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ABSTRACT

The purpose of this study was to determine the role perceptions of
headteachers and the teacher counsellors in the guidance and counselling of pupils in
public primary schools of Embu District, Kenya as well as determining whether there
were any qualitative different ways in which respondents (headteachers and teacher
counsellors) viewed and experienced these roles. In addition, the study established
whether there were any significant differences between the respondents’ role
perceptions in guiding and counselling pupils and the selected demographic variables
of age, sex, marital status, academic qualification, teaching experience, experience in
management, training in guidance and counselling, school category and geographical
location of school. The study also established if there existed any significant
differences between headteachers’ perceptions of teacher counsellor’s role and the
teacher counsellors’ perceptions of their role.

The study used a survey design with a multi-strategy research approach
which provided both quantitative and qualitative data through questionnaires,
interviews and observations. The data were analysed using both descriptive and
inferential statistics. The inferential statistics employed were t-test and Analysis of
Variance (ANOVA), which were used to test the hypotheses of the study at
significance level of 0.05. The interview data were analysed phenomenographically.

Both the headteachers and the teacher counsellors had high levels of
perception of their roles in the guidance and counselling of pupils (4.57 and 4.52
respectively out of a maximum of 5.0). The headteachers’ level of perception of the
teacher counsellors’ role was 4.54. The results obtained after testing the hypotheses
indicated that there were no significant differences between headteachers’ role
perceptions and the independent variables of age, gender, marital status, academic
qualifications, training in guidance and counselling, administrative experience,
teaching experience, school category and geographical location of school. There
were also no significant differences between teacher counsellors’ role perceptions
and the independent variables of age, gender, marital status, academic qualifications,
training in guidance and counselling, administrative experience, and school category.
In addition, there was no significant difference between the headteachers perception
of the teacher counsellors’ role and the perception of the teacher counsellors about

their role. There was however a significant difference realised between teacher



counsellors’ role perceptions and the geographical location of school. Over half of
the teacher counsellors (55.6%) and the majority of the headteachers (71.4%) had not
received any basic training in the guidance and counselling skills. Observations
carried out revealed that 90.7% of schools had not time-tabled for guidance and
counselling and was only done when need arose. The majority did not have guidance
and counselling offices (93.3%), reference materials (79.0%) and training materials
(76.5%). Counselling atmosphere in more than half (57.0%) of the counselling
sessions was found to be either tense or suspicious.

Phenomenographic analysis of data revealed that there were qualitative
different ways in which the respondents viewed and experienced their roles in the
guidance and counselling of pupils. The pupils who needed guidance and counselling
in public schools had socio-cultural, socio-economic, and academic problems or
needs. Drug abuse (socio-cultural) was ranked as the most serious with alcohol being
most abused. Early pregnancies and marriages were the leading causes of girl school
drop outs, while drug abuse and child labour were the leading causes of the boys
drop outs.

The majority of the teacher counsellors (89.1%) and the headteachers
(94.9%) missed out many functions despite having high role perceptions. Lack of
support from the stakeholders; intensive poverty and widespread illiteracy;
cultural/traditional practices; and negative media influence, were recorded as
interfering with their role performance. Several suggestions to solve these problems
were offered. Although the respondents listed several indicators of poor role
performance in the guidance and counselling of their pupils, the majority still
perceived their role performances to be either good or fair.

The research findings have justified the need for change in the management
of guidance and counselling and several recommendations have been put forward.

Some suggestions for further research have also been included.

Vi
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SECTION I: INTRODUCTION AND CONTEXT OF THE STUDY
CHAPTER ONE
1.0 INTRODUCTION AND CONTEXT OF THE STUDY

1.1 Introduction

Figure 1: Case Study: A Discourse of Pain

“How is your son?”" a salon attendant asked Emma (not her real name)
as she worked on her hair. “Please don’t remind me of that crazy boy. His
head is not functioning well. He’s out of his mind. He has dropped out of
school and he’s only 13 years old!”. “Why? What has happened?” asked the
lady attendant. “Nobody understands. All we know is that he has joined a
gang of boys in the village and we suspect they are taking ‘something’ that is
making them behave abnormally”, lamented Emma. “We are planning to
involve the police to have them all locked in...” The researcher listened
carefully to this discussion as she had her hair washed in the same salon.
Unable to hold longer and filled with pity she asked. “And where do you
come from Emma? Has anybody tried to find out what the boys are taking
and how they spend most of their time during the day and night?” From this
discourse, the researcher managed to gather that Emma’s home village was in
an area where miraa (khat), was being grown in relatively large scale, with
plenty of bhang smoking and local brew taking. Indeed there were many of
miraa shrubs in her parents’ small garden where her son lived with her aged
mother. Emma was a single parent who worked and stayed away from her
parents’ home. Her job was one of the very lowly paid ones and she hardly
made ends meet. She had hoped that her boy would be successful in school
and become an important person in future, hence breaking away from the
cycle of poverty that she thought her family had been condemned to. Her
dreams had been shuttered. This was a discourse of a parent in pain. Is it only
her who was in pain? Certainly no! The relatives, the teachers, the villagers,
the friends, name them,; all including the victim were in pain. Many other
parents and people’s hearts were in pain too. The researcher too! But how
can this kind of pain be reduced if not entirely eliminated?

Think of a situation where many parents are hurting because their children
are involved in drugs or other practices that interfere with their emotional,
psychological and physical development; some eventually dropping out of school.
Think about the education providers who must carry the heavy burden of nurturing
such children. Think about the society as a whole as it laments about the future of

their children. The truth is that everyone in such a society must be hurting and at the




same time hoping that solutions are found to arrest the sad situation. This study is
based against such context. The reality is that the future of many young people in
Kenya is at stake. The aforementioned case study speaks volumes about this. This
study seeks to understand the existing nature of the nurturing process in public
primary schools through provision of guidance and counselling services. In so doing
the researcher aims to elicit ways of improving these services with a hope that they
will help reduce or eliminate the pain that now seems evident among all the
stakeholders. The study attempts to do this by focusing on role perceptions and
experiences of both headteachers and teacher counsellors as they are charged with
the responsibility of guidance and counselling.

The decision to do this study was not without some motivation. The
experience of the researcher in the guidance and counselling of secondary school
students when she taught in two schools (Kangaru Boys and Kangaru Girls High
Schools) and as a headteacher in two others (St. Mary’s Kiangima and St. Anne’s
Kiriari Girls Secondary Schools), all in Embu District, Kenya, has been one of the
major driving forces to undertake this study. Her experience revealed that most of the
students who abused drugs in secondary schools had had problems since the time
they were in pﬁmary schools. It was always a very sad state whenever such students
could not be assisted to fully live normal lives since the counselling process started
too late. This suggested strongly that the counselling programme in primary schools
needs a critical examination and some revamp. A study of the role perceptions and
experiences of the headteachers and the teacher counsellors in guiding and
counselling pupils in primary schools was therefore considered a vital starting point

for this.

1.2  Context of the Study
1.2.1 Education in Kenya: Challenges and Interventions

Education has been considered as one of the most essential influences on the
quality of life especially to the young people (Onyuka, 2002). It is in this vain that the
government of Kenya has been committed to the promotion of education through the
provision of resources to schools and creation of more educational opportunities at all
levels (Republic of Kenya, 1994, 2003). Since independence, the Kenyan education
sector has been characterised by rapid growth in terms of number of schools and in

enrolments. The number of primary schools (both public and private), for instance,



increased from 6,053 in 1963 with an enrolment of 891,103 to 17,080 in 2001 with an
enrolment of 6,155,500 (Republic of Kenya, 2001). By December 2003, the total
number of primary schools stood at 17,604 with an enrolment of 7,208,100 (MOEST,
2003). Due to the increased enrolments in schools and poor economical performance,
the government has been faced with many challenges such as sustaining equity,
quality and making the education more relevant in tackling emerging issues (Republic
of Kenya, 2001).

One of the major goals of the Kenya Government’s development strategy has
been the attainment of Universal Primary Education (UPE). This was first expressed
in the Sessional Paper Number 10 of 1965 (Republic of Kenya, 2003). The strategy
articulated in the Sessional Paper was geared towards eradication of ignorance,
poverty and disease based on African Socialism. In an effort towards the attainment
of UPE, the Government started Free Primary Education (FPE) in January 2003. In
reality, this was a re-introduction. FPE was first tried in 1974 by the former KANU
Government but failed due to poor preparations (Onyango, 2003). Introduction of
FPE was a welcome move in fulfillment of the United Nations Convention on the
Rights of the Child (1989), the World Declaration on Education for All (1990) and
the United Nations Millennium Development Goals to which Kenya is a signatory.
Following the introduction of FPE, the country experienced exceptional influx of
children to schools (Republic of Kenya, 2003; MOEST, 2005). By December 2003,
the national enrolments in public primary schools stood at 7,159,500 up from
5,874,255 by the end of 2002 (Republic of Kenya, 2006; 2003). According to the
MOEST Eastern Province 2003 Annual Report, the enrolments in Embu District
public primary schools increased from 56,514 in December 2002 to 62,342 in
December 2003 after the introduction of FPE. This significant percentage increment
of 10.31 consisted mainly of disadvantaged children who have learning challenges
and are therefore likely to need guidance and counselling services to cope.

