their conversations through
dialogues and gave their reflection on their own respective roles. Having reviewed all
assignments and having provided each student with an individual feedback, the
teacher informed the whole group of the examples of excellent counseling practice,
problematized and further clarified and explained certain questions that were
difficult for some or most students, answered questions asked by individuals or
groups, etc. At the same time, self-assessment was a part of each task, so it was an
additional opportunity for students to learn. Although self-assessment is an effective
technique that students usually do not accept with joy at first, they eventually realize
its importance. A comment by a female student from the 2019/2020 generation
illustrates this point. She said:

I might single out self-reflection, as something more difficult... which was more
challenging than other tasks at the beginning. I know that self-reflection is very
important and useful for further progress, but it is always difficult to assess
yourself and your work. However, as we have had the opportunity to face this type

of task many times, it is no longer a big problem for me. (S/16)

Although this form of teaching required a lot of effort and was time-consuming
for both students and the teacher, the students assessed that the time available
enabled them to learn and progress at their own pace. It also left them with enough
space to study each counseling conversation, and correct the written version in
accordance with the newly acquired knowledge and feedback received from the
teacher on previous tasks. Joint efforts to overcome the challenges of counseling in
the context of distance learning have resulted in a University Handbook titled “Co-
construction of knowledge and acquisition of pedagogical skills in distance learning”
(Maja Ljubeti¢ and students of Pedagogy — generation 2016/2017). We believe that
this handbook will significantly contribute to the acquisition of counseling

competencies for future generations of Pedagogy students.
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What have we learned?

Towards the end of the distance learning and the realized course content
related to counseling, students were administered a questionnaire on the importance
of counseling and their experience as counselors, where they assessed their strengths,
weaknesses, and their willingness to improve their counseling competencies. A few

examples illustrate the most common student responses.

Counseling is extremely important. We are the first ones, after kindergarten and
school teachers that pupils and parents should turn to and that is why I will try to
create a pleasant atmosphere in which both parents and pupils can relax. I want
to build warm relationships, but on a professional level (so that the parents do not
feel uncomfortable and that we exchange thoughts without prejudice or negative
emotions, or that we easily engage in critical thinking, keeping in mind the child
is the priority affected by our relationships and thoughts). I want to get to know
their family culture slowly and carefully without pressure, that is, without them
feeling threatened, attacked or criticized. I want to actively listen to them and
show understanding, but think rationally and earn their respect. I want to let
parents know that they are a big part of a child’s life, so they need to be active
participants in the upbringing and education. I want to do all this for my pupils

because they motivate us to constantly put in effort and work harder. (S/23)

I am ready to learn a lot more. Only now is it clear to me how demanding,
complex and responsible counseling is. I still don’t feel completely ready, but I
have a desire. (S12)

When I think about my future role as a pedagogue, I would like parents not to
think negatively about the pedagogue and I wish there is no stigma related to
“going to see the pedagogue”, as if it were something negative. My wish is that one
day, as a pedagogue, my parents will not hesitate to contact me when they
encounter a problem. I would also like the pedagogue not to be perceived as an
individual who only conveys information to pupils and does paperwork. I believe
that this is a very responsible, complex and diverse profession, which as such
should be recognized by the local community, and of course the pupil’s family. In
order to meet their expectations, I still need to acquire competencies in counseling,

but I am well on my way. I know which direction to follow. (S/17)

Counseling is very demanding. It scares me a bit, but I'm getting better at it,
although I'm aware that I still have a lot to learn. It’s interesting. I'm just afraid 1

might be too sympathetic. Will that be an obstacle for me? (S/25)

Students have recognized that the following qualities would enable them to
provide quality counseling: patience, real willingness to help, self-confidence,
acceptance, respect, and the abilities to actively listen, think critically, and create a
pleasant and warm atmosphere, and, last but not least, as one student stated, “I
always do my best” (S/23). Students most often consider self-doubt, withdrawal,

pessimism, excessive sensitivity, fear of error, “the belief that I am not taken seriously

Part 2: School Counseling Education & Training

63



64

Maja Ljubeti¢

given my age, which could have a negative effect on my performance” (S/23) and “a
lack of self-confidence” (S/25) as their weaknesses in counseling. All surveyed
students expressed their readiness to improve both their own general professional
and their counseling competencies as well as to systematically work to reduce and/or

eliminate their weaknesses. A student concludes:

Furthermore, I learned through assignments and elaboration of the theory that
both counseling and partnership relationship with parents, children and
colleagues in an educational institution are the key to success in pedagogue’s work
and that it is necessary to work hard and be persistent no matter how many

obstacles you encounter. (S/15)

Looking from the teacher’s perspective, it can be concluded that the correct
choice of teaching methods and content can achieve the desired outcomes in students
in extraordinary circumstances and arouse their real interest in studying subjects
that they value as being highly useful. Furthermore, counseling is a complex area of
practical work whose quality implementation requires a strong theoretical support —
an “anchor”. A good “anchor” provides the counselor with a sense of security and
enables him/her to develop the skills necessary for simultaneously maintaining
quality relationships and guiding interlocutors to seek possible solutions to their
problem(s). Resman (2000) emphasizes that the counselor’s task is to direct the
interlocutor towards different perspectives and possible answers, giving him/her the

freedom to independently choose the solution s/he considers most appropriate.

Conclusion

The issue of students’ and practitioners’ competencies required for quality
counseling in pedagogical practice still does not receive enough attention given the
complexity and responsibility that arises from this role. Existing courses should be
analyzed and improved and new (elective) courses should be designed to include
counseling in their respective syllabuses. This would enable Pedagogy students to
acquire the competencies necessary for effective counseling of pupils and their
parents and teachers. When conducting these changes, it is important to rely on one
of the relevant contemporary theories as it will provide the counselor with security
and support in the moments when s/he hesitates how to continue conducting an
effective conversation. It is also necessary to appropriately supervise students as they
acquire these competencies. Relevant theories are also important to practitioners as
1t enables them to further improve in practice.
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Abstract

This conceptual paper explores how early childhood development practitioners are prepared for
addressing children’s learning difficulties through counseling, to encourage entrepreneurship.
Due to the limited discourse on how ECD practitioners are provided with guidance and
counseling for job creation in South Arica, the text aims to highlight how ECD practitioners’
preparation for addressing learners’ difficulties can help create jobs in ECD centres. Due to the
historical neglect, the ECD sector is faced with numerous challenges to quality, an under
skilled workforce with low pay, and poor conditions of service in the Black rural areas. If the
sector is to grow and be upgraded to enable practitioners to be entrepreneurs, it will need to
become more attractive as a career option. ECD practitioners have to plan, organise and
conduct activities to help pre-primary school children develop a wide variety of skills that
include speech, reading, writing, motor skills and social interaction. Counseling and guiding
ECD practitioners for job creation is a quality that will impact positively on society, thus
creative staffing should be given serious consideration. The argument in this paper is whether
ECD practitioners can be adequately capacitated through counseling to acquire adequate skills
to create jobs. This qualitative paper analysed literature studies that include books and
articles written on performance management systems in higher education, to establish how
performance data is used to improve institutional staff performance. Findings reveal that
capacitating ECD practitioners through counseling provides opportunities that will make a
real and lasting difference in children’s and society’s lives. Recommendations are that the
government and educational stakeholders should ensure counseling and support is provided to
ECD practitioners to enable them to create jobs for more practitioners involved in addressing
children’s learning difficulties.

Keywords: counseling, ECD practitioners, entrepreneurship, learning difficulties, practitioner
support, practitioner preparation, job creation, teaching skills

Introduction

Early childhood development (ECD) is the phase between birth and the school-
going age (pre-school), when children learn foundational cognitive abilities, attitudes,
and skills, in preparation for primary schooling and the rest of their lives (RSA,
2001). The earliest years of life are pivotal for children and their societies. However,
many children in developing countries are not able to develop to their full potential

because of serious deficits in health, nutrition and proper training of practitioners
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and the centre managers (Martinez, Naudeau & Pereira, 2012). The effects of poor
practitioner preparation can be long lasting, reinforcing the intergenerational
development of children and the transmission of poverty to the society. UNESCO
(United Nations Educational, Scientific and Cultural Organisation), as well the
South African government also indicate its impact on later educational achievements
and the achievement of universal primary education (one of the Millennium
Development Goals). Xulu (2016) states that many black learners face learning
barriers and need well prepared practitioners. According to Xulu (2016), language
barrier is a type of psychological barrier that affects communication, and hampers
learner performance in school subjects. Children taught by well-prepared and
counselled practitioners, perform better at school, have better employment
opportunities later in life, and contribute more to the Gross Domestic Product (GDP)
of a country, as opposed to children who do not experience a formal ECD education.

ECD practitioners create the foundation upon which all future learning will
occur, and their work is both meaningful and valuable. Each society relies on
practitioners to prepare our earliest learners for a lifetime of learning and discovery
(Murray & Biersteker, 2014). Poor ECD practitioner preparation and experiences,
and lack of counseling, can limit later cognitive development of the child, and impact
negatively on the economy of the country. To address these problems, and to help
create jobs, ECD practitioners’ preparation should include counseling and creative
ways of acquiring ECD teaching skills and addressing learning difficulties. Early
childhood development practitioners are known by several names such as early
childcare teacher, kindergarten teacher, nursery school teacher, and playschool
teacher (Career planet, n.d.). In this paper the term ECD practitioner is used to
discuss ECD practitioners tasked to perform indoor and outdoor tasks for addressing
barriers to learners’ experience in education. Most childhood barriers include, among
others, language and numeracy. The intention, therefore, is to benefit children,
families, communities, government, the ECD non-profit sector on how to provide,
quality ECD practitioner preparation programmes. The South African policymakers
would have to provide guidelines based on empirical evidence for the ECD
programmes. Furthermore ECD practitioners will need counseling skills for
addressing learning barriers at the beginning of the learner’s education.

ECD centres are vital in the lives of children to equip them with foundational
knowledge and skills to succeed through life. It is very essential that practitioners
identify and intervene right at the beginning of the learners’ careers so that the latter
should have a sound foundation to build on in this regard (Van Niekerk, Ashley-
Cooper & Atmore, 2017). According to the South African White Paper 6, the
education and training system should promote education for all and foster the
development of inclusive and supportive centres of learning that would enable all
learners to participate actively in the education process so that they can develop and
extend their potential and participate as equal members of society. If these principles

can be realised, barriers to learning will be minimised. It is also government policy
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that all learners be taught mathematics because it is a very important and necessary
life skill that cannot be done without.

As policy makers consider expansion of ECD programs, they have to ensure
that practitioner counseling and development optimise children’s experiences while
maintaining economic responsibility. In this regard, policy makers should consider
setting professional development and counseling standards that are neither too low
to jeopardise the value of the programs they are creating; nor unnecessarily high to
be costly and make it difficult to recruit ECD practitioners (Early et al., 2006). The
current paper concentrates on practitioner preparation through counseling to ensure
more ECD centres and jobs are created to address learner barriers and ensure the

remedy of this anomaly at an early stage.

Becoming an ECD practitioner

In July 2014, the Minister of Social Development announced the South African
government’s commitment to make ECD a public good and to accelerate
implementation of a comprehensive ECD programme from conception to formal
school going age (Murray & Biersteker, 2014). This was to focus, in particular, on
children in poor communities, access for children with disabilities and those in rural
and informal settlements, and include both centre and non-centre based services
(Murray & Biersteker, 2014). The Department of Basic Education expanded access to
ECD to disadvantaged communities, such as rural villages and poor townships,
however, most parts of the country did not have enough ECD practitioners, as
enrollment in ECD classes was expanding rapidly, increasing the demand for ECD
practitioners. ECD practitioners are valuable to society and should have a passion for
early education. They work with children at the start of their educational journey and
help them to understand and attain some of the most basic and foundational
academic, social, cognitive and emotional concepts. The ECD sector requires
practitioners who are counselled, trained or qualified, because ECD practitioners are
a scarce skill in South Africa (Kotzé, 2015).

The skills and attitudes required of practitioners are love and care for children,
ability to communicate well with children — one-on-one and as a group, a positive
attitude towards children and their needs, and the ability to speak to parents with
care. ECD practitioners in South Africa should have a qualification, and, several
qualifications can be acquired before becoming an ECD practitioner (Atmore, Van
Niekerk & Ashley-Cooper, 2012). The Further Education and Training Certificate in
Early Childhood Development (NQF Level 4) qualification is the entry-level
qualification for ECD practitioners. It serves as the equivalent of a Grade 12, and a
Grade 9 certificate is required for entry. Qualifications are: The National Diploma in
Early Childhood Development (NQF Level 5); Higher Certificate in Early Childhood
Development (NQF Level 5); Advanced Certificate in Education — Foundation Phase
and Early Childhood Development (NQF Level 6), a qualification usually followed by
people who are already qualified as educators; Bachelor of Primary Education in
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Early Childhood Development (NQF Level 7); and Bachelor of Education in Early
Childhood Development — Foundation Phase (NQF Level 8). These qualifications can
be studied at a TVET (FET) College and some South African universities. Once
you've graduated, you will be required to register with the South African Council for
Educators (SACE) as a practitioner/educator (Atmore, Van Niekerk & Ashley-Cooper,
2012).

Capacitating ECD practitioners

The need for quality ECD centres is also increasing because of the social
changes in the labour market. Dual-income households are rapidly on the rise, with
both parents having to work fulltime. In South Africa there is also a high rate of
single-parent households, however all children, according to the NCSNET/NCESS
report (1997), need qualified practitioners who are equipped through professional
development and are prepared and supported for their role in the provision of
education and support. Practitioners including classroom assistants, should be
equipped and accredited through various pre- and in-service programmes, to be able
to respond to learner diversity in the ECD context. There is a need for affordable,
quality childcare services across the country (Le Roux, 2016), hence, in 2008, the
South African government designated early childhood development as a national
developmental priority (Richter et al., 2017). This meant that government
programmes would focus on developing and counseling ECD practitioners to improve
the quality of existing ECD centres, promote a standardised ECD curriculum, and
encourage capacitated ECD practitioners to establish more ECD centres, where there
is a need for them.

