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SUMMARY 

Originating in a request by the Johannesburg Region of the Department 

of Education and Training for the National Institute for Personnel 

Research to undertake the training of approximately 280 Black higher 

primary school teachers in Soweto and Alexandra, the present study 

was aimed at determining the effectiveness of a training programme 

designed to train these newly-appointed guidance teachers to teach 

guidance as a school subject, with particular reference to the 

'knowledge of guidance' of the teachers. 

The sample comprised three groups : the group of guidance teachers 

who underwent the training programme ( � = 265 ); a group of untrained 

guidance teachers ( � = 91 ); and a group of subject teachers ( !!_ = 237 ), 

from the same schools as the group of trained guidance teachers. Attempts 

were made to match the last group on the variables of sex, age, level of 

education and years of teaching experience with the first group. 

A significant difference was observed between the scores of the trained 

guidance teachers and those of both the untrained guidance teachers and 

subject teachers with regard to 'knowledge of guidance'. No difference, 

moreover, was found between the scores of the untrained guidance teachers 

and the subject teachers, which rules out the possibility that guidance 

teaching experience alone had accounted for the higher scores of the 

trained guidance teachers. It was, therefore, concluded that the 

training programme was able to raise the level of guidance knowledge 

of those teachers who participated in the programme to an appreciable 

extent. 
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OPSOMMING 

Met die oorsprong in 'n versoek deur die Johannesburgse Distrik van die 
Departement van Onderwys en Opleiding aan die Nasionale Instituut vir 

. Personeelnavorsing, om die opleiding van ongeveer 280 Swart hoer laer­
skoolonderwysers in Soweto te onderneem, is die huidige ondersoek gemik 
om die effektiwiteit van 'n opleidingsprogram te bepaal, ontwerp om 
hierdie nuut-aangestelde voorligtingonderwysers op te lei om voorligting 
as 'n skoolvak te gee, met besondere verwysing na die "kennis van voor­
ligting" van die onderwysers. 

Die steekproef is saamgestel uit drie groepe : die groep voorligting­
onderwysers wat die opleidingsprogram ondergaan het ( n = 265 ); 'n 
groep onopgeleide voorligtingonderwysers ( !!. = 91 ); en 'n groep vak­
onderwysers ( n. = 237 ) van dieselfde skole as die groep opgeleide voor-
ligtingonderwysers. Pogings is aangewend om die laaste groep op ver-
anderlikes van geslag, ouderdom, vlak van onderwys en jare van onderwys­
ondervinding met die eerste groep af te paar. 

'n Beduidende verskil is waargeneem tussen die tellings van die 
opgeleide voorligtingonderwysers en die van beide die onopgeleide 
voorligtingonderwysers en vakonderwysers met verwysing na "kennis van 
voorligting". Geen verskil is verder gevind tussen die tellings van 
die onopgeleide voorligtingonderwysers en die vakonderwysers nie, wat 
die moontlikheid uitskakel dat voorligtingsondervinding alleen die hoer 
punte van die opgeleide voorligtingonderwysers tot gevolg gehad het. 
Daar is dus tot die slotsom gekom dat die opleidingsprogram geskik was 
om die vlak van voorligtingskennis van daardie onderwysers wat aan die 
program deelgeneem het tot 'n betekenisvolle mate te verhoog. 



1. INTRODUCTION 

1.1 General background 

1. 

Although guidance services in South Africa have been available in 
White schools since 1943 (J van Niekerk, 1967), guidance services 
for Black schools have, until recently, been conspicuous by their 
absence. In 1981, the Department of Education and Training, which is 
responsible for almost all school education received by Blacks, intro­
duced guidance teacher posts in the Black schools to allow for specific 
guidance syllabi to be dealt with from Standard 6 to Standard 10. The 
guidance teacher posts were filled by teachers, already on the staff, 
who had been selected by their own principals. They had had, almost 
without exception, no previous training in or experience of teaching 
guidance. For this reason, the Regional Director of the Johannesburg 
Region of the Department of Education and Training requested the 
National Institute for Personnel Research (NIPR) to undertake the 
training of approximately 100 newly-appointed secondary school 
guidance teachers. As far as can be established, this group of 
teachers was the first ever in Black education in South Africa to 
undergo a training programme geared specifically to teaching them to 
teach guidance. This training has been reported on in some detail 
by Visser, Hall, Pretorius, Raubenheimer and Spence (in press) and 
is also described in Section 2 of this report. 