One of the major challenges facing the government in the provision of
education is the increasing number of orphans, most of who are affected by the
HIV/AIDS scourge. HIV/Aids pandemic was declared a national disaster in 1999
(Republic of Kenya, 2003). By 2001, it was estimated that between 100,000 and
200,000 children under the age of 5 years were infected with HIV/AIDS (Republic of
Kenya, 2003). Also, over 1.2 million children had already been orphaned by
HIV/AIDS. By January 2005, the Ministry of Home Affairs gave a staggering 1.8



million as the number of children already orphaned by HIV/AIDS (IRIN Plus News
Editor, 2005). The number of infected children is growing rapidly in both the rural
and urban areas of Kenya. The government faces the challenge of providing basic
needs besides the provision of free education. In addition, these children need to be
supported psychologically in and out of school. The report of the Task Force on
Implementation of Free Primary Education (Republic of Kenya, 2003) emphasised
the role played by guidance and counselling in rehabilitating these orphaned pupils
and other disadvantaged ones and in helping them to fit in the normal school system
and cope with learning challenges. In addition, the Task Force lamented that the
guidance and counselling services were ineffective and needed improvement.

Another major source of challenge to the Kenyan Government is the
increasing level of indiscipline in schools (Odalo, 1998; NACADA & KSSHA,
2004). According to Wachira (2004) cases related to negative influence such as drug
abuse, truancy and dangerous exposure to contracting HIV/AIDS among school
students are on the rise. Secondary schools have been rocked by strikes, destruction
of property, physical and sexual molestation, and even killings (as happened in
Kyanguli fire tragedy in Machakos District where sixty eight students lost their lives
in a night fire started by some malicious boys (Njoka, 2002)). The high level of
indiscipline in secondary schools casts serious doubts about the quality of guidance
and counselling services in primary schools. The worrying trend of indiscipline in
secondary schools prompted the government to set up a taskforce on students
discipline i.e. ‘The Task Force on Student Discipline and Unrest in Secondary
Schools’ (popularly known as the Wangai Report of 2001). The taskforce observed
that through the infiltration of foreign culture, immoral practices such as
homosexuality, lesbianism, drug abuse, exhortation and exploitation of the poor and
the weak have been introduced in the society and in schools (Republic of Kenya,
2001). Strengthening of guidance and counselling services in schools was hence
underscored as an intervention measure. Unfortunately, not much emphasis was laid
on strengthening the services in primary schools; the breeding ground for many
problems.

Africa is the world’s poorest continent, according to the United Nations
Office on Drugs and Crime in Africa (UNODC) report dated June 2005. The report
further reveals that half the people of Sub-Saharan Africa live on less than the

equivalent of 65 US cents per day. In Kenya, poverty is a glaring problem, especially



in the rural areas. Poverty compounded with HIV/AIDS, the increased breakdown of
the marriage structure and the now common single parenthood pose a big challenge
to the provision of education in Kenya. Children, whose parents have divorced,
separated and those of single mothers often lack family guidance and are vulnerable
to child abuse and use as free or paid labour leading to school dropouts. Many girls
from poor or unstable families fall prey to sexual abuse leading to early pregnancies
and/or early marriages and in some cases child prostitution. Early pregnancies and
marriages are the leading causes of girl drop outs in Kenyan primary schools. The
government emphasises interventions by the school managements and the guidance
and counselling departments to help these children to remain in school and complete
their education.

Drug abuse, a global problem, is a major threat to Kenyan youth, especially
in secondary schools (Githiari, 2002). A number of students’ unrests in secondary
schools are attributed to drug abuse. Of late, Kenya is experiencing a rapid increase
in the production, distribution and consumption of drugs of dependence (NACADA
& KSSHA, 2004). The International Narcotics Board Report 2004 identified Kenya
as a hub on a major international trafficking route. According to the report, heroin is
smuggled through Kenya and its abuse is on the rise while cannabis (bhang) has
remained among the most abused illicit drugs (Mugo, 2005). The findings of the
Task Force on Drug and Substance Abuse in Kenyan Secondary Schools (NACADA
& KSSHA, 2004) indicated that drug and substance abuse is a major and a real
problem in secondary schools and other institutions of learning, with alcohol leading
in the list of abused drugs. The task force also observed that most of the children,
who abused drugs, started the practice in primary schools.

According to a recent study among secondary school students by the
Psychiatry Department of the University of Nairobi, alcohol is the most abused
followed by tobacco and bhang (Kigotho, 2005, The Standard, February 16). The
report gives a worrying revelation concerning children and alcohol consumption.
According to the report, children as young as 10 years old are consuming alcohol in
Kenya, implying that some start abusing drugs when they are in primary schools. A
recent report by American Medical Association as cited by Kigotho has underlined
the dangers of underage drinking. According to the report, underage drinkers face a
greater risk of damaging the prefrontal region of the brain which is vital in adult

personality, reasoning, planning and moderating behavior. The report further adds



that the adolescents who used alcohol scored more than 10 per cent lower than non-
drinking peers in tests that measured verbal and non-verbal recall. Both the
aforementioned study and the report by the American medical association clearly put
forward a strong case for intensifying guidance and counselling services in primary
schools.

The Report by the World Confederation of Organisation of the Teaching
Profession on drug abuse by the students in six African countries (Kenya, Nigeria,
Togo, Cameroon, Senegal, and Sierra Leone) associated the problem of drug abuse
with traditional practices that encourage children to take drugs (Kigotho, 2005, The
Standard, February 16). According to the report, many parents in Kenya excessively
drink alcohol or illegally smoke bhang in their children’s presence. Sadly, some
parents even send their children to obtain drugs for them. The report further stated
that pupils in rural areas and slums (where poverty is pronounced) help their parents
to prepare chang’aa (an illicit brew) and industrial alcohol. This encourages drug
abuse among pupils and some cases of children who have abused drugs before
joining primary school have been reported; some aged only four years (Chesos,
2005)). The location of this study is predominantly rural and many parents are
involved in chang’aa brewing, hence the concern of the researcher and the desire to
do the study. Pure chang’aa is colorless, like water, and some pupils have been
known to carry it to school in bottles and consume it “as water”. The effects
thereafter are of course detrimental. Other abused drugs are tobacco, bhang, khat
(miraa), inhalants and some “over the counter drugs”.

Miraa has been known to cause serious health risks and harmful social
consequences and is currently under critical review by WHO Expert Committee on
Drug Dependence (Chesos, 2005). It is widely cultivated in Eastern Province, Kenya
including of late, Mbeere and Embu (location of this study) districts. The sad thing
about miraa growing is that in a family where it is grown, every member becomes an
abuser including small children. A significant number of families have broken up as
a result of serious negative social effects associated with miraa despite the apparent
financial gains from its business. A majority of children in these families opt to drop
out of school as a result of its side effects or simply out of the luring business of
quick money (Flash News, 2005). The case study at the beginning of this chapter is a
good example. Miraa growing is a serious challenge facing the society and

educators more so because it is not outlawed despite the serious damage it causes to



families (NACADA/ KSSHA, 2004). According to Africa’s Premier Monthly
Science Newspaper issue number 50, miraa twigs are mainly picked by children
because their slight weight and agility is good for climbing the delicate tree branches.
The newspaper points out that miraa has no doubt contributed to children dropping
out of school. The church has been looked upon to educate the society against
growing miraa while the burden of ensuring students remain in school without its
influence has been left to the management, and particularly the guidance and

counselling departments.

1.2.2 Kenya Government’s Policy on Management of Guidance and

Counselling in Schools

Many past Government Education Reports have made recommendations for
the creation of guidance and counselling departments in schools and for the
appointment of teacher counsellors who should be trained in guidance and
counselling skills. These reports include the Report of the National Committee on
Educational Objectives and Policies of 1976 (Gachathi report), the Report of the
Presidential Working Party on Education Manpower Training for the Next Decade
and Beyond of 1988 (Kamunge report), the Totally Integrated Quality Education and
Training of 1999 (Koech report) and the most recent, the Task Force on Student
Discipline and Unrest in Secondary Schools of 2001 (Wangai report). According to
the Koech report, education should be a foundation for instituting moral processes in
a society. In order to realise this goal, the report underscores the significance of
education managers in setting up effective guidance and counselling programmes in
schools. Koech emphasises that the school headteacher sets the tone of his school
through the implementation of various school programmes and singles out guidance
and counselling as one of the indispensable one (Republic of Kenya, 1999).