ECD practitioners need counseling skills and knowledge to identify the origin
of the learning barrier from the learner’s environment, at school or at home. These
are, for example, language, socio-economic, inflexible curriculum, language and
communication, attitudes, lack of access to basic services, poverty and
underdevelopment, factors which place learners at risk. The trained and counselled
ECD practitioners should have the necessary skills to look after and teach children.
The ultimate goal is that everyone in an ECD centre in South Africa should be well
developed and know what the rules and regulations to be followed are in this regard
(Murray & Biersteker, 2014). Capacitated ECD practitioners can start their own
ECD centres and get the chance to be their own bosses while making a living doing
what they love doing. To register for an ECD centre in South Africa, the new centre
owners need to consult the office nearest to the proposed Department of Social
Development centre, and then the local authority (municipality), to obtain the right
to use the centre after acquiring the necessary health clearance certificate

for running the centre in that particular location.
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ECD practitioner support

ECD practitioner support has development as priority, followed by economic
empowerment. Government has many grants aimed at promoting entrepreneurship
and small businesses. All day care and ECD centres have to be registered at the local
Department of Social Development branch. When registering for an ECD centre, you
can simultaneously apply for departmental funding or assistance from the
Department of Social Development. The Small Enterprise Finance Agency also
provides financial support to small-scale entrepreneurs in outer urban or rural areas.
The National Empowerment Fund is a government fund that helps previously
disadvantaged individuals and communities obtain financial support (Van Niekerk,
Ashley-Cooper & Atmore, 2017). The National Youth Development Agency provides
funds for young entrepreneurs between the ages of 18 and 35. Local government
offices can be contacted to find out if there are any funding or development
opportunities for starting an ECD centre in your area. If you are starting an ECD
centre in a disadvantaged area, you might be able to get donations, such as food,
equipment, or toys (Van Niekerk, Ashley-Cooper & Atmore, 2017). The Department
of Social Development can be contacted for help securing ECD centre donations, or to
find local non-governmental organisations in the province that can sponsor the
centre. Practitioners may qualify for donations if their centre is a non-profit
organisation, and it focuses on supplying low-income families with ECD facilities, or
they work with disabled children.

Registration requires consultation at the local municipal authority to obtain
the right of use and the necessary health clearance certificate to run the centre in the
proposed location. The local Departments of Education and Health or the Department
of Social Development may indicate any other requirements such as a weekly food
menu, a daily programme, a building plan of location (if appropriate), a signed and
date copy of the business’s constitution, a business plan (for funding applications),
and a financial report for the past year (for funding applications) for the centre or a
lease contract with the owners of the building, if leasing. After receiving provisional
registration, the practitioner undergoes assessment by the relevant Department to
make sure the ECD centre complies with the Department’s standards and
registration requirements in terms of infrastructure, health and safety, education
curriculum, and human resource management (Van Niekerk, Ashley-Cooper &
Atmore, 2017).

Identification of learners who experience barriers to learning

Intelligence and other human capacities are not fixed at birth but, rather, are
shaped to some extent by environmental influences and through practitioner
teaching. Disabilities and other factors may render a child at risk for development
and learning, so that the original barriers become more severe, and secondary

challenges present. Early intervention programs can make a significant difference in
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the developmental status of young children and can do so more rapidly than later
remedial efforts after a child has entered elementary school. According to
Papatheodorou (2005), a young child who has or is at risk of developing barriers,
should get intervention as early as possible because the early years of the child are
when the child is most susceptible and responsive to learning experiences. It is at
this stage that initial patterns of learning and behaviour that influence the nature of
all subsequent development are established.

Papatheodorou (2005) further purports that early identification of learning
barriers provides a foundation for later learning academic success experiences for
learners at risk. If learning barriers are not identified early, the learning barriers
may continue and could lead to more learners dropping out of school, exhibiting
behaviour barriers and developing greater academic deficiencies. ECD practitioners
should be counselled to be creative in managing the learning programmes of the
learners and assess the needs of the learners collectively and individually. They
should provide flexible programmes that accommodate a variety of needs, drawing on
the resources of the learners themselves. A key role would be facilitating a learning
environment that fosters respect among learners and among the learning community

as a whole.

Research methodology

This paper employed a descriptive research methodology wherein literature
analysis of documents was completed based on data extracted from secondary sources
of information. The paper employed a qualitative conceptual approach (Baxter &
Jack, 2008) to address the research question: How are ECD practitioners addressing
children’s learning difficulties, capacitated? And how will their counseling
preparation help create jobs? The paper is located within the interpretive paradigm
which served as an analytical tool to highlight how ECD practitioners teaching
children with learning difficulties are capacitated and counselled; and how their
preparation may ensure jobs are created. The constructive approach offers global
views of ECD policies ensuring practitioner preparation, followed by the provision of
counseling support services, the provision of resources and developmental strategies,
and parental involvement and recognition. For learners to fully participate in society,
practitioners must be equipped with a variety of teaching techniques that allow
learners to meet their greatest potential. In support of the above scholars, Morin and
Franks (2009) state that all learners, regardless of their barriers, backgrounds,
personal characteristics, physical challenges must have opportunities to learn. This
can only happen if the practitioner is capacitated (Morin & Franks, 2009) and
counselled. In recognition of the increasingly important role practitioners play in
addressing learner barriers, there is also a need for practitioners to apply their
counseling skills by training more practitioners to improve the economy of the
country. A partnership should be created between the ECD centres and the
community to enhance the country’s economy.
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Conclusion

ECD practitioners should be capacitated with knowledge of the wvarious
teaching methods, especially with regard to learners from disadvantaged
communities coming to school for the first time (Morin & Franks, 2009). Some come
into contact with the language of teaching for first time at school. If this problem is
not attended to earlier, such children will experience learning difficulties throughout
their lives. Early intervention implies some economic-social benefits in the prevention
of developmental problems in young learners, may reduce more serious, burdensome
barriers for society to cope with later, including accompanying costs. According to Pal
(2009), disadvantaged children are more likely to perform poorly at school because of
their “different home environments” (p. 8). These children are more at risk of
experiencing learning difficulties because of their lack of out-of-school educational
support. Therefore, poorly capacitated practitioners and lack of counseling may place
these children in an untenable situation in their education, right from the beginning.

Similarly, Groark et al. (2007), found that practitioners who can identify
learner barriers at an early stage, may help the learners with complex needs or
particular types or patterns of difficulty in learning, succeed, in the ordinary school
system. Early detection comes with good practice, creative teaching methods, an
improved teaching and learning environment, that meets the learners’ needs. The
success of ECD practitioners and learners can be attained through practitioner
planning and support of a collaborative working practice with parents. ECD
practitioners have a significant role to play to ensure children develop self-esteem
and gain acceptance. When the other learners in the classroom see that the
practitioner accepts and loves all children, they will also accept one another. The
educator as a role model and as a substitute to the parent has an important role to
play in accommodating learners with barriers. The counseled practitioner should
teach learners to develop empathy towards others, and coping skills in response to
emotions such as anger, sadness, and anxiety. Learners should be educated in an
inclusive environment where similarities and differences are celebrated.
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Abstract

The school counselling service is specific to Slovenian schools. The concept dates back to the
second half of the 1960s, and since the mid-1990s the law has required every public preschool
and school to have its school counselling service. This paper presents recent findings on the
work of the school counselling service in the Slovenian education system, taking them as a
starting point for reflection on its further development. Examining the findings, the author
emphasizes the importance of the pedagogically developmental and preventative orientation of
the school counselling service. It is crucial in achieving a higher quality of the work of
educational institutions, for instance, the introduction of modern pedagogical principles, such
as the principle of inclusiveness, the principle of interculturalism, the principle of children’s
and adolescents’ participation. The developmental and preventative orientation of the school
counselling service, which includes cooperation with actors inside and outside the school, is
found at several levels: 1) the development of the educational institution as a whole; 2) direct
cooperation in the educational process; 3) counselling and assistance provided to children,
adolescents and parents; 4) the development and co-creation of systemic solutions in education.

Keywords: school counselling service, school counsellors, pedagogues, challenges and problems,
cooperation, Covid-19 pandemic

Introduction

The school counselling service is specific to Slovenian schools with some unique
characteristics, which are presented in the paper. Reviewing the international
arrangements of school counselling services and school counselling reveals that the
conceptualisation of school counselling services in Europe and around the world differ
with reference to their formal set-up, the experts who work there (cf. Carey et al.,
2017; Harris, 2013; Popov & Spasenovi¢, 2018). The concept of the school counselling
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service in Slovenia dates back to the second half of the 1960s, and since the mid-
1990s the law has required every public preschool and school to have its school

counselling service.!

Background of school counselling in Slovenia

The father of the Slovenian school counselling service F. Pedicek described its
implementation into the Slovenian school system as the breakthrough of
“anthropology-based pedagogical thought” (Pedicek, 1992). He saw counselling as
assistance in students’ holistic development. Today counselling intertwines humanist
and systemic stances, which is the starting point for the proactive, developmental
and preventative orientation of counselling. The school counselling service is a
(pre)school sub-system, working together with other sub-systems (teachers, head
teachers, parents, community) towards the fundamental goal of the (pre)school as a
whole. The fundamental goal is the wellbeing of all children and adolescents, their
optimum development, learning and a good-quality educational process regardless of

their individual or group differences.

Characteristics of school counselling in Slovenia

The formal framework for the work of the school counselling service in Slovenia
is set out in the Organization and Financing of Education Act, 2017 (hereafter
ZOFVI, 2017). The Act mandates a counselling service in public preschools and
schools counselling children and adolescents together with cooperating with parents.
It cooperates also with educators and school management in planning, monitoring
and evaluating the development of the (pre)school and its educational work.

The key conceptual document for school counselling is the Programme
Guidelines for the School Counselling Service (Programske smernice, 2008a, 2008b,
2008c), which were approved by the Ministry of Education, Science and Sport in
1999. The Guidelines state that school counsellors participate in resolving
pedagogical, psychological and social issues in schools by means of three central
activities: activities of assistance, of development and prevention, and of planning
and evaluation. Undertaking these three main types of activities, the school
counselling service helps students, educators, management, parents and it
collaborates with them in the following areas of everyday life and work at the
institution: learning and teaching; school culture, school climate and order; physical,
personal and social development; schooling and career guidance; socio-economic
difficulties (ibid.).

1 The school system in Slovenia is divided into three sections of education: primary, secondary and
tertiary. Primary education is provided by public and private preschools (kindergartens), elementary
schools, elementary schools with an adapted education programme, music schools and educational
institutions for children with special educational needs. Secondary education is provided by upper
secondary schools and secondary schools. It is classified as general or vocational technical and secondary
professional or technical education. The school counselling service is formally part of every public preschool
and public school at the primary and (upper) secondary levels of education (i.e., including children and
adolescents from 1 to 19/20 years of age).
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According to the Guidelines (ibid.), school counselling as conceptualized in
Slovenia has never been limited only to assisting students in their personal
development and learning. As such, it provides not only student counselling, directly
helping students with their development, but it also helps to the functioning of the
educational institution as a whole in terms of planning, implementing and evaluating
everyday educational work in (pre)schools as well as planning, creating and
maintaining favourable conditions for a safe and encouraging educational
environment that allows children/adolescents optimum progress. This means that
when looking after the child’s/adolescent’s optimum holistic development, it is first
necessary to ensure the conditions for this development, to organize adequately the
physically and socially stimulating environment of the (pre)school. The help of a
counsellor to students in their development and learning remains incomplete if
his/her activities do not embrace the work of the educational institution and classes,
consultation work with teachers, school management, parents and the external
environment (i.e., the local community), as most of protective factors are found in
everyday activities and the general culture of coexistence at school (Mikus Kos et al.,
2017).

Due to a complex interrelation of pedagogical, psychological and social issues,
the school counselling service is at its most effective when it incorporates a team of
different experts. Thus, it is important that counsellors of different professional
profiles from different schools cooperate, and that professional school counsellors also
cooperate with other experts from relevant external institutions (ibid.).

The school counselling service in Slovenia is interdisciplinary, which means
that it is made up of counsellors with different professional profiles. These are
pedagogues?, psychologists, social workers and others (Gregorci¢ Mrvar & Resman,
2019; ZOFVI, 2017). All of the profiles are professionally qualified to do school
counselling work, but each brings specific knowledge, skills and competences to the
work. According to the rules on norms and standards for the implementation of
(pre)school programmes, each preschool must appoint one counsellor per 30
classes/educational groups, and each primary and secondary school must appoint one
counsellor per 20 classes.

It should be pointed out that the work of school counsellors in (pre)school
differs slightly in tasks, content and strategies of work, which is mainly related to the
level and type of school, as well as to the developmental characteristics of children
and adolescents.

2 Pedagogues must complete a master’s study programme in pedagogy in order to perform the tasks of
school counsellors. The studies provide them with a quality social sciences and humanities education with
an emphasis on the systematic knowledge of pedagogy and andragogy. They have knowledge of the
scientific paradigms and orientations that are important for understanding and analysing educational
processes and for understanding the connections between pedagogical phenomena, processes and society.
They are qualified to co-create systemic and other documents in the field of education, to take on
managerial/leadership positions in education and other social activities, and to carry out (school)
developmental and counselling activities. (Gregorcic Mrvar & Resman, 2019)
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Research on the work of the school counselling service in
Slovenia

Positive aspects of the operation of the school counselling service in
Slovenia

There have been a few representative empirical studies done of the school
counselling service in Slovenia since the mid-1990s, when its functioning became
formally regulated and each (pre)school started to employ one or more school
counsellors. Those that have been done (e.g. Bezié¢, 2008; Gregorci¢ Mrvar et al., 2020;
Resman et al., 1999; Valenci¢ Zuljan et al., 2011; Vogrinc & Krek, 2012) demonstrate
that the school counselling service is an important constituent part of each
(pre)school. According to a study done among educators in Slovenian schools
(Valenci¢ Zuljan et al., 2011), the majority of head teachers and teachers take the
counselling service to be an integral part of each school. Nearly three quarters of the
teachers and most of the head teachers described their own collaboration with the
school counselling service as either very good or good (ibid.; Gregorcic Mrvar et al.,
2020). Parents, likewise, demonstrated considerable knowledge of the work of the
school counselling service and positive attitudes towards it. Similar responses and
assessments were given by students (Gregorc¢ic Mrvar et al., 2020).

In addition, other positive aspects of the school counselling service’s work have
been observed. Practising school counsellors report that (Bezi¢, 2008; Vogrinc & Krek,
2012): undergraduate studies provided them with adequate theoretical knowledge;
they are fairly satisfied with the system of further training; they are satisfied with
the system of promotion to professional titles; they have relatively good conditions for
work; despite the great stress, three quarters of professional school counsellors would
not change their work even if they could, because they see their work as their

mission.