1.2 The need for the present study 

In 1982 the Department of Education and Training introduced guidance 
services in Black higher primary schools for Standard 5 pupils. 
Once again, the NIPR was asked to undertake the training of the teachers 
as a group. They were similar to the teachers who had undergone the 
NIPR training in 1981 in that they had also been selected by their 
principals. The large increase in the numbers of teachers who would 
undergo the 1982 training (approximately 280 in comparison with 100 in 
1981) as well as various problems encountered during the 1981 progran111e 
(Visser et al., in press) led to the development of a revised training 
programme for the higher primary school teachers (Spence, 1982). This 
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programme is described in Section 4 of this report. 

In view of the urgent need for guidance services for the Black 
population {Latti, Visser, Hall, Makaula, Raubenheimer & Tabane, 1980) 
as well as the recency of the project, it was thought to be particularly 
relevant that the effectiveness of the 1982 training programme be inves­
tigated because of its implications for the training of guidance teachers 
in the future. 

1.3 The aim of the present study 

The aim of the present study was to determine the effectiveness of a 
programme designed to train newly-appointed Black higher primary school 
guidance teachers to teach guidance as a school subject, with particular 
reference to the 'knowledge of guidance' of the teachers. 

2. LITERATURE SURVEY 

2.1 Need for guidance 

In recent years Blacks in South Africa have been exposed to an 
increasing range of occupational activities {Cloete, 1981; Depart­
ment of Labour, 1977, 1979; Erwee, 1981) . Furthennore, becau5e 
of the relaxation of many job reservation policies (Bendix, 1979), 
suitably qualified Blacks are able to choose from a wide range of 
skilled and professional occupations {Cloete, 1981; Erwee, 1981). 
These development� are in sharp contrast to the situation in which 
until the early 1970 's, Blacks had provided mainly cheap, unskilled 
manual labour (Biesheuvel, 1974). South Africa hcts recently expe­
rienced a rapid technological development together with a concomitant 
need for manpower. The training and manpower development efforts 
and expenses of industry may pnly, however, yield the desired results 
if effective careers guidance_ is available, for if young people can 
be channelled into careers compatible with their aptitudes, abilities 
and i�terests, they stand a better chance of finding satisfaction 
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and achieving success in their jobs. This in turn augments the 

chances for increased productivity, economic success, continued 

growth and better opportunities for people to develop and to 

aspire to higher levels. 

2.1. 1 Survey of guidance facilities 

The findings of the survey undertaken by the N IPR at the request 

of the Manpower 2000 vocational guidance sub-conmittee, ( Latti, 

Visser, Hall, Makaula, Raubenheimer & Tabane, 1980) are worth 

conmenting upon in some detail. Of the total population of over 

one and a half million in the Johannesburg metropolitan area, 80% 

of the Blacks have less than a Standard 6 education, while only 30% 

of the Whites fall into this category. Malherbe ( 1977) noted that 

in 1972 there were 9% matriculated Whites per 1 000 of the White 

South African population compared with 0,5% matriculated Blacks per 

1 000. These figures are supported by Latti et al. 1 s ( 1980) finding 

that in the Johannesburg metropolitan Black population of just on one 

million, there are only 200 graduates ( that is, 0,02%) while in the 

Johannesburg metropolitan White population of just on half a million 

there are 21 000 graduates ( that is, 4%). These figures are also 

comparable with those cited by Wispe, Ash, Awkard, Hicks, Hoffman and 

Porter ( 1969) in an American study of Black graduates. Visser ( 1982) 

makes the point that these figures underline 

The fact that the likelihood of Blacks beirgable to 

earn effectively in a sophisticated Western economy 

is severely limited ( p. 130). 