The MOEST Primary Schools Management Handbook (Republic of Kenya,
2002) clearly states that it is the responsibility of the headteacher to ensure that
guidance and counselling department is put in place in every school. It is also the
responsibility of the headteacher to appoint a teacher in charge of the guidance and
counselling department assisted by the other members who together form the
committee of the teacher counsellors. These teacher counsellors must have the
desired qualities on and above the professional roles of teaching. This is within the

administrative function of stimulating and directing the development of school



programmes in order to achieve the desired goals and purposes as outlined by
Campbell et al (1983). Besides appointing teacher counsellors with the desired
qualities, it is the responsibility of the headteacher to provide the necessary resources
and support for the guidance and counselling programme. It is also his/her
responsibility to appraise the effectiveness and efficiency of the programme. In order
to accurately do this, the headteacher must have accurate role perceptions of the
teacher counsellor’s role. Needless to mention that the efficiency and effectiveness of
the programme will greatly depend on the accurate perceptions of teacher counsellors
of the roles they have to play.

The MOEST School Management Guide (2002) observed that with an
effective guidance and counselling arrangement in schools, there would be few
indiscipline problems that warrant use of serious punitive measures such as caning
(banned), kneeling down for long hours, cutting grass or digging the school garden
during class hours. Such an arrangement should instill a sense of responsibility in the
pupils as early as possible to help them develop a positive attitude towards learning
and their teachers. With the banning of the use of corporal punishment (caning) as a
means of instilling discipline on learners in the legal notice No.56/2001, the
Government advised teachers to intensify guidance and counselling to take the place
of the cane (Republic of Kenya, 2001). In addition, the parents were expected to
step-up their role of guidance and counselling for their children. Unfortunately, this
does not seem to be happening.

According to the MOEST Primary Schools Management Handbook of 2002,
the teacher in charge of guidance and counselling department should be a teacher
with the following qualities: high integrity; mature and responsible; kind and
considerate; patient; understanding and sympathetic; and have genuine interest and
concern in pupils’ problems and welfare. Other members of the guidance and
counselling department should have similar qualities (Republic of Kenya, 2002). The
roles of the school guidance and counselling committee/department as outlined in the
School Management Guide can be categorised in the following areas: general
guidance in which the committee is expected to sensitise pupils on the negative
effects of harmful practices such as taking drugs, engaging in pre- marital sex,
undesirable behavior and misconduct; career guidance and; counselling pupils with
individual problems in order that undesirable behavior is arrested and corrected in

good time. In order to carry out these functions, the counsellor is expected to keep



detailed and confidential records of individual students while at the same time
monitoring progress of behavior improvement. Despite the descriptions of roles by
the MOEST, the guidance and counselling departments are performing poorly as
documented in the earlier cited government reports. This suggests some underlying

problem(s), hence the concern of the researcher and the desire to do this study.

1.2.3 Emphasis for Improvement in School Guidance and Counselling

The past and recent Government Educational reports (KIE, 1999; Republic of
Kenya, 1976; 1988; 1999; 2001; 2003; NACADA & KSSHA, 2004) have indicated
that the guidance and counselling departments in schools need improvement. The
reports have observed that the teacher counsellors involved in guidance and
counselling lack basic skills. Repeated calls have hence been made to train these
teachers including the headteachers who are charged with the responsibility of
supervision of all school programmes. Several educational researchers have made
similar calls. These include Kinara (2004), Wachira (2004), Ndegwa (2003), Waudo
(2001), Gitonga (1999), Abagi (1986) and Tumuti (1985). Generally, there is a
strong feeling in the Kenyan society that guidance and counselling services need to
be strengthened to play a greater role in assisting to fight the challenges that are now
facing schools. A strong emphasis on improvement of services and proper
functioning of roles has been put forward.

The Kenya Institute of Education Needs Assessment Survey Report on the
Primary Education Curriculum (KIE, 1999) underlined the need to have teachers
with guidance and counselling skills. According to the needs assessment report, the
social, moral and health education needs were not being fully met by the curriculum.
This was due to the ineffective guidance and counselling services in primary schools.
In some of the schools, it was revealed that little or no guidance and counselling at
all was going on. The survey implied that the management of counselling services in
these schools was poor. Following the KIE Needs Assessment report, the curriculum
was reviewed to cater for the needs and emerging issues (KIE, 2004), but teachers
still lacked skills in guidance and counselling. According to the Republic of Kenya
(2003) report, many teacher counsellors in both primary and secondary schools still
lack in relevant skills.

Literature on previous studies done on the needs and guidance and

counselling of students/pupils in Kenyan schools has indicated that management of



guidance and counselling services is still wanting (Kinara, 2004; Wachira, 2004;
Gitonga, 1999; Abagi, 1986; Tumuti, 1985). In a previous study by the researcher on
Job Satisfaction of Heads of Departments in Public Secondary Schools in Embu
District (Njoka, 2002), guidance and counselling heads of departments (referred to as
teacher counsellors in this study) were found to be the most dissatisfied but on
average all the heads of departments were satisfied. Both the heads of departments
and the headteachers in the study cited lack of clear job descriptions of the heads of
departments’ roles and lack of training in management and administration as some of
the factors that contributed to dissatisfaction. Guidance and counselling heads of
departments expressed the source of their dissatisfaction as due to lack of clear job
descriptions, training in management and recognition for their work; among other
factors. It was suspected that a similar scenario existed in the primary schools with
the heads of guidance and counselling since their performance was wanting. A study
.of role perceptions by the heads of guidance and counselling in primary schools was
hence considered essential.

In the same study (Njoka, 2002) the secondary school headteachers involved
indicated that majority of the heads of departments performed poorly. On the other
hand, the majority of heads of departments indicated that they were satisfied with
their jobs. The researcher sighted this discrepancy and gave suggestions for further
research on perceptions of headteachers on heads of departments’ roles in

management hence the inclusion of headteachers role perceptions in this study.

1.3  Statement of the Problem

The Kenyan education sector has faced many challenges since independence
in 1963. In an effort to address these challenges, the Kenya government has set up a
number of committees and taskforces to review the education system and tackle
emerging issues with a view to improving the quality of its education, relevance and
accessibility. Guidance and counselling programmes have also been introduced in
schools. Despite these efforts, many emerging issues that affect provision of
education have continued to persist (Kimathi, 2002). Lack of effective guidance and
counselling services has been singled out as a major cause of students’ unrests in
schools. The past Government Education Reports and Commissions (Republic of
Kenya, 1976; 1988; 1999; 2001 & 2003) have all indicated that the schools’

guidance and counselling departments are still performing poorly, one of the reasons
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being, a serious shortage of teachers with guidance and counselling skills. The
guidance and counselling programmes have also been found to lack adequate time
and clear and adequate support from stakeholders (Aura, 2003; Gitonga, 1999). The
Republic of Kenya (2003) report observed that many teacher counsellors in primary
schools are still lacking in training and cited this as a constraint to proper
implementation of Free Primary Education (FPE) Policy. The role perceptions of
such untrained teachers who perform poorly, is an area of focus in this study.

According to the 2004 report by the National Agency for the Campaign
Against Drug Abuse (NACADA) and the Kenya Secondary Schools Heads
Association (KSSHA), drug and substance abuse is one of the greatest problems in
Kenyan secondary schools and has been associated with the recent state of unrest and
indiscipline among the youths in these schools. According to Wachira (2004) cases
related to negative influence such as drug abuse, truancy and dangerous exposure to
contracting HIV/AIDS among school students are on the rise. Currently, it is
estimated that 70 per cent of the nation’s youth are at risk of becoming involved with
drugs in one way or another (The Editor, 2006, Sunday Nation, August 20).
According to the editor, the young people are either destroying their lives with drugs
or getting infected with HIV because of sharing needles. Kenya has been one of the
major drug markets in the world where drugs are easily brought in for redistribution
to the rest of the world (Nation Reporter, Daily Nation, 2006, August 21). It is feared
that a whole generation will be lost to drugs unless serious measures are put in place.
The most depressing scenario is the fact that the Government, religious leaders and
the general population do not seem to have accepted that drug abuse is a major
problem; hence the vice lacks in the measure of attention it deserves. The NACADA
baseline survey on substance abuse among youth in Kenya carried out in 2002
revealed that substance use begins at a very young age; in primary schools. Despite
this revelation nothing much seems to have been done to tackle the problem at this
level.

HIV/AIDS was declared a national disaster by the then president of Kenya in
October 1999. It is estimated 700 people die everyday and for every adult person
dying, many children are left behind. To date, there are about 1.8 million orphaned
children nationally, most of whom are in primary schools. Free Primary Education
(FPE) has brought in more of these children. These orphans need specialised

attention as some of them are already infected with the deadly virus. Teachers and
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teacher counsellors have not been adequately prepared to tackle this problem
contributing to frustrations and despair.

Many children continue dropping out in Kenyan primary schools. Although
the number of boys dropping out is equally worrying, the most affected are the girls
despite the many interventions by both the Government and Non-Governmental
organisations. Causes of dropouts are varied but most of them are compounded by
poverty and HIV/AIDS. When children are orphaned, it is the girl in the family who
assumes responsibility at the expense of her education. Even with both parents alive,
girls are culturally overburdened with housework, and sometimes get involved in
child labour to supplement the family’s resources. Other factors that lead to girls
dropping out are related to reproductive health, sexual behavior and maturation.
Quite a number of girls engage in early sex leading to pregnancies, early marriages
and infections. There is lack of proper guidance and counselling in primary schools
and this aggravates the rate at which girls drop out.