Negative aspects of the operation of the school counselling service in
Slovenia

Preschools, schools and the school counselling service have been undergoing
changes in the last decade that have had an impact on their work and the work of
individual profiles in them. With the conceptual and systemic changes including, for
instance: the design and evaluation of the school’s plan of moral and character
education; working with gifted children and adolescents; the continuum of assistance
for students with learning difficulties; working with children and adolescents with
special educational needs; working with immigrants; cooperation with cultural and
arts institutions; the education of the Roma, ete., school counsellors have had to
shoulder great professional burdens in recent years with numerous educational,
coordination and administration tasks. This is also suggested by the findings of
school counselling service evaluation studies (e.g. Bezi¢, 2008; Gregor¢i¢ Mrvar et al.,
2020; Resman et al., 1999; Valenci¢ Zuljan et al., 2011; Vogrinc & Krek, 2012), which
confirm that professional school counsellors spend most of their time on remedial
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work with students, that is, individual work with students with learning difficulties,
special needs, education and discipline problems as well as those with problems in
their physical, personal and/or social development, while they work less frequently
with the entire populations of students or with individual classes. A lack of time is
the primary reason for their infrequently doing preventative and developmental work
as well as monitoring and evaluating work in educational institutions (Bezié¢, 2008;
Gregorci¢ Mrvar et al., 2020). They also report that in recent years the range of their
tasks has increased, that the tasks are not clear to all those who find themselves in
the educational institutions and that, consequently, the currently established norms
are inappropriate (Bezié¢, 2008; Gregorci¢c Mrvar et al., 2020; Vogrinc & Krek, 2012).

School counselling in Slovenia during Covid-19 pandemic

The work of the counselling service changed with the outbreak of the Covid-19
pandemic last year. The educational process took place remotely and it was in many
ways restricted and altered, which was also true of the developmental and
counselling work of the school counselling service. The findings of a survey among
school counsellors in Slovenia (Gregorc¢i¢c Mrvar et al., 2021), which examined how the
counselling service dealt with the issues, challenges and problems that arose during
the implementation of distance education and counselling, demonstrate that during
the pandemic counsellors were important actors in resolving various situations
related to the relationship between adults and children/adolescents, to educational
work and issues, teachers’ dilemmas in the implementation of distance schoolwork,
as well as to managing educational institutions. The consequences of the pandemic
and the interruption in the regular pedagogical process in preschools and schools are
expected to increase the need for assistance activities (i.e., remedial interventions) for
some time to come (Gregorci¢c Mrvar et al.,, 2021; Savitz-Romer et al.,, 2020).
Situations marked by uncertainty can trigger apprehension in both adults and
children, there may be more mental irritability, feelings of anxiety, mental health
problems, and suchlike. At the same time, we can expect more distress as the
consequence of the already strained family relationships, higher unemployment of
parents and carers. Going to preschool or school on a daily basis can be an important
protective factor in children’s and adolescents’ development (Mikus Kos et al., 2017).
Therefore, the efforts of educational institutions, local communities and several
professional organizations to provide children and adolescents in need with the

necessary support in distance education are all the more worthwhile.

Reflection on current trends in development of school counselling in
Slovenia

It should be emphasized that an (exclusively) remedial/reactive orientation of
the counselling service involves a “danger” of the service becoming an auxiliary or
crisis service. That would lay emphasis on crisis counselling and a remedial concept,
which favours individual and personal counselling and which reduces the work of

school counsellors to providing individual assistance to the children/adolescents with
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difficulties in learning, personal development or adaptation to the social environment
(cf. Gregorcic Mrvar et al., 2020).

Such an approach does not bring appropriate solutions to work in (pre)schools.
To illustrate this with the findings of an evaluation of work with students with
special educational needs: an evaluation study on various forms of additional
professional assistance to children and adolescents with special educational needs (cf.
Vrsnik Perse et al., 2016) showed that the concept of inclusion continues to evolve.
The whole process related to additional professional assistance to
children/adolescents with special needs still takes place by foregrounding individual
assistance (most often outside the class), dealing with the child’s deficits, obstacles or
disorders. Lesar (2019) rightly points out that the focus on individual assistance to
students with special needs reinforces medical discourse and the discourse of
professionalism, which Fulcher described in the 1980s as the basis of disability
discourses and problematic forms of the inclusion of children with special educational
needs in school policies. This is a major obstacle to promoting an inclusive school
culture.

Further to this issue, it is necessary to work towards a paradigm shift from the
counsellor’s remedial activities to developmental and preventative ones (cf. Bezi¢,
2018; Gregorcéic Mrvar et al., 2020). Nowadays, such efforts are clearly present in
Slovenia (cf. Bezié, 2018; Gregorc¢i¢c Mrvar et al., 2020). It is emphasized that in the
future developmental and preventative work of the counselling service at the level of
classes, groups and entire educational institutions will have to be expanded.
Developmental and preventative activities are part of the vision of the educational
institution, the plan of moral and character education, the development plan and the
annual (pre)school’s and (pre)school counsellor’s plan of work (Bezi¢, 2018; Gregorci¢
Mzrvar et al., 2020).

Only such a conceptualisation of the school counselling service — placing the
developmental role not only in the direct function of the development of children and
adolescents, but also in the function of the development of the educational institution,
making the service the initiator and “engine” of its development — can justify its place
inside the (pre)school and distinguish between the philosophy of personal (individual)
and school counselling (Resman et al., 1999).

The importance of the pedagogically developmental and
preventative orientation of the school counselling service

We define and understand the school counselling service of the future as
providing developmental work, oriented towards the development of the entire
(pre)school. The developmental orientation of the counselling service means a long-
term, proactive and preventative orientation that supports all children and
adolescents, raises professionalism and transforms the school culture and climate.
This, however, cannot be achieved with individual treatments during school
counselling only. Rather, conditions for mutual cooperation ought to be established in
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the educational institution among all the participants (children/adolescents, teachers,
parents, the management). Only this will allow for good-quality educational work in
generally and with all children and adolescents.

Pedagogically developmental and preventative activities are key to achieving a
higher quality of work in educational institutions for several reasons (Gregorcic
Mrvar et al., 2019, 2020). The developmental activities of the counselling service are
indispensable in the introduction of modern pedagogical principles, such as the
principle of inclusion (Booth & Ainscow, 2002; Ermenc, Jeznik & Mazgon, 2019;
Lesar, 2019; Mikus Kos et al., 2017; The Salamanca Statement, 1994), the principle
of interculturalism (Ermenc, Jeznik & Mazgon, 2019; Mikus Kos et al., 2017), the
principle of children’s and adolescents’ participation (Hart, 1992; Kodele, 2017), and
the necessary paradigmatic transformative changes in education included in the new
principles (Lesar, 2019). The developmental activities of the counselling service are
crucial for a more successful implementation of modern approaches to instruction,
such as collaborative learning, problem-oriented teaching, the introduction of e-
learning (Dumont, Istance & Benavides, 2010) and education through art (UNESCO
Road Map for Arts Education, 2006). Developmental and preventative work is
essential for the establishment of conditions for the educational activities that
presuppose compliance with the principles of safety, acceptance, equity, participation,
respect, care for others and mutual assistance. The counselling service focuses on the
activities and processes aimed at the entire educational institution as a community.
It deals with issues of group dynamics, communication, the culture and climate of the
educational institution; it establishes conditions for interdisciplinary cooperation.
Last but not least, in situations where educational institutions have more autonomy,
the counselling service takes over tasks in the field of quality assurance, which
means planning, implementing and evaluating the educational process and the
educational institution as a whole (Gregorcic Mrvar & Resman, 2019; Gregorcic
Mzrvar et al., 2020).

The importance of the pedagogically developmental and preventative
orientation during Covid-19 pandemic

The developmental and preventative orientation of the counselling service is
imperative in the current Covid-19 pandemic, when many questions and
uncertainties arise in the educational work and processes. In a study on the work of
the counselling service in Slovenian preschools and schools during the pandemic in
the first wave of distance education (March 2020) (Gregorci¢ Mrvar et al., 2021),
educators reported that resolving crises and emergency situations and issues of
distance education opened up a number of positive responses and opportunities for
prosocial action. The situation has stimulated reflection on the protection of
particularly vulnerable people, offered many new opportunities for access to the
activities that can enrich our everyday lives (access to art content, suggestions for
physical activity during limited outdoor activities, tips for creative free-time
activities) (ibid.; Gregor¢ic Mrvar et al., 2020). The school counselling service is
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certainly the part of professional support for children and adolescents that helps
them make sense of and improve their lives during the epidemic, considering that
teachers have been heavily burdened with the preparation of pedagogical materials

and communication with students to carry on with day-to-day school tasks (ibid.).

Recommendations

The outlined changes require a thorough consideration of the starting points of
educational activity. We should certainly emphasize the importance of the
multifaceted justification of the values of educational activity, such as the values of
solidarity, positive recognition of all children/adolescents, child/adolescent
representation in decision-making, empowering forms of assistance, care, emotional
support (cf. Krofli¢, 2003; Lesar, 2019). As previous research shows, it is not possible
to develop (pre)schools in the direction of inclusiveness, interculturalism,
participation and active active forms of learning without a well thought-through
conceptual consideration of education.

These changes require the school counselling service to radically shift from a
remedial and individual response to the problems of individual children/students to
pedagogically developmental and preventative orientation, that 1s, to the
development of the school’s plan of moral and character education and comprehensive
approaches to quality assurance in the work of educational institutions. The
professional profiles of school counsellors make up a solid core of experts who can
work together with school leaders and teachers to tackle contemporary professional
challenges. However, they require more appropriate system support (appropriate
norms, schedules, distribution of working hours) (Bezié¢, 2018).

In addition to the organizational issues related to job descriptions, working
hours and norms, developmental and preventative activities also necessitate clear
theoretical solutions and the identification of the main strategic goals of managing
educational institutions. This should be done in accordance with the above-mentioned
principles of inclusion, interculturalism, participation, restorative approaches and
active learning. These principles should be reflected in the professional guidelines at
the four levels of the work of the counselling service highlighted below. This is
especially true for the professional profile of the pedagogue as a school counsellor,
whose fundamental focus is on the environment and culture of the school, which
primarily affects the child’s/adolescent’s development and learning.

The school counselling service’s work levels in developmental
and preventative activities

The developmental and preventative orientation of the school counselling
service, which includes cooperation with actors inside and outside the school, is
observable at several levels (cf. Gregorci¢ Mrvar et al., 2020; Gregorcic Mrvar &
Resman, 2019): the development of the educational institution as a whole; direct

cooperation in the educational process; counselling and assistance provided to
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children, adolescents and parents; the development and co-creation of systemic

solutions in education.

The development of the educational institution as a whole

In this area the school counsellor’s work primarily relates to the pedagogical
leadership of the educational institution and collaboration with the head teacher. In
the circumstances that give more autonomy to educational institutions and in which
work quality largely depends on the institutions themselves, educators’ and head
teachers’ work has become extremely varied. Head teachers’ responsibilities consist of
both managerial (administrative) and pedagogical leadership (ZOFVI, 2017, Article
49). The school counsellor’s knowledge and competences greatly assist the head
teacher in the latter, that is, in the pedagogical leadership of the educational
institution and the execution of associated tasks (cf. Stone & Clark, 2001; Wingfield
et al., 2010).

Direct cooperation in the educational process (during school instruction,
group work)

One of the most important contexts for each child/adolescent in the educational
Iinstitution is the class, that is, the group where everyday educational work and
processes are carried out. This makes collaboration with (pre)school teachers
especially relevant for school counsellors (Programske smernice, 2008a, 2008b,
2008c). Consequently, independently and/or together with (pre)school teachers, school
counsellors, especially pedagogues do the developmental, analytical and preventative
work related to the processes of education, teaching, learning and playing in the
class/group. Having the knowledge of planning educational work and general
didactics, pedagogues plan, present and practically demonstrate the use of the
various educational and teaching methods, didactic concepts and strategies required

by instruction.

Counselling and assistance provided to children, adolescents and
parents

School counsellors’ counselling and assistance include a variety of activities,
tasks and projects intended for children and adolescents in the educational
institution. In this context school counsellors are important consultants to teachers,
head teachers, parents and families. As experts in counselling, school counsellors
participate in direct counselling (individually or in groups) or in implementing
developmental and preventative programmes in groups in order to identify, together
with children and adolescents, existing worries and problems regarding personal and
social development. They organize active forms of assistance, such as interactive
workshops, discussion groups, round tables, camps. School counsellors encourage
students’ independence and responsibility in education and in deciding on further

education, changing programme or levels and employment.
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The understanding, development and co-creation of systemic solutions
in education

School counsellors, especially pedagogues, are familiar with the history of and
trends in the development of pedagogical theory and school practice in Slovenia and
abroad, which makes them the right people to turn to on the issues of the
development of educational institutions. School counsellors are qualified to carry out
critical analyses of content and system solutions in education (including different
education systems), to develop educational programmes and other curricular
materials, to analyse whether the educational institution and individuals in it
function in accordance with the regulations and to plan the measures that ensure the
legality of work. They actively participate, for example, in experts’ debates on the
reform of the education system, in the preparation of textbooks and other didactic

materials, and suchlike.

Conclusion

School counsellors realize their programme and plan together with other
educators in the educational institution, especially with the other profiles of
professional school counsellors, (pre)school teachers and head teachers. They
collaborate with other counselling profiles in interdisciplinary ways and carry out
activities in expert teams in (pre)schools and external institutions.

It is necessary to emphasize the advantages of the Slovenian organization of
school counselling, the core of which is internal/school-based counselling services,
that is, services located in educational institutions. The position of counselling
services inside educational institutions enables them to achieve a great deal in the
field of development and prevention and to contribute to the creation of the
institution’s stimulating learning/development climate (Gregorci¢ Mrvar et al., 2019;
Resman et al., 1999). Therefore, it is important to make permanent attempts at a
paradigm shift from the counsellor’s crisis and remedial activities to developmental
and preventative ones (see Gregorci¢c Mrvar et al., 2020).
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Abstract

Opposite to some international trends, the prevalence of bullying has recently been increasing
in Hungary. To tackle the issue of school violence, various approaches emerge as a solution.
ENABLE anti-bullying program was developed by the European Schoolnet and it was adapted
in Hungary in 2016. The program targets 12-18-year-old students and uses the social and
emotional learning (SEL) approach. This paper presents the Hungarian implementation
process and how ENABLE activities support the transformation of explicit knowledge about
bullying (e.g. definition, roles, consequences), the development of skills (such as intervention in
bullying situations and supporting the victim), and finally shape anti-bullying norms and
attitudes. General experiences and difficulties of the program implementation are discussed.