2.1. 2 Career aspirations of Blacks 

The unrealistic career aspirations of Blacks because of certain cul­

tural and political detenninants have been well documented ( Breger, 

1976; Cloete, 1981; Erwee, 1981; Hall, 1978, 1980; Mojalefa, 1980; 

Shannon, 1975; Visser, 1978). It would appear that lack of self-

knowledge ( Cloete, 1981; Durojaiye, 1970; E.Smith, 1980; Visser, in 

press), lack of contact with and knowledge of the working world ( Cloete, 
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1981; Davidson, 1980; Durojaiye, 1970; Erwee, 1981; Mojalefa, 1980; 

Nicholas, 1978 ), as well as lack of occupational knowledge in critical 

areas such as university and college entrance requirements, availability 

of bursaries and knowledge of the job market ( Cloete, 1981; Erwee, 1981; 

Mojalefa, 1980; Smith, 1975; Thomas et al., 1979; Visser, in press ) 

contribute to such unrealistic aspirations. The results of various 

studies have indicated an almost inverse relationship between the per­

centage of students expecting to enter professional occupations and 

the percentage actually employed at this level ( Cloete, 1981; Erwee, 

1981; Latti et al., 1980; Visser, 1978 ). Latti et al. ( 1980 )  further 

observe that 85% of Black matriculants aspire to professional or semi­

professional occupations, yet only 1% are actually employed at this 

level. Cloete ( 1981 ) also notes that there is a similar trend in the 

skilled category where expectations also deviate significantly from 

actual labour market opportunities. 

2.1.3 Range of occupational choice among Blacks 

The narrowness of the range of occupational preference expressed by 

Blacks, with its emphasis on social service professions, has been well 

documented (Biesheuvel, 1962 ; Breger, 1976; Cloete, 1981; Durojaiye, 

1970; Erwee, 1981; Geber & Newman, 1980; Hall, 1978, 1980; Mojalefa, 

1980; Obanya, 1978; Shan�on, 1975; E. Smith, 1980; Sparks, 1980; 

Thomas, 1970; Thomas et al., 1979; Tunmer, 1972, Visser, 1978; Watts, 

1980; Williams, 1979 ). While Cloete ( 1981 ) observes that preference 

for the social service occupations is due first, to inadequate occupa­

tional knowledge and, second, the ready availability of social service 

jobs ( for example, teaching and nursing ), E. Smith ( 1980 ) has noted 

the American trend where social science graduates are exceeding the 

number of job openings in this field. Such a trend may well have 

implications for the South African job market in the future. Cloete 

( 1981 ) believes that 

Integration of Blacks into the full spectrum of the 

labour market depends ... not only on the removal of 

legislative blockages, but also on the intention of 

Blacks to enter occupations in all the different 

sectors and levels of the economy ( p. 53 ). 
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In order to accomplish this, comprehensive careers guidance is 
necessary at secondary school level at least (Burlew, 1980; Durojaiye, 
1970; Gysbers & Moore, 1981; HRSC, 1981a) as an adjunct to the system 
of differentiated education prevalent in South Africa (Haasbroek, Beukes, 
Carstens & Bongers, 1978), but preferably as early as possible (Cloete, 
1981; Cloete & Le Roux, 1979; Geber & Newman, 1980; HSRC, 1981b; 
E. Smith, 1980; Visser, in ·press). Even with the many opportunities 
now available to Blacks, the dearth of adequate guidance services in 
the schools (Cloete, 1981; Cloete & Le Roux, 1979; Durojaiye, 1970; 
HSRC, 1981a, 1981b; Latti et al., 1980; Mojalefa, 1980; Nicholas, 1980; 
E. Smith, 1980; Smyth, 1982) will be sufficient to prevent the vast 
majority of young Blacks from ever developing their full potential. 

2.1.4 Careers guidance facilities for Blacks 

Of the total 'target group' of 400 800 of the population of metropolitan 
Johannesburg who are between the ages of 12 and 24 and who are classi­
fied as such because they are most in need of careers counselling, only 
9% (excluding schoolgoers) have any access to individual careers coun­
selling (Latti et al., 1980). When this percentage is broken down 
into its components, it is apparent that 32% of Whites, 2, 1% of 
Coloureds, 2,8% of Asians and only 1, 1% of Blacks have recourse to 
some kind of vocational guidance service. This is an alarming state 
of affairs for as Visser (1982) points out, these figures suggest that 
in the Johannesburg metropolitan area alone there are about 237 000 
young people who receive no professional guidance at all! 