The changing trends in Kenyan education including the most recent Free
Primary Education (FPE) have brought new challenges. Some of the challenges of
FPE include overage learners, congestion, understaffing, inadequate resources and
facilities, re-entry cases and children in difficulty circumstances (MOEST, 2004).
Children in difficult circumstances, according to MOEST include the street children
most of who are drug addicts, victims of child labour, children orphaned through
HIV/AIDS and other traumatised children. A number of disadvantaged children have
undoubtedly benefited from the FPE policy but such challenges certainly call for
comprehensive preparations for FPE’s successful implementation. This is an
enormous responsibility that has been added to teacher counsellors who already have
heavy teaching loads. Considering this responsibility, the number of contact hours
between the teacher and the child determined by other responsibilities in school
assigned by the management and the fact that few teacher counsellors are trained in
guidance and counselling resulting in poor performance, some determination of
headteachers and teacher counsellors’ role perceptions and experiences in guidance

and counselling of pupils is considered imperative.

12



1.4  Purpose of the Study

The purpose of this study was to determine the role perceptions of
headteachers and teacher counsellors in guidance and counselling of pupils in public
primary schools in Embu District, Kenya as well as determining whether there are
any qualitatively different ways in which respondents viewed and experienced these
roles. The study also aims to establish whether significant differences exist between
each of the subject’s (headteachers and teacher counsellors) role perceptions in
guidance and counselling of pupils and selected demographic variables. These
variables include age, sex, marital status, academic qualifications, teaching
experience, experience in management, training in guidance and counselling, school
category and geographical location. The study also aims to establish if there exist any
differences between headteachers’ perceptions of teacher counsellor’s role and the

teacher counsellors’ perceptions of their role.

1.5 Research Questions

The study seeks to answer two broad questions. These are:

Ql.  What are the headteachers and teacher counsellors’ role perceptions in
guidance and counselling of pupils in public primary schools in Embu
District?

Q2.  How do the headteachers and teacher counsellors view and experience
their roles in guidance and counselling of pupils in public primary schools in

Embu District?

1.6  Objectives of the Study

While seeking answers to the above research questions, the study aims to

achieve the following objectives:
1. To determine the role perceptions of both headteachers and teacher

counsellors towards various aspects of guidance and counselling

programme.
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1.7

To asses whether any qualitatively different ways exist in which
headteachers and teacher counsellors view and experience their roles
in guidance and counselling of pupils.

To identify whether headteachers’ and teacher counsellors’ personal
characteristics such as age, sex, marital status, academic
qualifications, teaching experience, management experience (in
guidance and counselling for teacher counsellors) and training in
guidance and counselling have any effect on their role perceptions in
guidance and counselling of pupils.

To investigate if there are differences between headteachers’ and
teacher counsellors’ role perceptions in guidance and counselling of
pupils in different categories and geographical locations of school.

To investigate whether there exist any differences between the
headteachers perceptions of teacher counsellor’s role and those for the
teacher counsellors about their role.

To determine the extent to which headteachers and teacher counsellors
are trained to guide and counsel pupils.

To establish whether there are any problems faced by both the
headteachers and the teacher counsellors in the provision of guidance
and counselling services and to identify possible solutions to those

problems.

In the light of the above findings, it is hoped that recommendations for action
for the headteachers, teachers and government officials working in primary

education can be made.

Hypotheses of the Study

From the foregoing objectives the following hypotheses on

headteachers/teacher counsellors were tested:

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of

pupils and their respective ages.
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Ho2

Ho3

Ho4

Ho5

Ho6

Hqy7

Ho8

Hg9.

Hy10

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and their gender (sex).

There is no significant difference between role perceptions of
headteachers/ teacher counsellors in guidance and counselling of
pupils and their respective marital status.

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and their respective academic qualifications.

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and their respective training in guidance and counselling.
There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and their respective administrative experience.

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and their respective teaching experience.

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and the respective school category.

There is no significant difference between role perceptions of
headteachers/teacher counsellors in guidance and counselling of
pupils and the respective geographical location of the school.
There is no significant difference between headteachers’ perceptions
of teacher counsellor’s role and the perceptions of teacher

counsellors of their role in guidance and counselling of pupils.

1.8  Significance of the Study

There seems to be very little research conducted in the area of guidance and

counselling in Kenya, especially in primary schools. A relatively absence of

research that documents the ways in which headteachers and teachers perceive their

roles in guidance and counselling, is also noted. Review of related literature indicates
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that researchers have all along ignored the primary school population, which is the
focus of the present study. Tumuti (1985), Kariuki (1990) and Gitonga (1999)
shared similar views. The recent task forces on indiscipline and drug abuse
(Republic of Kenya, 2001; NACADA & KSSHA, 2004) set up to explore the vices
in schools did not focus on primary population, once again ignoring primary
schools yet this is the nurturing ground of most of the problems experienced in
secondary schools. This study is considered timely.

Secondly, while the current Ministry of Education, Science and Technology
(MOEST) policy tends to present a particular view while assigning roles and
responsibilities to headteachers and teachers counsellors, with an assumption that
they are trained in guidance and counselling, little is known as to how these teachers
( most of whom are not trained), view and experience these roles and
responsibilities. No study has been done on how headteachers and teacher
counsellors perceive and experience their roles in the provision of guidance and
counselling services in public primary schools yet it is of paramount importance if
these services have to be improved. The study is hence considered vital.

Thirdly, there is a myriad of problems facing the management of schools in
Kenya such as indiscipline, drug abuse, HIV/AIDS, high drop out rates to name but
a few especially with Free Primary Education (FPE). With the introduction of FPE in
January 2003, the need for guidance and counselling in Kenyan schools has become
greater because of the many challenges now facing schools (MOEST, 2005). The
family structure and the African guidance system that have traditionally been relied
upon for a long time in support of guiding and counselling of children, no longer
function adding to the burden of teachers in these schools. Although guidance and
counselling services are now perceived as a panacea of such problems; they
(problems) continue to persist. Guidance and counselling services are considered
important not only for the whole development of the learners but also in assisting
educators to tackle the challenges that have now rocked schools. The success in the
performance of the guidance and counselling department in schools is a major
concern not only to the Ministry of Education but to the society as a whole. Accurate
role perceptions of headteachers as supervisors and facilitators and of equal
importance, the role perceptions of teacher counsellors in guidance and counselling

of pupils are considered indispensable. A survey of how these roles are being
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perceived and experienced will elicit significant ways of improvement. Hence, this
study is considered crucial.

In addition, the study findings will contribute immensely to the general field
of knowledge, which is the main objective behind any research undertaking. Finally,
the study will guide in the formulation of policies to revamp and improve guidance
and counselling programmes in primary schools. Formulation of policies aimed at
enhancing primary school instruction and especially policies on how guidance and
counselling can enhance effective implementation of other learning programmes in

schools will also benefit from this study.

1.9  Basic Assumptions

In the course of the study, the following assumptions were made:

1. That the respondents would provide truthful and honest responses to the
entire study items.

2. That the responses from the respondents would provide genuine
indication of their role perceptions and experiences in guidance and

counselling of pupils.

1.10  Definitions of Key Terms

For definitions of key terms, see Appendix A.
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SECTION TWO: REVIEW OF RELATED LITERATURE

CHAPTER TWO

2.0 CONCEPTS OF GUIDANCE AND COUNSELLING IN EDUCATION
2.1  Introduction

This section of three chapters covers relevant literature related to this study.
In this first chapter, arguments on the need for guidance and counselling in schools
and the concepts of guidance and counselling in education based on the works of
several writers have been explored. The concepts of school guidance and counselling
in the USA and UK are given some highlights for wider perspectives. The researcher
holds a firm belief that there is a lot to learn from these two countries. Chapter three
covers concepts of guidance and counselling in the Kenyan context, as well as
presenting a brief overview of the development of guidance and counselling in
Kenya. Where possible, comparisons have been made with the UK and USA
contexts. The status of guidance and counselling services in Kenyan schools is also
articulated. In the final chapter of this section (chapter 4), literature on concepts of

role perceptions is presented.

2.2  Need for Guidance and Counselling

Guidance and counselling are not new concepts in education. As early as
1963, Detjen and Detjen (1963) described guidance in the elementary school as being
chiefly concerned with meeting the social and emotional needs of children with the
purpose of helping each child make a satisfactory adjustment to life, both in and out
of school. The guidance service focuses as a priority, on the highest actualisation of
potential of child in his or her education, career, and personality (Miller, 1965).
Detjen and Detjen had similar suggestions and observed that since many of the
children’s problems start off early in life and worsen as times goes on, it is
imperative that sound guidance practices start with the very beginning of school. The
Detjens further emphasised that guidance should be offered to all children; those
perceived as normal and those who are found to have serious problems with their
behaviour, learning skills and emotions. Shaw (1973) and Luisell et al (2005) share
the same line of thought as the Detjens. Shaw contends that all children irrespective
of backgrounds have needs which may vary in kind and magnitude. Luisell and

colleagues on the other hand assert that many students attending public schools have
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discipline problems such as disruptive classroom behaviour, vandalism, bullying and
violence. According to the Detjens, normal well-adjusted children such as the gifted
and talented also require guidance in their thinking, their attitudes, and their
personality development because they too have their unique problems.