Keywords: prevention, bullying, ENABLE program, SEL

Introduction

Bullying is a widespread phenomenon that can significantly affect young
people’s lives. Nationally representative data from the Health Behaviour in School-
aged Children Study (HBSC) shows that around 30% of Hungarian youngsters are
involved in offline or online bullying. Regarding offline victimization, 28.4% of 11-18
year-old students reported to have been bullied at least once and 9.5% has been
chronically bullied. The rate of regular perpetrators is 6%. When considering online
victims, 17.8% of young people reported that they have been bullied online at least
once, whilst the rate of those having bullied others online at least once is 12.7%
(Németh & Varnai, 2019). With these rates, Hungary is considered to be moderately-
highly affected by offline or online bullying (Inchley et al., 2020). Children who seem
to be uninvolved in bullying situations can still be witnesses or be affected indirectly.
Notably, bullying is a matter of public health, impacting the life outcomes of both
bullies and victims, in varying ways (Masiello & Schroeder, 2014). Peer violence is a
strong risk factor for several negative behavioural, health, social, and/or emotional
problems, the experience of school bullying functions as a stepping stone towards
undesirable life outcomes (Arseneault, Bowes & Shakoor, 2010). Therefore, a bullying
prevention program could serve as a crime prevention program, as well as a form of

promoting public health. Cross-national comparisons draw attention to the
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importance of national efforts to address bullying as the prevalence of bullying
behaviour decreased in countries where prevention and health promotion efforts are
supported continuously (Molcho et al., 2009).

According to their comprehensive meta-analysis of the effectiveness of bullying
prevention programs, Gaffney, Ttofi and Farrington (2019) state that anti-bullying
programs have the power to significantly reduce bullying perpetration and bullying
victimization. Their results suggest that anti-bullying programs reduce school-
bullying perpetration by approximately 19—20% and school-bullying victimization by
approximately 15-16%. The most effective programs have been found to be
multicomponent, schoolwide programs that contain parent training, improved
playground supervision, disciplinary methods, school conferences, videos, information
for parents, classroom rules, and classroom management (Farrington & Ttofi, 2009),
individual counselling and teacher training (Vreeman & Carroll, 2007). Prevention
programs were found to be more effective in schools with more positive student-
teacher relationships (Richard, Schneider & Mallet, 2012), targeting older students in
middle or secondary schools versus students in primary schools (Ttofi & Farrington,
2011). It was also observed that higher implementation fidelity leads to stronger
program outcomes (Durlak et al., 2011), and according to Merrell et al. (2008)
programs are much more likely to show effects on attitudes, self-perception and
knowledge than on bullying behaviour.

There are several different programs or approaches available for schools. One
of the popular approaches of school anti-bullying programs is the socio-emotional
learning approach. Social and emotional learning (SEL) is a structured way to
improve a wide range of students' social and emotional competences and impact
bullying at the individual and peer levels of the school social-ecology. SEL has been
shown to be an effective component in comprehensive bullying prevention and other
Interventions targeting problems such as substance abuse (Vreeman & Carroll, 2007;
Smith & Low, 2013).

Besides many advantages, school bullying prevention programs demonstrate
some challenges as well. For example, it takes a long time for anti-bullying attitudes
and norms to develop, thereby resulting in reduced levels of bullying and better
school climate. For this reason, educational administration seeks solutions that can
lead to visible results in a shorter time frame. One such strategy that has been
proposed is the use of police officers in schools. Devlin, Santos and Gottfriedson
(2018) evaluated the efficacy of school resource officers as an intervention against
bullying in 480 schools in the United States. Their findings indicate that school
resource officers do not have a reducing effect, similar to policies that use metal
detectors and video monitoring to address school violence, which are also ineffective,
because school violence is an issue that encompasses more than instances of injury by
physical force, e.g. exclusion, manipulation, gossiping (Scott, Nelson & Liaupsin,
2001). Such results confirm that programs that focus on components such as teaching
social and emotional competency skills, improving relationships between students

and adults, and creating a positive school environment may be more effective.
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ENABLE Anti-bullying Program in Hungarian Schools

The ENABLE program

The ENABLE (European Network Against Bullying in Learning and Leisure
Environments) program is an EU-funded project which combats bullying and
contributes to the wellbeing of young people aged 11-14 through social and emotional
development and peer education. The ENABLE high school program builds on the
recognition that peer group relations notably influence learning processes and school
belonging. While a hostile classroom environment distracts students’ time and
energy, the feeling of emotional and physical safety provides an optimal condition for
development. ENABLE takes a holistic and sustainable approach to reduce bullying
by involving students, staff and parents/carers. Using the social and emotional
learning (SEL) approach, the program addresses how relationships can be
maintained, restored, and how emotions play a crucial part in managing social life.
The SEL approach encourages students to reflect on their own and their peers’
behaviour, and contributes to the development of skills that support bullying
prevention, e.g. self-regulation, assertiveness, social problem solving. The original
program covers the following program elements: the SEL module, which is a set of 10
social and emotional learning activities (lesson plans), the Peer support module (that
includes materials for peer support leaders and for peer supporters as well), parent’s
pack, ENABLE research and impact assessment tool, and resources for

communication.

Hungarian implementation

Based on the prevalence data of school violence in Hungary and schools’
subjective experiences of increasing bullying, in 2016 the Hungarian Educational
Authority decided to adapt the ENABLE program and introduce it to schools. During
the Hungarian adaptation, some of the original program elements were changed,
mainly due to fewer examples or adverse experiences of peer support systems. The
main program elements in Hungary cover: SEL module (10 lesson plans) with
resources, AB (anti-bullying) module (10 lesson plans) with resources, teachers
manual and training manual for school staff, an information booklet for parents, an
intervention tool to tackle acute cases of bullying, and an evaluation toolkit. Since
2019 annually 600 school psychologists or teachers have been trained in the program.
The SEL module is recommended for classes in which a high resistance on behalf of
participating students can be expected, where there is no experience for non-
traditional class activities or elaboration of sensitive topics, and where students
require the development of self-insight or basic SEL skills. The AB module
predominantly targets the development of anti-bullying class norms and attitudes
and it is recommended where there is an existing experience in elaboration of
sensitive issues (e.g. in classes trained in drama pedagogy) and where students
require more intensive activities. These two modules can be applied consecutively,
starting with the SEL module.
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Program elements

Lesson plans

The target group for the 10 lessons in both modules are 12-18-year-old
students. The units are designed as a sequence and they are suggested to be carried
out in the class every 2-4 weeks. The lessons contain diverse elaboration methods:

individual work, pair work, small group work, frontal instruction, group discussion,

watching videos, and using applications.

Table 1. Content description of the two types of lesson plans

Lessons | SEL module AB (anti-bullying) module

1. Who am I?: introduction of socio- What is bullying?: the nature of
emotional intelligence as an important | bullying, definition of bullying
and valuable skill

2. How are you?: developing a vocabulary | Why do people get bullied for?: reasons
in emotions and inner states for victimization

3. Reading emotions: categorization and Why do people bully others?: reasons
use of emotions for perpetration

4, The nature of bullying: bullying roles, | Myths about bullying: misbelieves
definition, thoughts and feelings of regarding peer violence
victims, perpetrators, defenders,
bystanders

5. It is not bullying, just...: tackling Reactions to bullying: emotional and
moral disengagement behavioural responses, consequences of

bullying

6. Houw to intervene in bullying Indirect support: bystander’s role,
situations?: direct and safe supporting the victim
intervention in bullying situations

7. Supporting the victim: reducing Indirect support2: developing a
adverse effects of bullying prosocial class climate

8. Steering emotions: coping with Direct intervention: safe intervention
negative emotions as a background of | for different types of bullying
bullying

9. Foundations for change: benefits of Reporting bullying: promoting help
the program on individual and class seeking behaviour
community levels

10. What’s next?: goal setting for the Our class: developing and ritually
future accepting class level anti-bullying rules

Teacher’s manual with resources

Teachers, school psychologists or other experts working in schools can

participate in the three-day training to prepare for the program implementation.
They learn about the lesson plans in both modules, about the intervention tool, the
evaluation methods and some techniques to introduce the program for parents, school
principals or colleagues. Within the training, participants can practice the most
important class level activities and they are provided with a teacher’s manual. This
manual contains detailed lesson plans and the necessary resources. The manual
explains the main aims of each lesson, presents the estimated time for preparation

and execution of the activities, the detailed instructions for warm-up, main activities
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and closing summaries, possible alternatives for activities, further considerations,

optional homework, and available multimedia tools.

Parent’s pack

Parents are important partners in school anti-bullying programs, and therefore
it is of key importance to educate them about the appropriate attitude towards peer
violence. In the ENABLE program, it is recommended to invite parents to the school
and inform them about the bullying phenomenon, the program itself and how their
children can benefit from the activities. Besides, parents’ meetings or in case such
meetings cannot be organized, an online information booklet is available for parents
or caregivers containing the most important messages. The booklet explains to
parents what bullying is and what it is not, how prevalent it is in Hungarian schools,
what are the most important signs of bullying, what parents can do if their child is
involved either as a victim or as a bully, what they can do against cyberbullying and

how they can participate and support school anti-bullying programs.

Intervention tool to tackle acute cases of bullying

This intervention tool is suggested to be regularly used in schools in order to
tackle acute cases. The regular bullying case management ensures that bullying does
not remain hidden, in fact, it will be tackled and if victims seek help it will be taken
seriously, and so it 1s worth reporting bullying. Targeted discussions are led by teams
within the schools and are aimed to express support for the victim, provide defence
and enable him/her to talk about his/her needs in the situation. Then an effort is
made to raise the awareness of perpetrators that bullying happened and give them
an opportunity to put things right. Therefore, a restorative, confrontative approach is
suggested for leading these discussions. The indicated interventions not only involve
discussions with victims and bullies, but also includes selected prosocial classmates
who are asked to get involved in supporting the victimized classmate. The school
teams are able to run discussions with involved parties once the cases of bullying
come to light. Both school staff and parents are given information about bullying and
advice concerning how to detect it, which hopefully leads to more awareness and skill

in identifying ongoing bullying.

Evaluation toolkit

The evaluation toolkit has two main components: pre-post and peer-nomination
questionnaires. Both evaluation tools are administered to the students at the same
time in an online form, in the classroom during school hours. The data from these
questionnaires are stored and analysed by E6tvos Lorand University.

First, the input and output questionnaires help the program impact assessment
by monitoring change in prevalence, attitudes and competences. Control classes with
similar conditions, but without intervention, also participate in the data collection in
order to investigate whether the possible impact is really due to the program itself.

The following topics are included in the questionnaire package: demographic

Part 3: School Counseling Practices



92

Anna Siegler, Dora Eszter Varnai, Tamas Hoffmann, Bence Basa & Eva Jarmi

questions, perceived severity of bullying, the prevalence of online and offline bullying
perpetration and victimization, intervention intention, bullying attitudes, a 3-item-
empathy scale, items measuring social-emotional intelligence (e.g. I can talk about
my feelings, I try to take other’s perspectives), teacher support, classmate support,
class climate, and the perceived effort of the school to reduce violence. The output
questionnaires are planned to be administered after the 10-hour-school activity at the
end of the school year.

The second evaluation tool is a peer-nomination questionnaire that is intended
to be administered and handled by program implementers (class teacher or school
psychologist) using the software eSzocmet. At the ENABLE teacher training, this
form of evaluation is suggested for implementers to enable them to uncover the
current bullying situation in their class: to identify those at risk and the students
who should be mobilized to defend the victims. For the administration of the peer-
nomination questionnaires, students have to provide their names, which are stored
anonymously, and only teachers, can identify the students. To comply with ethical
standards, parents are informed about both questionnaires prior to the data
collection, and students can refuse the participation at any time. The questionnaire
aims to reveal the hidden structures, subgroups, alliances in the class. However,
besides common sociometric questions (positive and negative peer nominations to
explore sympathy, community functions, popularity and different skills within the
class), the questionnaire includes an additional three items measuring bullying

involvement: e.g. peer nomination for the role of victim, perpetrator and defender.

Program evaluation in Hungary

Since the beginning of the Hungarian implementation of the ENABLE program
in 2016, two phases of the program evaluation have taken place. First, the pre-post
questionnaire from the evaluation toolkit has been piloted in the 2017/2018 academic
year, involving 776 students (case and control students) from 24 schools. This study
provided an opportunity to review the adaptation of the evaluation instruments,
compare the prevalence nationally and internationally, and specify the
implementation process. Two years later, following the adaptation work of measuring
instruments, the pre-intervention part of the evaluation process was administered at
the beginning of the academic year 2019/2020 around October-November, by a total
of 1.166 students enrolled in grades 6-10 (51.6% female) from schools in Hungary.
There were 390 students from control classes, whilst 777 students from ENABLE
intervention classes, participants ranged in age from 10 to 18 years (M=12.87,
SD=1.5). Prevalence data were compared with data from available representative
national surveys, while the responses of the experimental and control groups were
compared using independent sample t-test.

On March 16, 2020, Hungarian schools were closed due to the COVID-19
epidemic. This change not only hindered the administration of the classroom-based

output questionnaires expected in spring, but also interrupted the program
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implementation. For these reasons, we could not carry out the program impact
assessment as planned, instead we initiated a different progress evaluation method:
feedback questionnaires targeting implementers. This type of evaluation helps to
track the progress of program design and implementation, it provides an opportunity
to reflect on the program. The program implementers were asked to provide feedback
regarding their experience with ENABLE anti-bullying program. The questionnaire
contained questions in the following topics: general circumstances of the program
implementation (in which class, how many occasions etc.), the perceived reception of
the program by students and school staff, the perceived effectiveness of the program
from different aspects (e.g. in reducing bullying, in improving class climate),
implementer’s fidelity to the original lesson plans, the program’s fitness to class’
needs, and possible unexpected events during implementation. For the present study,

percentage of relevant answers were reviewed.

Results

In the pilot survey the prevalence for traditional bullying victimization and
bullying perpetration was higher than on a representative sample of Hungarian
adolescents (Németh & Varnai, 2019). According to our initial data we concluded that
students having been bullied are more sensitive and demonstrate stronger anti-
bullying attitudes and higher intervention intention. This suggests that the anti-
bullying program should target non-involved students’ attitudes first. When
comparing pre and post data, we found that students who participated in the
ENABLE program considered the schools’ efforts for reducing bullying significantly
higher than control students (t(247)=3,458; P=0,00). Throughout the academic year
the number of students who would intervene in case of bullying raised significantly
among ENABLE students (from the initial 46.2% to 52%), while it remained
unchanged in control students (48.46%) (Siegler, Varnai & Jarmi, 2019). It has to be
noted that the number of students having been bullied or having bullied others also
increased among both ENABLE and control students over time, which might have
been due to increased sensitivity for bullying cases or increasing social fatigue during
the school year.

In 2019 regarding traditional bullying, 41.6% of students reported that they
have never been bullied, while 17.6% % reported having been victimized at least two
or three times a month. 78.1% of students have never been bullied online, the rate of
regular (at least 2-3 times a month) online victims is 3.6%. Regarding perpetration,
52.7% reported that they have not bullied others at all, 6.9% have bullied others more
than two or three times a month. About cyber perpetration we can state that 86.5%
have never bullied others online, and 1.9% have done it regularly. These prevalence
rates did not differ significantly between control and ENABLE students but
prevalence rates in involved schools (and those from the pilot survey) seem to be
somewhat higher than the national representative data, especially regarding

occasional victimization or perpetration. It may refer to the higher involvement in
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participating schools or it may be due to other methodology reasons (Németh &
Varnai, 2019). Students consider the severity of bullying cases in their school of an
average of 3.71 points on a five-item scale and there was no significant difference
found here between control and intervention classes. In classes where students
scored higher on the measures of empathy and socio-emotional intelligence, the
intention to intervene in bullying cases was found to be higher. Again, classes with
higher scores for socio-emotional intelligence are characterized by stronger anti-
bullying attitudes. Results from both the pilot and the final data collection concluded
that bullying attitudes significantly correlate with bullying involvement.