2.1.4.1 Careers guidance facilities for Black schoolgoers 

The figures cited thus far have excludP.d schoolgoers. Latti et al., 
(1980), however, further report that the enrolments in State and State­
aided Black schools in the Johannesburg area in 1979 and 1980 were as 
follows (see Table 1): 
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Table 1 

Enrolments in State and State-aided Black schools in the 
Johannesburg metropolitan area in 1979 and 1980 

Group 

Junior primary 
( Grade 1 - Standard 2) 

Senior primary 
( Standard 3 - Standard 5) 

Junior secondary 
( Standard 6 - Standard 8) 

Senior secondary 
( Standard 9 - Standard 10) 

Year 

1979 

95 313 

51 920 

28 399 

3 433 

1980 

92 538 

54 454 

36 319 

9 626 

Two major inferences may be made from these figures. First, there has 

been a marked increase in the population of Black pupils at higher 

educational levels, and second, there is a staggering proportion of 

early school leavers. Before the introduction of guidance as a subject 

into Black schools in 1981, guidance facilities for Black schoolgoers 

were woefully inadequate (Barnard, 1977; Cloete & Le Roux, 1 979; 

Dovey, 1980a; Latti et al., 1980 ), and even now many of those who have 

been made responsible for guidance in the Black schools are apprehensive 

and uneasy in their new roles, unsure of what their roles and functions 

are and dreading that they arebeing used as pawns to peddle alien social, 

religious and political ideologies to their young Black charges. 

Dlamini (1982) expresses a view that is most probably representative of 

the feelings of the majority of Black guidance teachers : 
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Deep down I feel once more dragged along by dictates 
outside me -- to follow the new fad -- guidance, social 
guidance, career guidance, personal guidance, etc. Some­
body somewhere has cooked up a curriculum based on an 
alien philosophy of life (his own), with stacks of litera­
ture on guidance skills and techniques, schools of thought 
(remember he has been at it much longer whilst it was taboo 
to me) , etc., and I am required to use these on my own 
people. I am being rushed from one crash course to the 
next to learn about guidance. I am to add this to my 
overloaded duties, but guidance there must be -- ill 
prepared, rushed, inadequate, ill defined, with no community 
involvement, parental involvement, etc., and I want to shout 
HALT!! (p.3) 

It has been observed in both American (Dole, 1973; Griffith & London, 
1980; June & Fooks, 1980; Mims, 1978; Pallone et al., 1970, 1973; 
Prediger, Roth & Noeth, 1974) and South African (Cloete, 1981; Erwee, 
1981; Mojalefa, 1980; Smyth, 1982) studies that the key influencers 
of the occupational choices of young Blacks are not school counsellors, 
or even teachers (although these are rated consistently more highly 
than school counsellors!), but "parents -- who are often illiterate -­

maintain the most important but possibly ill-informed influence" 
(Mojalefa, 1980, p. 81). Mojalefa (1980) further observes that only 
5% of her sample of Black first-year university students had been 
influenced in their choice of study course by a vocational guidance 
teacher, and Cloete and Le Roux (1979), in making the point that the 
guidance problems of the Black student are immense, stress that in 
their study, 73% of the first-year students expressed a need for help 
with subject choice, 68% wanted information on careers to which dif­
ferent courses and subjects could lead, and that the vast majority 
were first-generation university students who came from schools where 
80% of the teachers have no degree qualifications or have never attended 
a residential university. 



8. 

2. 2. Nature of school guidance 

The task ahead of Black guidance teachers is, indeed, immense and it 
seems logical at this point to develop a workable definition of just 
what school guidance is, with particular reference to Black schools. 
The American literature is of little relevance because the American 
school counsellor who usually holds at least a master's degree in 
counselling or guidance (Stefflre, 1962) bears little resemblance 
to the Black South African guidance teacher who, if fortunate, has 
matriculated and who has had little, if any, exposure to, let alone 
professional training in, counselling or guidance. It stands to 
reason that the roles and function of each will be vastly different. 