Shaw (1973) suggests that guidance be made an integral part of education
which must be carried out by those who have special skills and training and also
systematically and routinely evaluated to determine its continuing effectiveness. Like
home, schools are considered a primary and essential context for supporting,
nurturing and facilitating educational, moral and social development in young people
(Bor et al, 2002). Other writers who see guidance as an integral part of education are
Strang & Morris (1964), Farwell & Peters (1967), Gerler et al (1990), Cowie &
Pecherek (1995), David & Charlton (1996) and Wortzbyt et al (2003). Detjen and
Detjen emphasise guidance as the keystone of educational system. Cowie and
Pecherek see the function of education as that which has throughout history been
seen as not only imparting knowledge, but also as helping students to learn about
themselves. Miller (1965) believes that the guidance function gives continuity and
completeness to the instructional and administrative facets of the educational
programme.

The guidance of young people is largely preventive in nature and can be done
in groups as a regular part of the school programme (Garler et al, 1990; Detzen &
Detzen, 1963). Detzen and Detzen argue that a campaign for good manners and
friendly relations for creating a good school environment is successful with group
guidance. In addition, they suggest that there is a therapeutic value in group guidance
and they also emphasise that by means of informal group discussions, children have
an opportunity to consider their own difficulties and get an insight into their
problems. According to Garler et al (1990), research supports group (classroom)
guidance by indicating that it may positively influence children’s classroom
behaviour, attitudes towards school and ultimately their academic success. Garler
and colleagues suggest that children’s attitude toward school may improve from
participation in classroom guidance activities. Jones et al (1997) have also
underscored the vital role played by guidance and counselling by emphasising that
students tend to learn more effectively when good support systems are there to help
them cope with the transition between their academic world and their previous

experiences.

19



No successful learning in schools can go on if the pupils do not behave and
respond appropriately to their teachers and peers (Riding & Fairhurst, 2001). This
spells out the need for guidance and counselling when and if such problems occur.
According to Biswalo (1996), educational institutions have a twofold crucial
responsibility: to nurture students who posses varying abilities, capabilities, interests
and unlimited potential through relevant curriculum; and to prepare these individuals
to become effectively functioning members of their changing societies through
guidance and counselling services. Biswalo emphasises the need to have guidance
and counselling fully integrated in the curriculum. This according to him assists
students to succeed in the experiences that are provided through the curriculum.

Bor et al (2002) add that there is increasing awareness of the role that schools
play in identifying, managing and preventing mental health problems in young
people through counselling. They suggest counselling can help young people to cope
with and adjust to new and unwelcome circumstances. As early as 1965, Miller, in
her book “Guidance Services: An Introduction”, saw the serious need for full-time
professionally prepared counsellors in every United States elementary school, junior
and senior high school. In support of counselling in schools, Bor and friends suggest
that early recognition of psychological problems in children (whether temporary or
more well-established) can avert key and more enduring behavioural problems.
Certainly many young peoples’ lives have disintegrated and fallen apart when they
would have been assisted had they received some interventions in guidance and
counselling and other forms of support. There are believes that elementary school
counselling programmes play an important role in supporting schools with a caring
culture (Wortzbyt et al, 2003). It is also believed that children in these schools have a
better performance in academics. In addition; they are better prepared for social
interactions in life. Counselling can also assist children to understand challenges they
face in life and more importantly, how to tackle these problems (Bor et al, 2002).
The fundamental nature of counselling is summed up well by Thompson and Rudolf

(1988) in the following passage:

Counselling can be a tool for preventing ‘normal’ problems from becoming more serious and
resulting in delinquency, school failure and emotional disturbances. It can be a method for
creating a healthy environment to assist children in coping with the stresses and conflicts of

their growth and development. Counselling can also be a major remedial force for helping
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children in trouble through appraisal, individual or group counselling, parent or teacher
consultation, or environmental changes.

[Thompson & Rudolph, 1988, p. 9]

Children, like adolescents and adults, today face an overabundance of
traumatic problems (Frydenberg et al, 2004; Bor et al, 2002; Hornby, 2003;
Mwamwenda, 1995). Hornby emphasises the significance of teachers being equipped
with basic counselling skills to place them in a better position to assist many
students. Detjen & Detjen (1963) lamented that many of the children who need
guidance and counselling are often never singled out for individual attention. It is not
always easy to identify the needy children because sometimes the ones who show
few symptoms of trouble are actually those who are most needy of help. According
to Mwamwenda, guidance and counselling at primary schools level is significance in
the prevention of problems that children are likely to face in future. The Department
for Education and Skills (DfES) in the UK, in their guidance for promoting positive
mental health, have underscored the essence of counselling in curbing stress and
mental health problems early enough in children while in school (DfES, 2002).

Engelkes and Vandergoot (1982) emphasise that the earlier problematic
behaviour is identified in children the more quickly it can be dealt with hence
underscoring the need for counselling in early years. This is the same line of
thinking as that of Shertzer and Stone (1980) who emphasised that if guidance and
counselling services are to fully assist students, they should start as early as possible
in the school level and to all students. The implication of their thinking is that
guidance and counselling should begin in early childhood education. Mwamwenda
advises that the rationale for guidance and counselling at primary schools should be
guided by the principle of early detection and prevention of problems. He laments
that despite the important contribution school guidance and counselling can make to
the social, academic and personality development of African school age children, it
does not feature as an important aspect of the curriculum in most African countries
(Kenya not an exception). Mwamwenda cites continued ignorance of the important
role played by guidance and counselling as well as the acute shortage of trained
personnel as factors hampering the delivery of these services. According to Biswalo
(1996), primary school students in African countries often suffer from emotional

problems, intellectual disabilities, motivational inadequacies, moral defects, physical
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ailments and social maladjustments hence the emphasis for effective guidance and
counselling services in these schools.

The global society is dynamic and complex in terms of culture, education,
work, families and leisure (Mcleod, 2003; Gerler et al, 1990). Mcleod adds that the
world is full of different types of experiences that are difficult for people to cope
with. Gerler and friends give an example of such an experience. They lament that the
so-called traditional families are no longer existing and single out America as an
example with that scenario. They affirm that divorce cases, separation of families
and single parenthood are a fact of life confronting children. Literature depict that
children from divorced parents often perform poorer academically and socially than
children whose parents stay married (David & Charlton, 1996). More literature,
according to David and Charlton, suggests that children whose parents separate are
more likely to drop out of school early, with girls made vulnerable to having teenage
babies and boys made more vulnerable to drop out to work.

While there has been an extensive literature and publicity on divorce and
separation and many known voluntary organisations which are always ready to offer
support and counselling to adults, little has been written concerning the kind of
support and interventions for the delicate victim, the child: when parents break up
(Wilson et al, 2003). Wilson and friends lament that there are hardly any places for
children to find a listening ear and empathic support, as they try to deal with and
come to terms with shocking outcomes of their parents break up. Child abuse and
neglect is no less a problem. These are rampant in our societies (Gerler et al, 1990),
with cases of rape, incest and child labour. Gerler and colleagues emphasise that
when children are physically abused, emotional and psychological scars are created
that may last a lifetime. They put a suggestion that for healthy development such
abused and neglected children be given positive school environment through
guidance and counselling.

Students often begin to experiment with drugs in primary/elementary school
and as Gerler et al (1990) put it, early experimentation frequently leads to abuse and
addiction in adolescence. Moreover, teachers have to battle with problems emanating
from families affected by alcohol and drug addiction. In Africa as elsewhere, drug
abusers are apart of a powerful ‘culture’ where drug use is considered ‘normal’
(Abdoal et al, 1998). Parental drug use, be it alcohol, cigarettes or hard drugs is an

especially powerful influence on children’s behaviour. Wilson et al (2003) contend
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that the quality and direction of children’s lives is dependent on adults, especially

their parents or carers.