Finally, 28 program implementers filled in the program feedback
questionnaires. Most of the implementers led the lessons together with the class
teachers. Some implementers (17.9%) thought that students liked the lessons very
much, and according to most of them (75%) students somewhat liked the program.
The implementers thought that students’ interest towards the program increased to a
greater extent than principals’ or fellow teachers’ interest. Regarding program
effectiveness, 85.8% of participants considered the program as effective and they
thought that the program’s biggest advantage lies in increasing explicit knowledge
about bullying. 75% of implementers considered the continuation of the program and
50% thought it is worth the efforts (34.1% thought it is moderately worth the efforts).
46.6% of the participants reported that some students had difficulties getting
involved in the ENABLE activities and discipline problems arose occasionally.

Conclusion

Based on our evaluations and experiences, the ENABLE program is an
effective anti-bullying instrument. Pre-intervention data showed that participating
schools have a higher prevalence of peer violence which can be interpreted as an
increased problem awareness. Although the program’s impact assessment was
interrupted by the COVID-19 pandemic, the currently available data shows that
ENABLE is an appropriate program for educating students about bullying and that it
promotes safe interventions in bullying situations. Students consider ENABLE as an
important effort of the school to reduce bullying and they value it. During the
adaptation of this anti-bullying program, evidence-based knowledge and specialties of
Hungarian schools were taken into account. ENABLE covers the most important and
effective program elements, such as class level interactive activities, teacher training
and a detailed manual, evaluation tool, intervention tool to tackle acute bullying
cases, and information for parents. The Educational Authority of Hungary supports
this program and offers free training for 600 teachers or other school experts
annually.

However, there are some conclusions to be drawn for successful program
implementation. First of all, schools have to be dedicated to the program as it
requires extra efforts from teachers and from the school as a community. Class level
activities are best led in pairs (ideally the classteacher and the school psychologist). It

Comparative School Counseling, 2021, Volume 1



ENABLE Anti-bullying Program in Hungarian Schools

involves double human resources which have to be supported and valued by school
principals. According to our results, the reason for possible program infidelity
(change of the original lesson plans) originates from the lack of time. This means that
implementers are not provided with an appropriate time frame: they either do not
have time for 10 lessons or/and they have a shorter time frame occasionally (instead
of double lessons or 60 minutes, they only have 30-40 minutes for one activity). As
class-level activities contain role plays or situation games, it requires competent and
highly trained school personnel. Less confident teachers rarely choose these kinds of
activities and this may limit the use of the program, especially in special student
populations.

The intervention tool for tackling acute cases of bullying is also an activity that
teachers or school staff have to do as an additional duty. It is also a time-consuming
process until students and the school community get used to the consistent
management of acute cases. At first it may be hard for students to determine what
needs to be reported and this may lead to over- or further underreporting of violent
actions. It takes time until the community realizes that there is an agent for
managing these cases who will intervene. However, for victims the reliability and
transparency of school bullying management policy are very important in order to
increase the intention for reporting. Ideally, the anti-bullying efforts of a school are
proclaimed in a written anti-bullying action plan that is developed and accepted by
the whole community. Universal and shared concerns on bullying can ensure the
equal and transparent treatment of peer violence and this can be presented for
parents as well. The research draws attention to the importance of schoolwide
prevention efforts that provide positive behaviour support and involve all school staff
in prevention activities (Ross & Horner, 2009). On the side of education
administration, systematic follow-up of participating schools, constantly revised and
updated program resources are key elements for further program development.

The ENABLE anti-bullying program is a developing project in Hungary. After
the adaptation, it was piloted, updated and then schools started to implement it. A
program impact assessment was planned and data was collected. Parallelly, teacher
training took place and new trainers joined the training team. Lately, based on
similar initiations, a side project was started that tackles cyberbullying in the form of
online activities. Besides this, the ENABLE program has many potentials to develop,
for example, introducing alternative activities for lower school graders or for special
schools enrolled by special populations. On the school level, ENABLE activities can
be extended with other anti-bullying initiatives e.g. restorative organizations, drama
activities, anti-bullying theatres.
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Abstract

The COVID-19 pandemic has brought about changes in working conditions and roles of
teachers and students as they have embraced new digital working practices. Whilst the move
to online learning has been a necessary adaptation, it has also introduced new potential
stresses for students and teachers alike. The need to support those experiencing stress during
the pandemic requires the services provided by professionals such as school counsellors. This
paper presents work carried out on stress-related issues and the role of counselling in
supporting teachers and students reduce their stress levels during the pandemic. Qualitative
and quantitative data was gathered on the experiences of counselling professionals, teachers
and students. The research aimed to ascertain how the move to online learning has changed
the way counselling for stress is provided, and to gauge its effectiveness in helping students
and teachers to manage their stress during the pandemic. It was found that school counsellors
have also had to adapt their ways of working during the pandemic, embracing the digital world
to support their clients in managing stress. A key challenge that was identified is supporting
students and teachers to recognise their stress levels and when they might need to seek the
support of a counselling professional in the first place. Most of the participants in this small-
scale study had experienced increased stress during the COVID-19 pandemic but had not
sought counselling help. Those that had accessed online counselling support reported that the
service did help in reducing their stress levels.

Keywords: COVID-19 pandemic, school counselling, students, teachers, digital working
practices

Introduction

The national lockdown and social distancing policies and restrictions imposed
by the UK government to reduce the spread of COVID-19 forced many professionals
to rapidly adapt to new digital working practices. This sudden transition has
increased stress levels among teaching staff and students alike, another source of
stress among many other adaptations people have had to make in their lives such as
adhering to strict rules and regulations staying at home and wearing masks. With
the education world moving to online teaching and learning for much of the
pandemic, school counsellors have similarly been required to adopt new digital

working practices to support those in need of their services.
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School counsellors are professionals who are specialised in the field of
supporting those going through all forms of problems in schools, at work or home,
needing some counselling to cope with it all. These services are available to students,
teachers and management going through any form of problems that are beyond their
control. The services could be provided with the family, or at work, school and
university. Some of the roles could range from coping with stress, mental health,
welfare, discipline, exclusion and inclusion and other support needed by the
recipients. Counselling could be provided for adults and children, depending on
individual needs and demands. For the purposes of this work, the focus is on how the
counselling role supports teachers and students experiencing stress during the
current pandemic, particularly stemming from their increased workload.

This paper examines the role of school counsellors in supporting young people
and teaching staff with stress during the COVID-19 pandemic, as counselling
services moved to online forms of delivery (such as Microsoft Teams, WebEx or
Zoom). It explores: the role of counselling in supporting staff and students coping
with the stress faced using online learning technology; how school counsellors
themselves are coping with the new ways of working; and draws on relevant
literature to inform the research, drawing from theoretical concepts to critically

analyse the nature of the problems and key challenges.

Context

Stress

Most people suffer from stress related issues that they may not be aware of and
it impacts on their mental health and wellbeing, particularly if prolonged. Many
factors have been attributed to stress related issues that stemmed from work, home
or studies. The current pandemic is not making work stress or stress from studies
easier with the lockdown making people work from their homes and the distancing
rules imposed by governments all over the world, to reduce the Coronavirus
pandemic that has rapidly spread across the world (WHO, 2020). The lockdown rules
from stage 1-3 at present have resulted in digital working from home. It is obvious
that human beings knowing fully well that change is not an easy one to embrace
(Kulkami, 2006), particularly a sudden change as faced today, it has come with
positives and negatives leading to stress and mental health challenges for some
teachers and students (Kyriacou, 2000).

Stress 1s defined as the body’s response to a certain situation that may be
caused by our environments or other circumstances (Ozyilmaz, 2020). Most stress
faced by human nature could be expected and may have an impact on mental health
or wellbeing. Stress can be faced at work, home or schools and the most important is
the individual ability to cope with any form of stress. The adverse reaction
experienced by people leading to inability to cope with workloads or demands placed
on them 1is regarded as stress (Health & Safety Executive, 2016). According to Yeh,
Tseng and Lim (2020), workplace stress can present negative, physical and emotional
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reactions that may occur; due to an employee needs that an employer may not be able
to meet (Kinman, 2011). The current demands of employee from the employers to
cope with the changes in working practices using digital technology, due to lockdown
resulting from the current COVID-19 pandemic, is already causing stress as most
employers are struggling to cope with these needs and demands. In education
environments, stress is experienced from staff and students at large as they embrace
the current changings to online teaching and learning.

The key purpose here is to find out if teachers and students are stressed,
causes at the current time and how the role of professionals — counselling from
occupational health, welfare and school counsellors have helped them reduce their
stress level. As stated by Khalique et al. (2018), worker stress can arise due to
workload and family, coping with line managers, lack of cooperation with colleagues
can cause stress for some people. When we talk about stress, we need to know the
meanings and what causes it and then look at the strategic role of school counselling
to help in managing stress at the current pandemic.

According to the Health & Safety Executive (2016), stress is the adverse
reaction that people have when they perceive that they are no longer able to cope
with the demands placed on them to do things. Stress can occur in many ways to
employees and students which could result from the demands of workload that may
be contrary to employee expectations, interests, skills and knowledge in meeting the
demands of the job requirements (Soegoto & Narimawati, 2017). Stress has big
implications for employees and employers and can have impact on employee
performance (Tetrick & Winslow, 2015) and therefore also on organisational
performance.

When thinking about stress, we need to differentiate between: the causes of
stress, for example excessive workload; the processes through which individuals feel
stressed, for example having to deal with colleagues or customers who are unhappy
with an aspect of the individual’s or the organisation’s performance; the means
through which specific work practices create these stressful situations, such as
staffing levels, training, work environment and so on; and the outcomes of stress,
such as employees feeling unhappy at work, productivity reducing, impacts on their
mental health and wellbeing, unhealthy coping mechanisms (e.g. Alcohol) and time
off work.

The current pandemic is a good example of the multi-faceted nature of stress,
owing to the significant changes that affected every aspect of people’s lives, including
having to embrace sudden changes in work practices (the move to online teaching
and learning), adjusting to working from home, having fewer social contacts, concern
and anxiety for their own health and the health of loved ones who are more
vulnerable to COVID-19 and so on. The ability to cope with the demands of an online
delivery for staff and students has caused stress to some extent, although some have
experienced it as a positive change (Achinewhu-Nworgu, 2020).

In this paper, we explore the challenges of COVID-19, the issue of stress,
causes and role of school counselling in relation to their support roles in counselling
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those affected cope with their stress level. Whether the school counsellors are still
effectively providing their supporting roles to deal with stress related issues is a
matter of question with the current pandemic. The work will go further to share the
experience of the students, teachers and two school counsellors, considering their
confidential roles of the school counsellors being very careful on what they could

possibly share to an outsider.

The COVID-19 pandemic

In 2019, Coronavirus (COVID-19) was discovered in a market place in a city
called Wuhan in China. The initial clinical results of the scientists proved that the
transmitted virus could be easily spread to affect the entire world from a person to
person (Zhu et al., 2020). The WHO announced it that the World was in crisis of a
virus based on testing carried out with the rapid spread of the disease. The
announcement resulted to the world lockdown to reduce the spread of the disease
(WHO, 2020). The social distancing known as ‘mindful increase of physical gap
between humans to limit the spread of the virus (Red Cross, 2020) has meant that
the school counsellors and all involved in education to comply to the strict
government rules and regulations.

The statistical evidence indicates that 95.1m cases and 2.03m deaths
Worldwide from disease (WHO, 2020), with the high spread of the virus found in
Italy, America, Brazil, UK and India having the largest number of reported cases. In
the UK, the impact extends to all businesses, including education sector and services
as well as the students leading to embracing online teaching and learning in schools
and universities, as an alternative way to continue to educate students online by
WebEx, Teams, Zoom and other available technologies to accomplish roles in

education sector.

New working practices in education in response to the pandemic

The need to control, track and monitor the virus from spreading more, most
organisations including education institutions reverted to digital technology to
facilitate teaching and learning activities including student support (WEF, 2020). It
is obvious that the use of any form of the digital technology has helped to fulfil some
of the roles of professionals such as the school counsellors from the previously face to
face contacts in the office. The online digital technology has somehow benefited and
helped both the recipients and institutions to learn new ways of working and
learning. The digital technology being adopted for personal and organisational use
and for education has made it possible to keep in touch with colleagues in case of use
of teams, teaching and learning and in contact with the students in the case of
WebEx and Zoom, friends and families at large (WEF, 2020).

The new digital technology has also brought about positive and negative impact
on the nature of delivery and support for students and teachers. Some of the
receivers’ have found the benefits while others have had negative impact in their

journey of learning. One of the impacts of COVID-19 is stress related issue resulting
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from government imposition of lockdown and embracing new ways of learning. The
lockdown resulting from distancing has meant new ways of doing things, and for the
teachers and students, it has increased their workload and stress level (Achinewhu-
Nworgu, 2020).

Implications for school counselling services

The government policy of lockdown to reduce the effect of coronavirus has had
tremendous impact on teachers’ and student’s workload as some teachers has
complained that their workload has increased more than ever working from home.
Students have found the change drastic, sudden and now are prepared for the
change. Some have found it difficult to embrace, particularly for the international
students who have little or no knowledge of digital learning from home countries; this
obviously had an effect on their stress level and in some cases, their mental stability
(Achinewhu-Nworgu, 2020). In a situation of this, the role of counselling becomes
more relevant to assist those in need to reduce stress levels. The key questions here
to address:

e How can the specialist roles of education counsellors or therapists support

teachers and students to reduce their stress level?

e Are teachers and students recognising the support role of school counselling

to manage their stress level?

¢ How can the specialist roles of school counselling at this current COVID 19

pandemic and lockdown help to reduce stress for the teachers and students?

Many researchers are working day in day out to find out the level of support
given to young people in schools to deal with stressors that could impact stress and
mental health and how the role of school counselling can help reduce stress and
improve mental health, particularly at this current time of COVID 19 pandemic crisis
and lockdown.