2.2.1 American views on school guidance 

Most American writers agree, however, that school guidance is a 
continuous, sequential, educative process (Shertzer & Stone, 1976), 
accountable to the general goals of education (Gysbers & Moore, 1981), 
aimed at helping the individual pupil cope with various phases of his 
development in his progress toward not only vocational but also life­
style choice (Brammer & Shostrom, 1977). As such it is aimed primarily 
and systematically at the personality development of the individual 
and oriented toward co-operation, not compulsion. 

Guidance in education represents society 's expression 
of concern for the individual 

say Shertzer and Stone (1976, p.42). Some writers believ�, however, 
that guidance is less 'society 's expression of concern' than society's 
vehicle for combatting its manpower need problems (Berdie, 1960; 
Bowles, 1959; Mathewson, 1964; Patterson, 1971; Super, 1954, 1974) 
as, indeed, was the case when guidance was first introduced into 
America (Aubrey, 1977). Super (1974) has pointed out that four 
fundamental conflicts about vocational and educational guidance need 
to be resolved, and these centre on whether guidance should be directed 
toward efficient labour power utilization or toward facilitating indi­
vidual human development; whether the focus should be on occupational 
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choice or on career development; whether counsellors should dis­
seminate vocational information or engage in counselling relationships; 
and whether guidance should be the province of professional counsel­
lors or of lay people. With regard to the first issue, particularly, 
guidance counsellors have been condemned for pandering to the concern 
about the manpower shortage in scientific and technical fields by 
identifying talented individua�s and routing them to special prepara­
tory classes for scientific or technical careers (Bowles, 1959). The 
issue became such a heated and controversial one that the American Per­
sonnel and Guidance Association was obliged to issue a statement (1958) 
saying that only if an individual's interests and abilities warrant it, 
should that individual be channelled into a scientific or technical 
career. E. Smith (1980), however, expresses concern about the under­
representation of racial minorities in the hard sciences and engineering. 
She believes that the job market for science and engineering graduates 
in America is expanding rapidly, but that 

2.2.1.1 

Racial minorities are continuing to pursue courses 
of study in which there is a dwindling job market, the 
salary is low, and the chance of advancement slim (p. 142). 

The systems approach in American school guidance 

Guidance in America is considerably more than a school subject. Much 
attention has recently been given to developing a specific content 
base for guidance (Aubrey, 1973; Gysbers & Moore, 1 981; Sprinthall, 
1971) ,  which is accountable in terms of the general goals of education 
{Gysbers & Moore, 1981).  Comprehensive, developmental guidance pro­
gra11111es have been devised which depend upon the systems approach in 
order to ensure the development and implementation of an accountable 
programme (Dunn, 1972; Ewens, Dobson & Seals, 1 976; Hays, 1972; 
Ryan, 1978; Ryan & Zeran, 1972) which is then treated as an integral 
part of the educational programme. Gubser (1974) has stressed, 
however, that if guidance programmes are to be accountable, the 
school system, too, must be accountable. 
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2.2.1.2 Careers guidance as a separate entity 

Various writers (Cottingham, 1973; Dinkmeyer, 1966; Kehas, 1973; 
Mathewsori, 1962; Richardson & Baron, 1975; Zaccaria, 1965) have 
stressed the need for developmental guidance progranmes in which 
attention is paid to aspects of human development other than pure 
cognitive learning. Richardson and Baron (1975) and Gysbers and 
Moore (1981) actually propose two kinds of progranvnes in this 
developmental model : social learning (including careers guidance) 
to be transmitted primarily through subject teachers and the conmunity; 
and personal learning to be transmitted primarily through the school 
guidance personnel. Glanz (1964), Patterson, (1971) and Sprinthall, 
in a recantation, (1980) believe that separating the guidance office 
from the academic curriculum is unjustified. Patterson (1971) ,  in 
agreement with Geber and Newman (1980) who have observed the fairly 
consistent relationship between the school as a socializing agent 
and the society within which it operates, argues for cohesion between 
school and guidance and between careers guidance and personal guidance: 

2.2.1.3 

It ... seems apparent that, as personal and social 
development must be the concern of education, even 
if the major objective of education be the develop­
ment of the intellect, so must they be the concern 
of counselling, even if the major interest is in 
vocational and occupational counselling. As personal 
and social adjustment are important for good citizen­
ship, so are they important for good workers (Patter­
son, 1971, p. 21). 