2.3  Relationship between Guidance and Counselling

“The relationship between guidance and counselling has been bedevilled by semantic
confusion. Some use the terms almost as antonyms, viewing guidance as directive and
counselling as non-directive. Others use guidance as a generic term which embraces

counselling, amongst a range of other activities”.
[Watt & Kidd, 2000, p 492]

Shaw (1973) also suggests that there is confusion that exists among the terms
“counselling”, “counsellor” and “guidance”. He stresses that a number of people who
write in the general area consistently confuse the verb “counselling” with the noun
“guidance”. Shaw however seems to have added to the confusion because he neither
differentiates between the terms nor does he offer clearer definitions. The New
Encyclopaedia Britannica (1991) does not offer any way out of this. According to the
Encyclopaedia, counselling is also called guidance, a process of helping an
individual discuss and develop his or her educational, vocational and psychological
potentialities. In this context; they are both used as “verbs”. Other dictionaries like
The Concise Oxford (2001), and the Collins Dictionary and Thesaurus (2002) do not
seem to differentiate between guidance and counsel. They however seem to agree
that “counselling” is a verb i.e. to give advice. The Concise Oxford Dictionary points
out that “counselling” is also used as a noun but does not give the definition as “a
noun”. This spells out a need to have clear definitions for both guidance and
counselling and the researcher aims to give some contributions towards clear
definitions. Pattison (2005) asserts that counselling as a terminology is classed as
similar activities with psychotherapy and guidance. According to Pattison, a definite
description of counselling is difficult to provide hence there is no universal
definition. In Kenya, the location of this study, only a blurred definition of
counselling exists. Pattison (2005) has similar observations in the UK context and
globally. However it seems there is need to appreciate that counselling encompasses
many different activities. McGuiness (1998) recognises the diverse nature of
counselling and suggests that ‘counselling is a multi-dimensional concept’ that is

used to describe various personal contact activities.
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Hornby et al (2003) think that there is a further problem concerning what
teachers generally understand counselling to be. Perhaps this is due to the confusion
that has existed within the use of this term. Lane (1996) suggests that teachers in
their perception of what counselling is, use a continuum of helping strategies which
range from directing, advising, informing, teaching and supporting through to
counselling. She seems to suggest that one extreme end of the continuum lies
guidance while the other end lies counselling. Lane comments that when teachers use
the term counselling, they are, in fact, referring to some or all of the approaches
within the aforementioned continuum of strategies. According to her, teachers tend to
use more of the helping strategies at the directing and advising end of the continuum
rather than at the supporting and counselling end. This is possibly due to the fact that
the helping skills in the counselling end, just like many writers have emphasised (e.g.
Hornby et al, 2003; Bor et al, 2002; Cowie and Pecherek, 1995) need specialised
skills. It is fitting to therefore suggest that all teachers can guide, but not all can
counsel.

In recent years, distinctions between the professional fields of guidance and
counselling have become evident (Watt & Kidd, 2000). In some countries, school
guidance and counselling are treated as two distinct services, while in others
counselling is considered as an integral component of guidance that requires
specialised skills. This is what Watt and Kidd (2000) call “use of guidance as a
generic term”, in the latter category of countries. Some of the earlier and recent
writers who have emphasised guidance as a generic term are Detzen& Detzen
(1963), Miller (1965), Jones (1970), Lytton & Craft (1974), Watt and Kidd (2000),
Hornby et al (2003). As far as Detzen and Detzen are concerned and also Jones,
counselling is one of the techniques used in guidance and is most relevant to personal
guidance. According to Miller, counselling is the key element in guidance services.
Lytton and Craft describe a guidance process as consisting of three generally
accepted components: Educational guidance; Vocational guidance; and Personal
counselling. According to them, personal counselling is related to both educational
and vocational guidance but concerned with emotional disturbance and behavioural
problems. Watts and Kidd, emphasise that counselling is a crucial part of guidance
provision. According to them, counselling skills underpin good guidance practice
and their view is that the fields of guidance and counselling need to maintain their

links. To echo these words, Hornby and friends hold on to their position in their book
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“Counselling Pupils in Schools: Skills and Strategies for Teachers’; that counselling
should be an essential element of the pastoral care which schools provide for their
students.

In England, Scotland and USA; school guidance and school counselling are
two distinctly different concepts with school counselling being handled by
professionals who are not necessarily teachers while in some other countries like
Hong Kong, the term ‘guidance’ is used as a generic term in all education documents
(Hui, 2002). School guidance in the UK and USA are taught in the respective
curricula by ‘guidance’ teachers. In the UK the guidance teachers are not necessarily
trained in any guidance skills including counselling but they are in USA. In Hong
Kong, teachers employ counselling skills in guiding and interacting with students
although they are not trained as professional counsellors (Hui, 2002). According to
Hui, the Hong Kong teachers are involved in detecting, and monitoring students at
risk, supporting them in facing their difficulties, and coordinating support for them
within and outside school thus incorporating counselling in guidance.

Traditionally, Kenyan teachers have been charged with the responsibility of
guiding and counselling without prior training. The terms “guidance” and
“counselling” in Kenya are always referred to together and rarely in isolation, as if
they were one and the same, although educationists and professionals in counselling
know that there exists some difference. The assumption in the Kenyan education
arena is that it is impossible to separate the two hence the need for the combined
delivery of services by the teachers. Perhaps this is in a similar context to what Watts
and Kidd (2000) refer to as “use of guidance as a generic term’” which embraces

counselling, amongst a range of other activities.

2.4  Concept of School Guidance

Watts & Kidd (2000) have broadly defined guidance as comprising a range of
processes designed to enable individuals to make informed choices and transitions
related to their educational, vocational and personal development. Other writers with
similar definitions are Strang & Morris (1964) and Miller (1965). Miller defines
guidance as “Those organised activities within the total school programme which are
intended to assist students (pupils) with their individual developmental needs”.
According to Miller, guidance services consist of different types of assistance: such

as maintaining cumulative records to show the development of the individual,;
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helping the student achieve a realistic understanding of his or her abilities, interests
and values; providing needed educational and occupational information to help in
developing suitable goals and plans as well as self- esteem.

David & Chalton (1996) defines pastoral care (the UK version of guidance)
in summary, as “those aspects of a school’s work and teaching which particularly
contribute to the care, welfare and personal development of the pupils”. Guidance
according to Mutie & Ndambuki (1999) is a means of helping individuals to
understand and use wisely the educational, vocational and personal opportunities
they have as a form of systematic assistance in achieving satisfactory adjustment to
school and life in general. The School Management Guide (Republic of Kenya,
1999) defines guidance as “a process of offering advice to the pupils to show them
the right direction”. The above definitions give an implication that guidance is a
helping process that assists a growing individual child to exploit his or her potentials
to the full while coping with environmental and personal factors.

Literature on school guidance tends to categorise it into three forms; these are
remedial, preventive and developmental (Best, 1999; Shertzer & Stone, 1981; Lang,
1995; Young, 1994). Remedial guidance, as the name suggests is aimed at meeting
the immediate needs of students with personal, social and learning problems
(Gysbers & Henderson, 2000). Preventive guidance, on the other hand is more
practical, and focuses on the probable crucial occurrences that a student is likely to
experience, as well as teaching them helpful coping strategies (Best, 1999).
Developmental guidance assists in the improvement of self- concept through
underpinning of positive attitudes and constructive behaviour (Miller, 1965; Strang
& Morris, 1964).

School guidance is also categorised into educational, vocational, and personal
guidance (counselling) by those who take guidance to incorporate counselling
(Makinde, 1984; Lytton & Craft, 1974; Jones, 1970). Hornby et al (2003) seem to
support this categorisation when they describe guidance as involving helping
students individually or in small groups with making personal, educational or
vocational choices. According to Hornby and colleagues, educational guidance at the
secondary school level involves giving advice to pupils, parents and teachers on
subject choices and academic programmes. Vocational guidance on the other hand
deals with giving help in choosing and finding a job or career through a continuous

and careful assessment of interest, aptitude and potential over a period, using a
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variety of data. Personal guidance, equivalent of counselling deals with personal
problems according to Jones (1970). Hornby and colleagues suggest a structure of

guidance in UK schools. They propose four levels that need to be evident:

» Level (1) is the provision of information by classroom teachers as part of a wide
range of subjects in the curriculum in order to provide pupils with the knowledge
needed to make personal, educational and vocational choices.

s Level (2) is the use of guidance by form tutors in order to help pupils make
personal, educational and vocational choices. This can be provided individually or
as part of the schools PSHE programme.

= Level (3) is the individual or small group guidance available from a trained
specialist within the school. This could be a careers officer or guidance counsellor,
head of year or house or senior teacher who has a pastoral leadership role within the
school.

= Level (4) involves referral procedures to help pupils access agencies outside school,
such as careers, services or job placement agencies.

[Hornby et al, (2003), p 4-5]

Hornby et al (2003) emphasise that all teachers need to have a basic
knowledge of guidance, sufficient to fulfil their roles as classroom teachers and form
tutors at levels (1) and (2). In addition they see the need for at least one member of
staff undergoing further training in order to provide intensive guidance at level (3)
and to know which agencies to refer pupils to outside the school at level (4). This
member of staff should be used as a resource person by other teachers in the school.
Farwell & Peters (1967) were categorical in stating that the school counsellor and the
teacher can perform their guidance functions only if they have some understanding
of their guidance roles-if each knows where to begin his or her guidance work and if
each believes intellectually and emotionally in the guidance point of view.

Leadership in guidance and counselling appears to be very important.
According to Detzen & Detzen (1963), the success of any guidance programme
depends largely upon the philosophy and the enthusiasm of the school principal. The
Detzens further remark that if the principal has a warm and understanding
relationship with people and is sensitive to the needs of the children, he/she will
probably give full support to the organisation and administration of a guidance
programme in his or her school. According to Mutie and Ndambuki, if the head of
the institution believes in the guidance programme it will receive support from other

stakeholders especially the teachers and parents. They urge the educational
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administrators to support the guidance programmes for their subsequent survival and
effectiveness. In addition, they emphasised that the school administrators must be
convinced of the usefulness of guidance programmes in promoting the personality
growth of the pupils. They emphasise the need for the headteacher to support the
programme by facilitating the implementation of appropriate decisions made during
guidance. For example, if the process indicates the need for a change in the students’
welfare or programme, this should be given due attention. If the change that is
proposed is to do with the improvement of guidance and counselling facilities, this
should likewise be given adequate attention.