An example from an ongoing research literature that has been developed by the
British Association for Counselling and Psychotherapy (BACP), and Professor Mick
Cooper and Dr Jess Bryant of the University of Roehampton in their research that
targeted up to 10,000 counsellors and psychotherapists working in primary and
secondary schools and further education colleges across the UK. The work focused on
how the profession is responding to COVID-19 and how many practitioners have been
able to continue their sessions with children and young people (ages 5—18 years old),
in what forms they have been able to deliver counselling, as well as what barriers
have prevented some counselling sessions continuing in order to inform policy. Their
survey indicates that COVID-19 seems to have changed the landscape of mental
health service delivery for children and young people considering that 100,000 would
see a counsellor every year. One of the causes of mental health is stress. As the
research indicates, the children and young people are no longer in schools, it became
more of a concern about the levels of mental health support that they are now
receiving—and likely to receive while restrictions are in place considering the

importance of support for the young people with mental health and practitioners to
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continue to support them through counselling sessions (University of Roehampton,
2020).

Although, the research focused on mental health, stress is one of the causes of
mental health if prolonged and therefore, need to be arrested from onset, of which the
counselling services of the professionals such as the school counsellors is realised in
helping to deal with stress related mental health in education, homes, individuals
and organisations. An important aspect of school counselling roles is that it provides
opportunity for intervention for young people going through stress and mental health
support, also, can act as a liaison with external services (Farmer et al., 2003).
Counselling services help to reduce the stress some teachers and students go through
due to problems faced, resulting from workload, discrimination, family problems and
many others leading to stress. Counselling services are provided at workplace, homes
and education institutions. However, one of the barriers in people owning up to
receiving the services is pride, confidentiality issues, costs in the case of going

private, availability and recognition of the existence.

Methodology

The mini research originated from the stress level experienced by the
participants resulting from the current pandemic and the role of school counselling to
support people to reduce their stress level. Work relied on qualitative and
quantitative data to share the experiences of professionals, teachers and students to
ascertain how the digital world has altered the way they received counselling to cope
with any form of stress, also if the services received has helped to reduce their stress
level at the current pandemic era of COVID 19. Secondary data from varied sources
using books on counselling, journal articles, reports and google scholar search
provided prior knowledge on available literature. The qualitative method comprised
of a semi-structured interview by WhatsApp, using 15 open-ended questions used to
seek the opinion of the participants (Gearon & Parsons, 2019). The interview
questions have encouraged the respondents to provide their information, although,
strictly reassured them of confidentiality, considering the nature of counselling
profession in relation to dealing with stress related issues. Ethical protocols were
observed regardless of the size of the target group to comply with the research ethics,
principles and Data Protection Act (2018), hence coding the participants’ comments

and this has helped to protect their identity.

Findings

Comments below represent some of the findings selected from a few of the

participants from the overall interview response.

Q1. What is your view about the current pandemic and impact on your stress

level?
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A period of upheaval for me with increased workload, isolation due to lock down
and not something to think about and the worst period of my life, as I have never

experienced anything like now, horrible. (Student 1)
Q2. Have you experienced stress in your job or studies?

I have but now am worse, because of increased workload, sitting down at home
with swollen legs is stressful. The worst is that, you don’t know when it will end.
(Teacher 2)

Q3. What were the causes of the stress?

What is on now, embracing online, not going out and working from home can be
very challenging. I am an active person and can’t stay a week without visiting the
gym, now I can’t. I need to stretch my legs after work. The stress is increasing with

indoors and straining eyes online. (Teacher 3)

Q4. What is your understanding of counselling service and what type of service do

they provide?

Counselling helps to give you some tips on how to cope with problems discussed
with them. They are very private and you can air out your problems and cause of
it to them. They can suggest ways to help reduce discussed problems but not sure if
they can provide the final solution to it. For instance, some of them are specialised
in their various fields, if your problem does not fall within their specialism, they
cannot help, although they may recommend or refer your case. I have never used

their services. (Student 6)

Q5. How would the specialist roles of education counsellors or therapists support

to reduce your stress level?

The service can support you if you agree with their recommendations, but it is not
easy to open up to them, which is why it is difficult to appreciate how the service
can help. Stress is something that people may not know that they are going
through stress and in some cases; it is left so late to deal with, hence landing
people into a mental home. This is the area where their support can be very
important to help in reducing any kid of stress if you can open up to them with no
bias. (Teacher 4)

Q6. Do you or your students recognise the support role of counselling to manage

stress level at this period of pandemic?

The role is recognised but how much people use the support is questionable due to
issue of bias and confidentiality; people try to keep their problems private and not
very open to share things which could be the case with the students and teachers.
It all depends on individual, the degree of stress, referrals process and resources to

be seen. (Teacher 6)

Q7. How can the specialist roles of school counselling at this current COVID 19
pandemic and lockdown help to reduce stress for the teachers and students in

general?

Part 3: School Counseling Practices



106

Elizabeth Achinewhu-Nworgu

Well, their service is important to all that are facing stress this pandemic period.
But how do you receive the service with the lockdown? A person with stress related
mental health may not find it easy to receive counselling service unless with some
support from the career, how about the ones living alone? It is a big challenge at
the present time. However, some have managed to see their clients using any

available digital or virtual technology which works for me. (School counsellor 1)

The pandemic has created a new way of embracing our practice on line. Going
digital still gives you similar counsel to recipients, also for privacy to see your
clients in a privately booked online room. The digital World has become the norm
for all organisations. We don’t really have a choice at the present time with the
government policy on lockdown, we need to embrace the change to do our jobs. It is
same as teaching online for everyone at present. I book a private room as I would
do seeing clients face to face. However, some support is better offered face to face,
as you may not know who else is listening on the receiving side. It is a difficult

time for all. (School counsellor 2)

Conclusion

The comments from the mini research indicates some stress related issues that
required people to seek counselling to help reduce the impact. Some of these issues
are related to the impact of COVID-19 in trying to embrace changes in working
practices, particularly, embracing virtual work practices previously done by face to
face contact in the office and the stress of working from home due to lockdown rules.
This paper has explored the role of counselling in supporting people during the
current COVID-19 pandemic, sharing prior and literature and participants’
comments. School counsellors have had to adapt their ways of working during the
pandemic, embracing the digital world to support their clients in managing stress. A
key challenge that was identified is supporting students and teachers to recognise
their stress levels and when they might need to seek the support of a counselling
professional in the first place. Most of the participants in this small-scale study had
experienced increased stress during the COVID-19 pandemic but had not sought
counselling help. Those that had accessed online counselling support reported that
the service did help in reducing their stress levels. However, a large scale research is
required involving more counsellors, teachers and students focusing on each group at
a time. The findings will inform further research and will be carried out in stages
with each of the groups.
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Abstract

The outbreak of the global pandemic COVID-19 understandably presents a challenging time
for everyone around the world. Not only that this pandemic is a serious medical concern, but it
also brings mixed emotions and psychosocial stressors for everyone. Measures taken to contain
the spread of COVID-19 have affected the functioning of higher education worldwide. As most
countries started pursuing physical distancing, most higher education institutions also had to
shift to online learning within a very short time and change the way they function and
communicate with their staff and students. These changes affected students’ plans and
priorities. Students are at increased risk for negative emotional responses that can interfere
with both their learning and their daily lives. Staying at home and doing their studies, in the
best cases by digital means, has already had emotional consequences for them. The coping with
feelings of isolation, frustration, boredom, anxiety or stress brings a response of hopelessness,
depression, loneliness and other mental health conditions. Mental health problems can affect
students' motivation, concentration and social interaction — and these are crucial factors for
students’ success in higher education. Hence, the main aim of our paper is to establish the
need for implementation of a mental health assessment, support and psychological counseling
among students. Counsellors suggest strategies for managing and altering patterns of
upsetting thoughts, feelings and behavior. In the midst of a pandemic, school counsellors did
their absolute best to maintain relationship with students and continue to carry out their
responsibilities, getting creative in the process.

Keywords: COVID-19 outbreak, stress, anxiety, depression, loneliness, psychological
counseling, students

Introduction

This is the time for facts, not fear.

This is the time for science, not rumor.

This is the time for solidarity, not stigma.

We are all in this together.

(Tedros Adhanom Ghebreyesus, Director-General of WHO)

It is a frightening time. We are in the midst of a worldwide pandemic, with
cities and even entire countries shutting down. Some of us are in areas that have
already been affected by the coronavirus. Others are bracing for what may come. And
all of us are looking at the headlines and wondering: “What is going to happen next?”.

© 2021 Bulgarian Comparative Education Society
© 2021 Individual Authors
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The Centers for Disease Control and Prevention advocate that it is critical to
recognize stress symptoms resulting from the lockdown and the disease itself. During
outbreaks of transmissible disease such as severe acute respiratory syndrome (SARS)
and equine influenza (Wu et al., 2009), damaging psychological implications have
been documented (Centers for Disease Control and Prevention, 2020). It is apparent
that the unswerving psychological and social impacts of the pandemic are inevitable,
and it is critical to take steps in building resilience and coping with such damaging
consequences of a pandemic. As suggested by Grubic, Badovinac and Johri (2020), it
is a timely call for studies investigating the impact of COVID-19 on students’ mental
health and the need of immediate interventions.

The global academic calendar has been thrown into a state of disarray by the
coronavirus outbreak. Most schools, from primary schools to universities, have shut
their doors and students have returned home with their parents and together they
self-quarantined (UNESCO, 2020). The coronavirus affects students’ mental health
in so many different ways. Students are at increased risk for negative emotional
responses that can interfere with both their learning and their daily lives. It has been
found that anxiety and stress interact with specific learning skills, such as time
management, concentration, learning methods and motivation to study. Being a
student in a pandemic is a new experience and we are increasingly acquiring

information in this regard.

COVID-19 pandemic and outbreak

The first human cases of COVID-19 were identified in December 2019 in
Wuhan, Hubei Province, China (WHO, 2020). Since then, the virus has spread around
the world and by March 2020, most countries throughout the world started to report
sharp increases in the number of cases. As we write this paper in late January, more
than 99.4 million people have been affected around the globe and more than 2.1
million people have died (Worldometer, last updates January 24, 2021).

COVID-19 has and is likely to affect people from many countries, in many
geographic locations. Isolation, contact restrictions and economic shut down impose a
complete change to the psychosocial environment of affected countries. Many streets
in cities around the world are empty. Flights to and from affected parts of the world
have been grounded. Scientific or business conferences have been cancelled. People
have to stay at home. Social relations have been strictly limited to close family
members. Many countries have experienced a lockdown of schools. Quarantine can

lead to decreased freedom and privacy, and consequently higher stress.

Psychological impact of COVID-19 and lockdown among
university students

Public health emergences, such as the outbreak of the coronavirus disease in
2019 (COVID-19), are a stressful time for both people and communities. The
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coronavirus has affected nearly every aspect of our lives, from school to work, to
sports, to where we eat and what we do. Multiple restrictions have been imposed on
public movement in order to contain the spread of the virus. People are forced to stay
at home and are burdened by the heft of quarantine.

Lockdowns or quarantines are necessary protective measures for physical
health, however prolonged impositions are detrimental. Therefore quarantine at
home during COVID-19, and the closure of educational institutions have been
reported as major reasons for students feeling disconnected from the society and their
social circles (Killian, 2020). Perhaps most importantly, students are also facing
social isolation and a loss of social support because of the COVID-19 pandemic.
Mandatory physical distancing measures and reductions of social gatherings have left
many students feeling disconnected from their campuses where support and services
are typically available. In some cases, students reported negative experiences while
returning home during the pandemic crisis. However, with the exception of new
studies, notably from China (Cao et al., 2020), there has been evidence of the
psychological or mental health effects of the current pandemic on university students,
who are known to be a vulnerable population. They experience high levels of stress,
anxiety and fearfulness, along with a range of the emotional and behavioral issues.

According to Cao et al. (2020) 25% of university students experienced anxiety
symptoms, which were positively correlated with increased concerns about academic
delay, economic effect of the pandemic, and impacts on daily life. The students’ needs
of enhanced emotional support during the current pandemic have also been reported
worldwide. Practicing social isolation by communicating with them and providing
emotional support throughout these difficult times is very important. Hence, the
main aim of our paper is to establish the need of implementing a mental health
assessment, support and psychological counseling among students. Based on
experience from past global serious viral experiences, the development and
implementation of mental health assessment, support, treatment, and services are

crucial and pressing goals for the health response to the COVID-19 outbreak.

COVID-19 and stress among students

Stress is a mechanism of any internal or external demand upon the body
(Dusselier et al., 2005). Stress is considered a state of individuals that results from
their interaction with the environment that is perceived as too demanding and a
threat to their well-being. The stressors are not only physical, but may also involve
emotions.

In times of an epidemic, people tend to experience fear of getting infected with
the viral disease, and this fear results in anxiety, depression and stress. Stress can be
explained as a feeling of emotional and physical tension which arises from any event,
which requires timely action in regard to mental health during the COVID-19

pandemic.
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Students all over the world, have also experienced distress, because they have
been physically disconnected from their professors, peers and key support system. As
a result of physical distancing measures implemented as a response to COVID-19,
tertiary education institutions have shifted to an emergency online learning format,
which would be expected to further exacerbate academic stressors for students.
Students may experience reduced motivation towards the studies, increased
pressures to learn independently and reduced ability to rely on typical coping
strategies.

At the same time students feel overwhelmed, because they worry about the
health of their family and friends who may be exposed to the coronavirus, or that
their parents might be unemployed. When stress is perceived negatively or becomes
excessive, they experience physical and psychological impairment (Taylor et al.,
2008). In addition, stress during an infectious outbreak can include:

e Problems with memory or concentration;

e Poor academic performance;

e Poor academic life;

¢ Changes in sleep or eating patterns;

e Increased use of alcohol, tobacco or other harmful things;

e Increased level of abusive family situations.

Some research suggests that COVID-19 may differently affect students who
identify as male and female (Fegert et al., 2020). For example, more female students
indicate that the COVID-19 pandemic has been extremely disruptive in regard to
their stress and mental health, and that it has significantly disrupted their academic
studies. In addition, a greater proportion of female students compared to males,
report that social isolation has been difficult or very difficult.

Sahu (2020) found that students who were isolated or quarantined during
pandemic diseases are more likely to suffer from acute stress disorder, adjustment
disorder, and grief. Most of the students have developed post-traumatic stress
disorder symptoms that include poor concentration, insomnia, anxiety or depression.

Faced with soaring needs and limited options, counselors have been finding

creative ways to reach students.

Anxiety among students in the midst of the COVID-19
pandemic

Anxiety 1s a psychological disorder that is associated with significant suffering
and impaired functioning. It is a blend of thoughts and feelings characterized by a
sense of uncontrollability and unpredictability over potentially adverse life events
(Seligman & Wuyek, 2007). The symptoms of anxiety are persistent and not
restricted to, or markedly increased, in any particular set of circumstances. With
headlines warring us of international terrorism, global warming, economic

uncertainty, or viral diseases, such as COVID-19, we are all likely to be a little more
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anxious these days. Anxiety interferes with our daily lives, our physical and mental
health.