Guidance for Blacks 

There is something of an ambivalence noticeable in the work of the 
American writers dealing with the subject of guidance for Blacks. 
Some, for example Vontress (1979), propose that cross-cultural 
guidance be viewed in the light of an existential philosophy such 
that there is understanding and acceptance of the fact that all 
people are basically alike and that to suggest that 
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. .. people are different and therefore should be 

treated uniquely plays right into the hands of the 

in-group bigots who maintain that the out-groups 

are not only different but inferior ( Vontress, 1979, p. 121). 

Others, for example Smith ( 1977) and Williams ( 1979) disagree, and 

maintain that recognition of cultural differences in counselling 

Blacks is important as long as this recognition does not lead to 

s�ereotyping. Sue (1977, 1978) pleads for a differential approach, 

noting that what appears to be equal treatment in the counselling 

of minorities may well be discriminatory t�eatment, and Banks ( 1977) 

and Washington and Lee ( 1981) stress the need for the development of 

a systematic counselling theory which includes social, political 

and cultural issues. Griffith ( 1978, 1980) in an argument for 

differentiated guidance observes that whereas the process of vocational 

choice implies renouncing some ideal opportunity in order to arrive 

at a perceived, more realistic opportunity, the real and perceived 

opportunity structures for Blacks in America are qualitatively and 

quantitatively different from those available tn Whites. Farmer 

( 1978) believes that the role of the Black guidance counsellor en­

tails not only functioning as an agent of social change, but acting 

as a repository of updated knowledge about changes in employment and 

training opportunities for Blacks. This dual role of the Black 

guidance counsellor is affirmed by Stikes ( 1978) and Smith ( 1974) 

in whose comments the recent trend towards militant Black conscious­

ness in counselling is somewhat apparent : 

Remember, counseling for the sake of counseling is 

worthless unless placed in the context of a black life 

style directed toward self-determination, respect and 

justice. We need Blacks in the counseling business to 

inform the brotherhood when opportunities are open, 

to inform them when rules change, and to show them how 

special information can be used to promote their cause 

( Smith, 1974, pp. 491-492). 
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There has been a strong emphasis on 'action-oriented' career guidance 
progra11111es for Black youth in America (Dallas, 1973; G. Smith, 1980; 
Sue, 1978; White, 1979) rather than passive 'client-centred' programmes. 
It is believed that such programmes can provide a means of strengthening 
or modifying self-concepts and enabling individuals to confirm or reject 
tentative occupational roles (White, 1979). Indeed, a number of writers 
argue that traditionally acceptable career development theories have 
very little relevance to Blacks (June & Pringle, 1977; Smith, 1975; 
Williams, 1972) and Ford and Ford (1978) note that although Super (1971) 
regards movement of an individual from one career family to another 
as 'floundering', such a process may be a necessary one for the young 
Black who cannot succeed by means of the 'career-ladder' approach. 
They propose a model of calculated job speculation which involves a 
systematic plan to increase the economic gains of Black people through 
planned job change. 

2.2.2 South African views 

There is a limited amount of literature on counselling in Africa and 
what does exist tends to focus on West African countries. Carter 
(1980) in a review of the literature notes that Africa has more than 
50 countries, all independent, all having differing cultures, customs 
and environments, and that in attempting to evaluate the work done in 
African countries one must be careful not to over-generalise or to 
apply Western standards. Ipaye (1982a), describing the introduction 
of group counselling methods into Nigerian secondary schools, conclu­
des that : 

Experience thus far and available data hoth show unmistaka­
bly that Nigerian schools need counselling service. With 
the gradual introduction of group and individual counselling 
in a few secondary schools, Nigerian counsellors are called 
upon to evolve counselling technique(s) that will deal effec­
tively with those problems faced by the African child, but 
for which Western-formulated theories have no answer (p. 46). 
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2.2. 2.1 School guidance for Whites 