Wortzbyt et al (2003), Mutie & Ndambuki (1999), Shaw (1973), and Miller
(1965) advise that guidance programmes be provided for in the school timetable as
well as in the school budget. Miller advises that guidance services must operate
within some kind of organisational framework if they have to be successful. He
proposes that guidance services be provided for within the instructional programme
where the teacher would be expected to assume responsibility for guidance and
would discharge these responsibilities in the classroom, as a normal part of teaching
against the other view of carrying out guidance services in the normal course of
teaching with little (if any) organisation. He cautions however, that such an

arrangement would not necessarily exclude the services of a specialist.

2.5  Concept of School Counselling

Jones (1970) defines counselling as an enabling process, designed to help an
individual come to terms with his or her life as it is and ultimately to grow to greater
maturity through learning to take responsibility and to make decisions for
him/herself. In brief, she describes counselling as relationship concerned primarily
with analysing, understanding and modifying individual behaviour. Makinde (1984)
shared similar thoughts. He defined counselling as a service designed to help an
individual to analyse him/herself by relating his or her capabilities, achievement,
interests and mode of adjustment to any new decisions that he or she is likely to
make. In a similar vein, Nelson (2004) defines counselling as a helping relationship
which is a psychological process. Nelson further describes the two goals of
counselling as remedial; when issues of severe developmental disturbance are dealt
with and growth or developmental; when an individual is assisted to undergo the

developmental tasks that are faced in daily life. Hornby et al (2003) also define
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counselling as a relationship. They view counselling as the skilled and principled use
of a relationship to facilitate self-knowledge, emotional acceptance and growth, and
the optimal development of personal resources. Bor et al (2002) give a broader
definition of counselling but in a similar context of a “relationship”. According to
them, counselling is an interface in a therapeutic setting, which focuses mainly on a
conversation about relationships, beliefs and behaviour (including feelings), through
which a child is assisted to come to terms with the perceived problem in a
comfortable or useful way, and to come up with new solutions to face the problem.
The British Association for Counselling and Psychotherapy (BACP) (2002) gives a
rather professional but clear definition of counselling. According to the association,
‘people become engaged in counselling when a person, occupying regularly or
temporarily the role of counsellor, offers and agrees explicitly to give time, attention
and respect to another person, or persons, who will be temporarily in the role of a
client’[p4]. According to the association, school counselling should be offered by
professionals.

As regards counselling, Collins (1988) defines it as a process that attempts to
provide encouragement and guidance for those who are facing losses, decisions or
disappointments. Jones et al (1997) contend that counselling usually entail working
within the emotional domain: that is, “dealing with the emotional baggage that
people accumulate that gets in the way of them functioning as well as they otherwise
might”. According to Mutie and Ndambuki (1999), counselling is “a learning
oriented process which occurs in an interactive relationship with an aim of helping
the person learn more about themselves and also to an understanding and effective
member of the society”. The School Management Guide (Republic of Kenya, 1999)
gives a simple definition of counselling as the process of advising and cautioning
pupils who have gone astray or are out of control. This, according to the guide,
should be done by a teacher who has been trained in counselling skills.

In order to make most use of their potential in assisting children and their
parents, teachers need to be equipped with knowledge and skills in the areas of
guidance and counselling (Hornby et al, 2003; Cowie and Pecherek, 1995; Lane,
1996). Hornby et al cite the vast number of school-age children who show emotional
and behaviour problems as laying emphasis on the call to have all teachers trained in
basic counselling skills. According to them, teachers need to have listening skills,

proper counselling strategies and also to know when to make referrals. Hornby and

29



colleagues also propose four levels of counselling by teachers in UK (quite similar to

the ones for guidance) as cited by Hamblin (1993) and Lang (1993) as:

s Level (1) is the use of counselling skills in the classroom in order to provide a positive
learning environment and promote high levels of pupil self-esteem.

v Level (2) is the use of counselling skills by the form tutor in order to help pupils solve day
to day problems, as well as the use of counselling skills to facilitate group activities as part
of the school’s PSHE programme.

o Level (3) is the individual or smail group counselling available from a trained specialist
within the school. This could be a school counsellor or guidance counsellor, head of year or
house, or a senior teacher who has a pastoral leadership role within the school.

= Level (4) involves referral procedures to help pupils access professionals outside the
school, such as psychologists and psychiatrists, for specialist counselling help.

[Hornby et al, (2003), p 4]

As with guidance, Hornby and friends stress the need for all teachers to have
basic counselling skills, sufficient to fulfil their roles as classroom teachers and form
tutors at levels (1) and (2) and at least one teacher in each school to have specialised
expertise in counselling in order to provide counselling at level (3) and to know
when and to refer pupils for specialist help outside the school at level (4). Detzen and
Detzen (1963) emphasise that in schools which do not employ professional
counsellors, classroom teachers take the responsibility of counselling pupils as much
as possible hence the big reason why teachers must strive to acquire counselling
techniques by all means. Other writers who are in agreement that counselling skills
should be an essential element of the guidance or pastoral programme are (Worzgyt
et al, 2003; Lane, 1996; Cowie and Pecherek, 1995; Miller, 1965).

Cowie & Pecherek (1995) suggest that learning of counselling skills is not
enough on its own. Once learned, the skills must be supervised if they have to be
delivered effectively. Besides counselling process, the role of the counsellor in
record keeping should be supervised (Bor et al, 2002). A school counsellor,
according to Bor and colleagues is required to keep accurate, detailed, appropriate
and organised records of all counselling sessions, meetings and discussions. Detzen
& Detzen (1963) contend that a great deal of information concerning a child’s
achievement, his or her interests and abilities, and his conduct can be deduced by
studying the test data, the vital statistics and other information from the cumulative

record folders. It is desirable also for the school counsellor to maintain the
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professional counselling conditions as cited by Rogers (1951). These are: 1)
Congruence or genuineness, 2) Unconditional positive regard, and 3) Empathic
understanding.

Being congruent or genuine means that a counsellor is in touch with what
both (counsellor and counselee) are feeling and acts in accordance with those
feelings. Martin, (1989) is apprehensive about counsellors expressing their feelings
to a child. He cautions that it is only appropriate if it facilitates helping the child.
Unconditional positive regard involves expressing a genuine caring for the child.
This means that the acceptance and positive feelings possessed by the counsellor for
the child are not influenced by the child’s actions or behaviours (Bor et al, 2002).
Empathic understanding on the other hand implies that the counsellor can put
him/herself in the child’s shoes and sense the latter’s feelings as though they were
his/her own. Being empathic, according to Bor and colleagues is the ability to
understand what it is like to be where a person is, to understand what they are saying
and to be able to reflect this.

If elementary school counsellors are to meet their goals of guiding and
counselling in schools they must liaise with teachers, parents, and school
administrators in an effort to improve children’s achievement (Gerler et al, 1990).
Gerler and friends suggest that this aspect is essential because children’s relations
with teachers, peers and family affect learning and achievement. The school
administration is the custodian of the school programmes hence the need to keep
good human relations.

Elementary school counsellors have a major role to play in contributing to
creation of a school climate that cares and caters for the personal and emotional
growth of children (Worzbyt et al, 2003). Mwamwenda (1995) articulates the role of
school counsellor in primary schools as being involved in the areas of personal,
social, vocational and educational counselling. The counsellor in this case assists
pupils with problems in these areas and if adequately assisted, according to
Mwamwenda; they stand a chance of exploiting their full potential in school. While
emphasising the effects of school counsellor’s personality on pupils, Detzen and
Detzen (1963) suggest that children gradually take on their teacher’s attitudes and
ideas-whether they are desirable or not because they see the latter as role models.
According to them, the teacher’s personality affects the students’ behaviour; their

relations with each other, and their attitudes toward learning. Corey (2005) has
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similar thoughts. According to him, counsellors serve as models for their clients
hence the emphasis that teacher counsellors maintain positive behaviour that is

worthy imitating by their students.

2.6 School Guidance and Counselling in UK and USA
2.6.1 School Guidance and Counselling in UK

The first vocational guidance services began to become visible in UK at the
start of 20th century (Brewer, 1942; Keller & Viteles, 1937). Early vocational
guidance services were offered exclusively for young people and had a strong
orientation to work placement (Watts & Kidd, 2000). This was done to help young
people to make smooth transitions to work. According to Watts & Kidd, these
services were offered by Juvenile Employment Officers who were later merged after
the Second War into a National Youth Employment Service for young people up to
18 years. The service had responsibility not only for guidance and placement but also
for the administration of the unemployment benefit to young people (Killen & Kidd,
1996: Heginbotham, 1951). By mid-1950s all universities had such a vocational
guidance services, offering advisory interviews, information about careers,
employers and jobs, placement activities (UGC, 1964)

It was not until late 1920s, that vocational guidance was mentioned in schools
and by the 1960s career teachers were being widely appointed (Daws, 1972). Daws
contend that the tasks of career teachers incorporated management of information
and provision of facilities and support for the work of the youth employment officer.
The career guidance services began to develop in a more rapid and extensive way in
the 1960s and 1970s (Dryden et al 2000: Watts & Kidd, 2000). Watts and Kidd
emphasise that guidance began to be realised in the public-policy agenda in the late
1980s and 1990s. They further add that in accordance with the Education Act 1997,
careers education was made a compulsory part of the school curriculum in 1997.
According to Watts and Kidd, the evolution of career guidance services has been
linked to, but separate from, the development of guidance as an educational concept.