Specifically in regard to this study, early literature has documented the
negative influence of a pandemic on students’ psychological well-being, which has led
to acute depression and anxiety (Brooks et al., 2020). Wang et al. (2020) investigated
the psychological impact on university students in China during the COVID-19
pandemic. Out of 7143 students studied, 0.9% had severe anxiety, 27% had moderate
anxiety, and 21.3% had mild anxiety. The anxious feelings begin to interfere with
their life and they find it difficult to complete their obligations, such as going to
university and studying. It can also affect how they get along with other people. They
experienced a range of physical, psychological, emotional and behavioral symptoms.

Odrizola-Gonzales et al. (2020) studied the psychological well-being of Spanish
university students during the COVID-19 pandemic. In the sample, 34.19% of young
people showed moderate to extremely severe depression symptoms, 21.34% showed
extremely severe anxiety symptoms, and 28.14% exhibited moderate to extremely
severe symptoms. They identified several stressors as key factors affecting the
students’ anxiety and psychological well-being: a parent or a friend being infected by
COVID-19; educational disruptions; family income stability; reduced social
interactions; and increased number of new cases.

Students with confirmed or suspected COVID-19 may experience fear of the
consequences of the infection with a potentially fatal new virus, and those in
quarantine might experience boredom and loneliness. COVID-19 has been recognized
as a killer virus, which has prolonged feelings of perceived threats and uncertainty.
Furthermore, mandatory contact tracing and 14-day quarantine, which are a part of
public health responses to the COVID-19 pneumonia outbreak, could increase
students’ anxiety and guilt about the effects of quarantine and stigma on their
families and friends. Similar concerns about the mental health, psychological

adjustment, and support are now arising everywhere.

Loneliness during a pandemic: the impact and implications

Loneliness is a universal emotional and psychological experience. Loneliness is
also considered a normal experience that leads an individual to achieve deeper self-
awareness, a time to be creative, and an opportunity to attain self-fulfillment and to
explore the meaning of life (De Jong Gierveld, 1987).

Loneliness is not caused by being alone, rather by being without some definite
needed relationship or a set of relationships. However, the experience of loneliness is
likewise unpleasant and distressing. Loneliness exists in all age groups, so it is a
common problem among university students.

Staying at home and studying from home during the COVID-19 pandemic, in
the best case conducted by digital means, has already had emotional consequences for
students. This social isolation leads to chronic loneliness and boredom, which if long

enough, can have detrimental effects on physical and mental well-being. Loneliness is
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assumed to break this essential construct and disrupt social integration, leading to
increased isolation. In fact, stressful events related to this period of time during the
COVID-19 outbreak are associated with changes in students’ relationships: limited
contacts with family and friends, necessity of leaving university and birding new
social networks. Hence, an unsuccessful process of adaptation to a new situation may
result in social isolation and feelings of loneliness. Consequently, loneliness, a
significant multidimensional phenomenon, has significant outcomes for mental
health.

The linkage between depression and COVID-19 outbreak
among students

We are living in the dark time of health where we are surrounded by thousands
of contagious viruses, bacteria and other pathogens in the environment that use our
bodies as their long-term home. Once these microbes have insinuated themselves into
our metabolisms, they frequently remain there for life, where they can slowly or
rapidly degrade our physical and mental health. Pathogens living in an individual’s
body will reduce the person's mental and physical activities. Our bodies are
considerably overburdened with persistent viral infections which often alter our
physiology.

The burden of depression has been increasing, for the individual, the family,
and for the society. Currently most people who are treated for depression are
partially responsive or non-responsive. New tools are needed. One of these tools
involves a focus on the infections that are often associated with depression. For some
young people with depression, their feelings of sadness and unhappiness are long-
lasting. Depression affects how they think, how they feel and what they do. Moreover,
they feel irritable, sad and stressed most of the time.

For some young people depression develops after a stressful life event, such as
the COVID-19 outbreak. It might begin with a feeling of sadness, distress or anxiety,
however over time symptoms become more intense and begin to affect friendships,
relationships and everyday life (Zhai & Du, 2020).

University students were more anxious and depressed during the initial
outbreak of COVID-19 than they were during similar time periods in previous
academic years according to a Dartmouth study (Dartmouth College, 2020). The
research also found that stress increased dramatically during the onset of the public
health crisis in early March.

“COVID-19 had an immediate negative impact on the emotional well-being of
the university students we studied”, said Jeremy Huckins, a lecturer on psychological
and brain sciences at Dartmouth. “We found a large-scale shift in mental health and
behavior compared to the observed baseline established for this group over the
previous year”. The changes coincided with the end of classes and final exams,
already one of the most stressful times for students in any academic term. Lockdown
stressors include less independence, doubts about the spread of the virus, lockdown
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length, monotonous life style, lack of accurate information, monetary loss, and
stigma. Therefore, the feelings of depression impair focus and concentration, memory,
and motor skills.

Depression in this coronavirus pandemic is a normal reaction to certain life
events. It is absolutely natural for each one of us to feel fear, sadness, loneliness and

isolation during this time.

The role of psychological counseling for managing stress,
anxiety and depression during the coronavirus disease

(COVID-19)

It is understandable that during times like this, people may be feeling afraid,
worried, anxious, and overwhelmed by the constantly changing alerts and media
coverage regarding the spread of the virus. Therefore it is very important to stay
informed, to follow mental health and wellbeing tips and strategies, and to continue
to look after ourselves and each other during this difficult time.

During times of crisis such as the COVID-19 pandemic, students are exposed at
a greater risk for mental health problems, such as isolation, loneliness, anxiety,
depression or stress, which can interfere with their studying process and their lives.
Hence, the provision of emotional and mental health support is one of the most
important factors in protecting students during and after a crisis. Students should be
made aware of how to take care of their own mental health, and appropriate services
should be made available for them.

The findings from numerous studies confirm the importance of the provision of
psychological support to students. Universities affected by COVID-19 should be
engaged beyond setting up mere intervention alternatives in crisis, and should invest
in the creation of long-term strategies than transcend traditional approaches in an
innovative and proactive manner (Shi & McBrien, 2019).

School counselors, psychologists and academic staff have been trying to help
students. In the midst of a pandemic, school counselors did their absolute best to
maintain relationships with students and continue to carry out their responsibilities,
getting creative in the process. School counselors spent less time offering individual
and group counseling for students than they did before the emergence of COVID-19
(Bartlett, Griffin & Thomson, 2020). Counselors were not able to speak as long as
usual while working directly with students on social-emotional issues, post-secondary
planning, and career development. In this unprecedented time, a school counseling
staff delivers social-emotional support to students using a distance/virtual model.
Psychosocial support can reduce negative mental health effects of a crisis for
students. However, the provision of such psychological support virtually can be
challenging. From the standpoint of care and support, it is very important to
recognize three phases of a/an endemic/pandemic (before, during and after).
Therefore we try to present the main psychosocial and psychological manifestations

in an epidemic, broken down by phases and corresponding actions.
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Table 1: Main psychosocial and psychological manifestations by phases and actions

Phases of psychosocial and psychological
manifestations in the population

Mental health actions

Before:

Before:

e Sense of inevitability, with a high level of
tension in the population.

e Maximization of preexisting
characteristics (positive or negative).

e Worry, fear, tension, anxiety, depression,

e Communicate risk to the population, with
emphasis on vulnerable groups (children,
adolescents, elderly people, persons who
contracted the disease and survived,
persons with chronic physical illness).

insomnia.... e Locate personnel trained in mental health.
e Establish psychosocial support and
counseling groups.
e Detect psychosocial risk factors.
During: During:

e Loss of initiative.

e Feelings of fear, worry, vulnerability.

¢ Adaptation to changes in the usual
patterns of life (restricted movement,
wearing masks, reduction in direct
physical contact, closure of schools or
universities, online learning, reduced
contact with peers....).

e Anxiety, depression, stress, panic attacks,
agitation, somatic disorder of
psychological origin.

e Organize virtual support groups for

students, staff and caregivers.

Develop methods to educate students on

ways to participate in the students-

counselor relationship through

virtual/distance school counseling.

Create a sense of belonging for students.

Understand students’ behaviors and

feelings and be able to recognize signs of

severe distress.

Opportunities for students to practice

positive coping strategies using art, drama

and music.

Support students to be connected with

others.

Incorporate breathing exercises and

relaxation strategies into class, such as

meditation, autogenic training or mental

imagery relaxation.

Create a menu of personal self-care

activities that the students enjoy, such as

spending time with family, exercising or

reading a book.

¢ Create opportunities for mutual support in
the community.

After:

After:

e Fear of a new epidemic.

e Social and mental health conditions:
depression, posttraumatic stress,
violence, depression, alcohol or drug
abuse.

e A slow, progressive recovery process
begins.

e Maintain a mass communication strategy
to facilitate recovery.

e Implement individual and group-based
mental health care for the affected young
persons.

e Support that new life projects should be
fostered and encouraged.

Source: own elaboration.

Hence, as counselors, we suggest strategies for managing and altering patterns

of upsetting thoughts, feelings and behavior. We help students understand the link

between their thoughts, feelings and behavior. It helps them understand how the

problems began and learn a more balanced way of thinking. By approaching

situations in a more balanced way students will hopefully be more able to solve
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problems that they are faced with and feel more in control of their life. This is very
important for them in this pandemic time.

The creation of plans for crisis management by school counselors is necessary
and important to keep students safe both during and after the crisis, and to have an

opportunity to intervene more effectively in order to manage the crisis.

Conclusion

In this review we summarized studies and experience which indicate important
relationships between mental health, psychological counseling and viral diseases
such as the coronavirus disease (COVID-19) among university students.

In an attempt to contain the spread of COVID-19, in the large majority of
countries around the world, educational institutions have decided to temporarily
suspend in-person instruction and transfer to a remote learning model of delivery.
Within a short period of time, college students’ lives have dramatically changed as
they have been asked to leave their campuses, adjust to new living circumstances,
and adapt to online learning platforms. The shift to online learning, particularly in
courses that were not originally designed for on-line delivery has likely increased
stress among students. Most young people do not have resources and mental strength
to adapt to this type of situation. The fear and anxiety will increase, everyone has
unreal thoughts about the new day and everyone feels isolated or depressive. Mental
illness can affect students’ motivation, concentration, and social interactions, and
these are crucial factors for students’ success in higher education (De Oliveira Aratjo
et al., 2020). Hence, a sense of hope instead of fear could allow counselors and
students to better cooperate with each other which is a vital element in defeating this
outbreak. We must work together with a sense of empathy, keep ourselves informed
about the facts, stay connected to people we love and be kind to each other.

Among the many experiences discussed, regarding psychological counseling in
an event of COVID-19 outbreak in the university, special attention has been
dedicated:

e to the need to involve educational institutions, including the university,

before, during and after the epidemic/pandemic;

e to provide early strategies for prevention and treatment of the psychological

effects created by the COVID-19 pandemic;

e to provide instructions on how to cope with stress and other mental health

problems created by the COVID-19 pandemic; and

e to integrate the psychological and mental health intervention within a

framework of students’ health.

One can conclude that in this period of time, counseling is very important for
the education system. Every educational institution should have counselors to guide
and help students, to create a good environment, which is motivational for students’
growth.

Now more than ever, we should be paying attention to students’ mental health.
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Abstract

The purpose of this paper is to contribute to the scholarship of youth career counseling for
entrepreneurship within the school system. The aim is to advance the meaning and rationale
for youth development through curriculum change in schools, discussing teaching practices to
create employment opportunities and to improve the economy of the country. The paper will
contribute to the debate on youth career counseling for entrepreneurial skills within schools.
Among others, the author argues that the concept “youth career counseling” is not universally
agreeable and that the composition of entrepreneurship is influenced by the curriculum,
context and circumstances within schools. This paper employed a descriptive research
methodology wherein an analysis of literature documents was done from secondary sources of
information. This conceptual paper used the accountability theory to explain and describe the
phenomenon, youth career counseling for entrepreneurship within the school context. The
author argues that positive youth career counseling for entrepreneurship should meet
employment needs and requires consideration of several curriculum factors to ensure learners
achieve the desired employment skills. It is impossible to discuss career counseling without
referring to quality teaching and learning as a school accountability framework. Career
counseling requires teacher competence, relevant curriculum, appropriate learning
environment, and, effective and efficient learning processes to achieve employment skills.
Factors such as stakeholder collaboration are critical for the achievement of entrepreneurial
skills.

Keywords: youth career counseling, curriculum change, entrepreneurship, teaching and
learning, economic development

Introduction

The purpose of this paper is to explore youth career counseling for
entrepreneurship within schools simply because of the many facets of
entrepreneurship that are not well researched, articulated, or understood (Zahra,
2007). The fundamental attempt by practitioners and academics to arrive at a
universally agreeable definition and composition of entrepreneurship in itself has
been foggy and inconclusive at best. Too many elements of the concept of
entrepreneurship are simply misunderstood or little is known about them. There are
also too many misconceptions about youth entrepreneurship going far beyond itself
into other related areas of study such as sociology, anthropology, and the concept of
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management itself. The following questions are posed: Are some curriculum contents
relevant for improving youth entrepreneurship for some societies and communities
more than others; if so, how did that come about? Is developing youth career for
entrepreneurial skills an important element for the sustenance of communities; if so,
how will the community measure the adequacy of these entrepreneurial skills? Does
entrepreneurship relate only to commercial enterprises or businesses or can it refer
to several other not-for-profits and not for business organisations and activities? Is
entrepreneurship similar to management or is it a concept completely devoid from
other forms of management? These and many more questions bring about the
uncertainties in teaching, learning, and understanding youth development
entrepreneurship. These questions and the quest to gain answers provide the

impetus for this paper.

Understanding entrepreneurship

According to Kreft and Russell (2003), an entrepreneur is an agent of change,
who organises, manages, and assumes the risks of a business or enterprise, while
entrepreneurship is the process of discovering new ways of combining and using
resources to increase the market value generated through the combination of
resources. The aim is to ensure resources can generate elsewhere, individually or in
combination, for the youth entrepreneur to make a profit (Brush, Greene & Hart,
2001). In schools, an entrepreneur is the teacher who has to develop a curriculum
that will ensure career counseling for youth development by using the school
counseling resources for employment and for the creation of employment in the
community. In so doing, the youth will be improving the economy of the country, and
continuously employing and developing members of the society, to become
competitive in the global world. The more people are developed, the better the size of
the economic pie for everyone. A supporting observation to this is the example of Bill
Gates, who as an undergraduate at Harvard developed BASIC, for the first
microcomputer. He went on to help found Microsoft in 1975 (Lowe, 2001). During the
1980s, Gates IBM was contracted to provide MS-DOS operating system for its
computers. Gates procured the software from another firm, essentially turning
resources into a multibillion-dollar product. Microsoft’s Office and Windows operating
software now run on 90 percent of the world’s computers. By making software that
increases human productivity, Gates expanded our ability to generate output (and
income), resulting in a higher standard of living for all (Boettke & Coyne, 2003).
Another similar observation is that of Sam Walton, the founder of Wal-Mart, another
entrepreneur who touched millions of lives in a positive way. His innovations in
distribution warehouse centres and inventory control, allowed Wal-Mart to grow in
less than thirty years, from a single store in Arkansas to the nation’s largest retail
chain.

Along with other entrepreneurs such as Ted Turner (CNN), Henry Ford (Ford
automobiles), Ray Kroc (McDonald’s franchising), and Fred Smith (FedEx), Walton
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significantly improved the everyday life of billions of people all over the world
(Reynolds, Hay, and Camp, 1999). By using the same principle of entrepreneurial
spirit, South African school counselors can alleviate the economic pressures into a
good fortune the whole of South Africa can benefit from. Two notable twentieth-
century economists, Joseph Schumpeter (1942) and Israel Kirzner (1997), refined the
academic understanding of entrepreneurship. Schumpeter stressed the role of the
entrepreneur as an innovator who implements change in an economy, by introducing
new goods or new methods of production (Schumpeter, 1942). The Schumpeterian
view is that the entrepreneur is a beneficial but disruptive force called “creative
destruction”, in which new products are introduced to render the failure of others.
The introduction of the compact disc and the corresponding disappearance of the
vinyl record, is one of the many examples of creative destruction (Schumpeter, 1942).
In contrast to Schumpeter’s (1942) view, Kirzner (1997) viewed entrepreneurship as a
process of discovery. Where a person discovers previously unnoticed profit
opportunities. The entrepreneur’s discovery sets into motion a process in which these
newly discovered profit opportunities are then acted on in the marketplace until
market competition eliminates the profit opportunity. Unlike Schumpeter’s
disruptive force, Kirzner’s entrepreneur is an equilibrating force. An example of such
an entrepreneur is someone who discovers that a recent increase in college student
enrolment has created a profit opportunity in renovating houses and turning them
into rental apartments. Economists in the modern Austrian School of Economics have
further refined and developed the ideas of Schumpeter (1942) and Kirzner (1997)
(Boettke & Coyne, 2003, p. 67).

During the 1980s and 1990s, state and local governments across the United
States abandoned their previous focus on attracting large manufacturing firms as the
main focus of economic development policy and instead shifted their focus to
promoting youths for entrepreneurship (Eisinger, 1989). This same period witnessed
a dramatic increase in empirical research on entrepreneurship. Some of these studies
explored the effect of demographic and socioeconomic factors on the likelihood of a
person choosing to become an entrepreneur. Others explore the impact of taxes on
entrepreneurial activity. This literature is still limited by the lack of a clear measure
of entrepreneurial activity at the US state level. Scholars generally measure
entrepreneurship by using numbers of self-employed people; the deficiency in such a
measure 1s that some people become self-employed partly to avoid, or even evade,
income and payroll taxes (Bates & Bates, 1997). Some studies find, for example, that
higher income tax rates are associated with higher rates of self-employment. This
counterintuitive result is likely explained by the higher tax rates encouraging more
tax evasion through individuals filing taxes as self-employed. Economists have also
found that higher taxes on inheritance are associated with a lower likelihood of

individuals becoming entrepreneurs.

Youth development for economic development

Part 3: School Counseling Practices

123



124

Tebogo Jillian Mampane

The focus of economic development in the country has shifted more heavily
towards youth career counseling for entrepreneurship. Youth development for
entrepreneurship may be affected by the worth of the education system in terms of
quality of learners (their personal circumstances, knowledge, family support, etc.);
the quality of the learning environment (size of classes, facilities in the schools,
positive teachers behaviors, etc.); the quality of the content of the curriculum
(relevance to the local needs, etc.); and the process of attaining quality (competency of
teachers and support given to teachers and learners) (Wei & Zhou, 2019). This
increased interest in the youths’ entrepreneurship role in the economy has led to a
growing body of research attempting to identify the factors that promote
entrepreneurship. The level of entrepreneurship differs considerably across countries
and over the time. The absence of job opportunity for youth and the lack of skills in
entrepreneurial efforts to uplift the economy and the problems of present day living,
1s viewed by some as indicating a needed change in the curriculum. A change in the
curriculum, however, has certainly been observed in schools as addressing the
question of whether the curriculum in schools still matches the changing competition,
innovation, economic growth, job creation and well-being of the citizens.

According to the Global Entrepreneurship Monitor (GEM) (Bosma & Harding,
2008), there is a wide agreement on the importance of youth entrepreneurship for
economic development. Through entrepreneurial curriculum, youth can be provided
with accurate information about the current state of the economy in South Africa
(AlKutich & Abukari, 2018). Now more than ever, with the economic decline across
the globe, caused by the new pandemic of the coronavirus, it is imperative that
schools across the world revisit their curriculum to ensure youth development results
in employment and job creation. Youth development is not easy, nor will it happen
without education to ensure success. After an economically costly lockdown, National
Treasury anticipates that the country’s unemployment rate could reach 40% and that
young people will in all likelihood continue to bear the brunt (Republic of South
Africa (RSA), 2020). More than 60% of South Africans who have applied for
government’s special COVID-19 relief grant, are young people between the ages of 18
and 35 years (RSA, 2020). Current literature on youth development includes
numerous general or specific recommendations for change. There is also, renewed
attention to the methods by which curriculum change for youth entrepreneurship can
be brought about. Whereas earlier attention to methods for change tended to centre
on steps in the revision of courses of study or sequential stages in the organisation of
curriculum improvement programs, more recent efforts have focused on defining the
process of career change and exploring or studying some aspects of it (Chigunta et al.,
2005).

Curriculum change for future employment

Change is learning, and undermining this characteristic of change has led

many education developers in general, and curriculum reformers in particular, to
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adopt over-simplistic approaches in trying to change the existing practices and modes
of thinking in schools. The economic changes in the country are challenging the
existing curriculum realities that the country’s youths are experiencing. A vibrant,
growing economy depends on how well the process by which new ideas are quickly
discovered, acted on, and labelled are successful or not (Hughes, 1986). According to
Gwartney, Lawson and Clark (2005) entrepreneurial success can be attained by
ensuring that failures are quickly extinguished, and poor resources are used
elsewhere. This is the positive side of business failure. When the economy is going
down, crime goes up, and the frustration among the youth dependent on family and
parents, are a few of the signs showing that curriculum needs a change. The history
of educational reform and innovation is replete with good ideas or policies that fail to
get implemented or that are successful in one situation but not in another.
Policy-makers, education leaders and teachers need to know more about the drivers
of successful curriculum change in schools, which requires better use of “change
knowledge” to address failure (Fullan, Cuttress & Kilcher, 2009, p. 9). Curriculum
change should be a learning process for teachers and for school counselors. Good
understanding of change and clear conception of curriculum are necessary conditions
for improved implementation of a new curriculum for youth development. Critical
issues in curriculum change are successful curriculum development, re-
conceptualising curriculum and changing the way teachers teach and learners learn.

Curriculum change geared towards entrepreneur training is necessary for
improving economic opportunity for youth, if properly implemented. The new
entrepreneur curriculum and teaching standards have to match the needs of the
South African economic environment and address South African problems.
Re-conceptualising curriculum needs revisiting how the curriculum was traditionally
organised. Usually the problem with curricula is that it is overloaded, confusing and
inappropriate for the time, resulting in the challenges of youth unemployment.
Curriculum should be transformed from a purely technical document to a more
comprehensive idea that leads to school improvement, societal change and economic
reform (Sahlberg, 2005). It should result in education that supports entrepreneurial
skills training in schools. Therefore, teachers need support in developing approaches
for creating professional learning communities, youth development, and learning
from one another. Curriculum change is now a much more complex problem than the
predominant curriculum literature of the 1920’s or 1930’s. Curriculum discussions
often reveal dissatisfaction in results of earlier efforts at change, and thus requires
the wurgency for making changes speedily. Curriculum change is thus an
indispensable condition for youth development and for sustainability of any society
(Roesken, 2011).

Youth development is key to improving performance, economic growth and
skills in entrepreneurship, and, requires supervision and support by educators,
government and policy makers (Karimi et al., 2010). What is worrying is that twenty-
six years since the dawn of democracy in South Africa, we still have one of the world’s
highest unemployment rate, accounting for around 6.7 million people. These

Part 3: School Counseling Practices

125



126

Tebogo Jillian Mampane

staggering figures are expected to continue rising as the effects of COVID-19 further
cripples the economy and compromises prospects of employment for many people. The
unanticipated economic and social upheaval of COVID-19 across the world, and to
South Africa already vulnerable, has worsened youth unemployment. The privileges
of economic freedom and self-determination, for which the youths of 1976 sacrificed,
1s not benefiting the youths (Marx, 1992), who still face major unemployment

struggles in 2020.

Youth unemployment

There has been persistently high youth unemployment rate in the history of
South Africa. This has long been one of the most pressing socio-economic problems
country wide. Some of the youth seeking work, are not well educated and they do not
possess sufficient skills and previous work experience required by employers in the
labour market. The economy demands skilled and experienced work-seekers, which
makes it difficult and lessens the chances for young people to find employment, this
ultimately results in some losing hope of ever finding a job (thereby becoming
discouraged work-seekers, and rather starting criminal activities to make ends-meet
(RSA, 2020). This further spiral them into having criminal records and further
disadvantaging them from acquiring jobs. In the first quarter of 2020, 1,9 million of
the young people without work were discouraged from looking for work. Some of
these young people have disengaged with the labour market and they are also not
building on their skills base through education and training — they are not in
employment, education or training (NEET). The NEET rate, seen in conjunction with
high rates of unemployment, suggests that South African youth face extreme
difficulties engaging with the labour market (RSA, 2020). Certain factors such as lack
of experience and length of unemployment may increase the vulnerabilities of these
young people in the labour market. Most often employers prefer to employ those with
previous work experience and a higher level of education. Unfortunately, for the
youth, lack of work experience is a stumbling block that results in them finding it
hard to secure employment. Those with jobs are often employed on unspecified or
limited contract duration, and consequently do not have access to employee benefits
such as medical aid, pension fund, paid sick leave and permanent employment
(Benach, Muntaner & Santana, 2007).

Challenges of youth development for employment

Although there are various reasons for youth unemployment such as
population growth, lack of experience, inappropriate ways of searching for a job, and
lack of career guidance in schools, the unemployment rate for first-time youth job-
seekers in South Africa, is unacceptably high (Cloete, 2015). In 2019, the estimated
youth unemployment rate in South Africa was at 55.97 percent (Jul 21, 2020). While
Statistics South Africa states that the unemployment rate among young people with
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tertiary education is getting lower, there is very little comfort to youths about to
graduate. They are realising that going to school to acquire education will not sustain
them in the changing world. The apartheid inequalities are abolished; however, the
economic participation of Blacks is still low because of the impact of the previous
inequalities which left them behind, and their current contextual situation (Western
& Pettit, 2005). Most whites still have the privilege of residing near areas of economic
opportunities, while most Blacks still reside far from work places, in the township,
and away from economic opportunities. Their situation makes them struggle more as
they have to pay more to reach workplaces. The township residential areas are still
underdeveloped and are still living areas for Blacks, Coloureds, and Indians. This
context, unfortunately, still affects the Black youths of today, leaving them with
considerably few opportunities to excel in the economic environment (Lemon &
Battersby-Lennard, 2011). The hub of the economy is mostly in urban areas, far from
the youths’ abode. Part of the solution to the South African economic divide may
probably be the development of the youth in knowledge and skills in the
entrepreneurial field, to help struggling youths find employment, and to improve the

economy.

Implications of youth development and entrepreneurship

Youth development through creativity is important to organisations’ efforts to
maintain a competitive edge. Through creativity, employees are able to generate
value for multiple stakeholders and contribute to the survival of organizations
(Amabile et al., 2005). Entrepreneurship plays a critical role in creating value and in
generating wealth and jobs. Although entrepreneurial education and entrepreneurial
creativity/innovation are said to be related, entrepreneurs like Henry Ford, who was
uneducated, ended up being a creative force behind an industry of unprecedented size
and wealth that in only a few decades permanently changed the economic and social
character of the United States (Lewis, 1976). He built a farm locomotive, then a
tractor that used an old mowing machine for its chassis and then a homemade steam
engine for power. Entrepreneurial innovation is explicated as “mental orientation
(desire, wish and hope), inducing the selection of entrepreneurship” (Wu & Huarng,
2015). “ESI” is defined as one’s confidence in one’s capability and skill to achieve the
start-up advancement of any business. Evidently, there are numerous factors, e.g.
personal attributes, traits, background, experience and disposition, that can

stimulate individuals’ intentions to become entrepreneurs.

Conclusion

Youth unemployment is a major national challenge that needs urgent and
coordinated responses to address it. Considering that self-employment is partially a
measure to improve the youths’ economic wellbeing, it is important for institutions to
train and skill the youth in the school system. This can definitely be done through
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curriculum change that will equip the youth with entrepreneurial skills. While
curriculum change may be one aspect of the total problem of youth development,
there are other far reaching implications of the idea of curriculum change
(Arogundade, 2011). The curriculum, depending on its nature, may be an important
means for bringing about wider social change, for maintaining the status quo, for
facilitating adjustment to new conditions or for leading in the definition of new goals
for the attainment of economic growth, however, the research on principles
underlying the process of curriculum change is still limited. The youth career
counseling problem, and the importance of economic growth, suggest that review and
analysis of youth employment may help to clarify this dynamic aspect of the
curriculum field. It is thus vital that institutions develop a comprehensive strategy
for youth counseling for employment, as part of a broader focus in schools to expand
employment in South Africa (de Jongh & Meyer, 2018; Flynn et al., 2016). Most
studies on the contribution of entrepreneurial activity to economic growth are done
internationally and are published annually in the Global Entrepreneurship Monitor.
These studies indicate that the differences in economic growth across countries can
be explained by the type of career counseling activities allowed in institutions.
Economic growth requires youth development through innovation and creativity, for
economic growth. Government’s curriculum policies should focus on ensuring
institutions’ teachings encourages creativity in individuals, to promote the economy
of the country. Especially if the government allows for unlimited creativity (Bruce,
2002). Promoting individual entrepreneurs is more important than providing
financial support. While financial support can help acquire resources, it does not
create new ideas. Funding follows ideas, not vice versa. Governments should
therefore monitor schools to ensure the successful achievement of curriculum change

for career development in schools, to achieve economic growth.
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