In UK, school guidance is referred to as “pastoral care” (David & Charlton,
1996) and is distinctively a British notion, which is not used in other countries (Hui,
2002). It is used to refer to the structures which schools adopt to help teachers

promote students’ personal and social development (DES, 1989). Teachers have
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traditionally been expected to adopt a guidance role in British schools (David &
Charlton, 1996). Accordingly most schools have developed pastoral-care structures
to address the issue of guidance. This is done by allocating each pupil to a tutor who
has some overall responsibility for him or her as an individual (David & Charlton,
1996; Dryden et al, 2000; Watts & Kidd, 2000). The role of a tutor in a pastoral-care
structure has a guidance component as well as administrative and disciplinary
components (Dryden et al, 2000; Watt & Kidd, 2000). Over the past thirty years,
increasing emphasis has been placed on the provision of pastoral care at all levels of
the education service in UK (Hornby et al, 2003).

Best (1995) considers pastoral care system in UK as a comprehensive
concept, incorporating guidance and counselling aspects. According to him, the
guidance role of the teacher/tutor is supported by a number of specialist guidance
services, which are usually based outside the school. He suggests that these services
include the careers service; the school psychological service; and the child and
family guidance service and focused principally to the needs of pupils with
behavioural or learning complications. Guidance elements have been included in the
school curriculum through Personal, Social, and Health Education (PSHE)
programmes and PSHE is now established as a non-statutory part of the National
Curriculum in all schools (Best, 1995; David & Charlton, 1996; Dryden et al 2000;
Watts & Kidd, 2002; Hornby et al, 2003). The non-statutory guidelines in the
National Curriculum consist of a framework for Personal, Social and Health
Education and Citizenship (PSHE&C) for key stages 1 and 2 and a framework for
Personal, Social and Health Education (PSHE) for key stages 3 and 4 (National
Curriculum in Action, 2005). A notable point here is the fact that citizenship was
introduced in the National Curriculum in 2002 as a non-statutory part of PSHE in
key stages 1 and 2. In this context, it is taught together with the other elements of
PSHE. The citizenship dimension ensures that children have an understanding about
the rights of every person and the need to value and uphold those (English &
Newton, 2005). According to English and Newton it is not easy for the primary
schools to find time to deliver PSHE&C because the timetables for most of them are
congested. Although there is no statutory requirement to teach PSHE&C, English
and Newton emphasise that there are expectations in the National Curriculum to do

so. This is clearly implied in the National Curriculum Online (2005).

33



“All National Curriculum subjects provide opportunities to promote pupils’ moral, social and
cultural development. Explicit opportunities to promote pupils’ development in these areas
are provided in religious education and the non-statutory framework for personal, social and
health education (PSHE) and citizenship at key stages 1 and 2. A significant contribution is
also made by school ethos, effective relationship throughout the school, collective worship,
and other curriculum activities.”

[National Curriculum in Action, 2005]

The citizenship component is separated from the non-statutory part of PSHE
and made statutory in key stages 3 and 4 (National Curriculum Online, 2005); a
move that has adversely affected teaching of PSHE in secondary schools. A report
from a sample of 60 secondary schools and 100 school inspectors (selected to
provide a national sample) by the Office for Standards in Education (OFSTED News,
2005), indicated that PS&H education was still poor and non-existent in others.
Some of the reasons for the omission of PSHE; given in the report was the fact that
some schools did this to allow for more space in the timetable to teach academic and
accredited subjects. In some other schools, the headteachers had a feeling that the
responsibility of teaching children to develop socially and personally lay solely on
the parents.

The findings by the OFSTED (2005) report on the quality of teaching PSHE
indicated that specialist teachers did a better job than the non-specialist tutors.
According to the report, the overall teaching was unsatisfactory in twice as many of
PSHE lessons than those taught by specialist teachers. In reaction to the findings,
OFSTED has raised its concern, just like it did in its 2002 report. OFSTED’s
recommendation to schools that involve tutors in teaching PSHE is that they be
provided with specialist training in order to improve their subject knowledge and use
of appropriate teaching approaches. Dryden et al (2000) observed that at the time,
PSHE was taught by teachers with a special interest in this subject, but without the
in-depth training to run highly developed PSHE programmes. This seems to portray a
different picture from the impression created by Watt and Kidd (2000). According to
Watt & Kidd, guidance provision at the time was well established in all UK schools
and also in institutions of further and higher education. This creates the wrong
impression that all was well in the provision of guidance yet this was not the case.

Watts and Kidd however point out that guidance, although strongly established as an
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educational concept; it is not confined only to education. The word is commonly
used with reference to good parenting, they add.

According to the Standing Conference of Association for Guidance in
Education Settings (SCAGES)’ 1993 report, the aim of guidance is “to enable
learners to take full responsibility for their own decisions and the implementation of
actions arising from those decisions”; and views counselling as one of the range of
activities through which this can be done. Lane (1996) noted that at the time, British
schools did not have trained counsellors on their staff and also few of the senior
teachers in the pastoral structure had been trained in counselling skills. She expressed
concern about the general lack of counselling expertise available to help children or
their parents. Similar recent concerns have been voiced by Hornby et al (2003),
Worzbyt et al, (2003) and Bor et al, (2003). These concerns from recent literature
suggest that the situation has not changed much. Hornby et al emphasise that
counselling should be an essential element of the pastoral care which schools provide
for their students. Hornby and friends are not alone in their thinking. There is indeed
an overwhelming support from the publications in the field of pastoral care for the
idea of teachers being able to use basic counselling skills at all levels of the
education service (Lane, 1996; MacLaughlin,1999; Bor et al, 2003; Worzbyt et al,
2003).

School counselling began to grow with strong interest in the UK in 1960s
(unlike in USA where it dates back to 1898 and is now well established) (Bor et al,
2003). By the 1970s, a few universities were offering guidance and counselling
courses (Bor et al, 2003; Watts & Kidd, 2000) and in addition, some local education
authorities also developed counselling services in their schools. These services were
being offered by professional school counsellors. This was however short lived as
local education authorities began to think that teachers should take the duties of
pastoral care and incorporate counselling in their practice, instead of employing full
time counsellors (Jones, 1970; Watts & Kidds, 2000). Things began to take a turn for
the worse and by 1980, there was a shift in emphasis on counselling in schools (Bor
et al, 2003). Some schools however continued to employ counsellors while others
trained their teaching staff to take dual role.

Recently, school counselling in the UK has begun to take a prominent role
and schools are employing professional counsellors to give their services in these

schools (Bor et al, 2003; Hornby et al 2003; BACP, 2002; NSPCC, 2004). This is in
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accordance with the guidelines provided by the British Association for Counselling
and Psychotherapy (BACP) (2002) for counselling in schools. British Association for
Counselling (BAC) was founded in 1977 and in 2000; the association recognised that
it no longer represented just counselling, but also psychotherapy (BACP, 2006). It
hence changed its name to BACP. According to the BACP guidelines, it is
imperative to use “only properly trained and accountable practitioners as counsellors
in schools due to the sensitivity nature of the work and vulnerability of children and
young people”. The guidelines further emphasise that sound training in counselling
skills reinforce the desired personality and qualities of a counsellor. Such a
counsellor, according to the guidelines, is approachable, well skilled and effective in
creating safe and trusting relationships. Bor et al (2003), supports the BACP’s advice
of employing school counsellors arguing that teachers are under huge pressures to
teach, keep detailed records of pupils and fulfil all the criteria of the National
Curriculum. As a result of this pressure, they further argue that teachers will find it
difficult to take up pastoral roles. This advice has been taken up and many schools in
UK have started employing professional counsellors.

BACP (2002) guidelines have articulated the requirements for an effective
counselling service in schools as well as the counsellors’ responsibilities. In order for
the counsellor to work effectively, the guideline advises the school and the
counsellor to establish a clear purpose of the counselling process; a clear procedure
of referring pupils; suitable facilities for the counsellor; on-going communication and
evaluation through regular meetings with pastoral staff/year heads and special needs
co-ordinators. In addition, there should be respect for inter-professional boundaries;
and explicit agreement as to what, if anything will be fed back to the school by the
counsellor, if clients present as a risk to themselves or others.

The guidelines by BACP suggest the counsellors’ responsibilities to be:

s To offer pupils, parents and staff, individual or group counselling

s To liaise with headteachers, governors, parents and, where appropriate, the LEA, in
setting up the service, the working practices, and a suitable appointments system

s To provide information on the counselling service, the role of 