As far as school guidance for Whites is concerned, even though 
it has been in existence in South Africa since 1943 (J van Niekerk, 
1967), there is a relative paucity of literature available. The 
schools have accepted government policy in this regard and a defini­
tion of school guidance such as that of Haasbroek et �l. (1978) is 
illustrative of the 'Christian-National ' (Dovey, 1980a; HSRC, 1981b; 
Malherbe, 1977; Watts, 1980) tone of guidance in South African 
schools : 

School guidance can be regarded as accountable 
assistance and·support by the school guidance 
officer to pupils who require assistance and 
support in making an educational and vocational 
choice, so that on the strength of careful self­
evaluation they obtain such insight into their 
situation and master their assumption of a point 
of view with regard to their vocational future 
in such a way that they can make an educational 
and vocational choice on their own responsibility 
as a preliminary stage of task fulfilment when they 
are vocational adults (Haasbroek et al., 1978, p. 11) 
(underlining in the original). 

Writers such as De Broize (1980), Dovey (1980a, 1980b) and Watts (1980) 
have attacked the fonnal school guidance syllabus because there is no 
single national syllabus (instead, there is a different syllabus for 
each racial group); the aims of the syllabi are strongly individual­
istic, psychologically biased and manpower needs-oriented; there is 
little opportunity for pupils to participate and explore the experiences 
and issues of their own generation; and at least one provincial sylla­
bus actively encourages the psychological preparation of its youth for 
war. 
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2.2.2.2 The co11111issioned investigation into education 

Certainly the most comprehensive statement on the nature of school 
guidance in South Africa is contained inthe recommendations of the 
De Lange Colllllission 's Investigation into Education (HSRC, 1981a, 1981b). 
The educational system of any country is always a product of its 
peoples and the forces both supporting and threatening them. South 
Africa is no exception as can be seen by the "specific challenges 
facing education" (HSRC, 1981b, p. 5) which the Guidance Co11111ittee 
(HSRC, 1981b) has chosen to emphasize when stating the purposes 
of school guinance. These somewhat parochial 'challenges' are : 

the 'knowledge explosion' 

presentation of discrepant norms in the school, the home, the 
media and the 'outside world' 

perception, by pupils, of great differences in opportunity, ac­
cess and privilege in society 

a decline in the influence of the home and, in some cases, 
abnegation by parents of their responsibilities 

confusion over ultimate values 

collective behaviour, social movements and terrorism 
(HSRC, 1981b, pp. 5-6) 

Because the De Lange Conmission 's recommendations are expected to have 
far-reaching consequences for education in South Africa in general, 
it is worth commenting on them in some detail, especially as they 
concern school guidance. Most noteworthy is the recommendation that 
no differentiation be made in the quality of guidance services for 
any of the South African population. Nine principles of school 
guidance are set out, and it is worth quoting them in full as they 
make the Commission's views about the nature of guidance abundantly 
clear : 
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(1) The State shall strive to ensure that every 
pupil shall have equal access to a sr.hool guidance 
progranme of equivalent standard. 

(2) Values of different cultures and conmunities 
shall be considered and respected in a school guidance 
progranvne. 

(3) School guidance shall recognise positively the 
freedom of individual pupils and their parents with 
regard to educational and career choice. 

(4) School guidance shall in an educationally res­
ponsible way take account of the individual needs 
of the pupil, as well as the social, economic and 
manpower needs of the country. 

(5) The development of school guidance in its formal, 
non-fonnal and informal respects shall involve joint 
participation of parents, community organizations, the 
State and especially the private sector, because of the 
ultimate benefit this sector derives from school guidance. 

(6) The provision of formal guidance shall be the 
responsibility of the State, provided that the individual, 
parents and society shall have a joint responsibility, say 
and choice in this regard. 

(7) There shall be overall co-ordination of school 
guidance services whatever the extent of decentralization 
of these services may be. 

(8) Registration of all trained guidance personnel in 
schools and clinics through one central teachers ' re­
gistration organization responsible for the evaluation 
of qualifications, shall be provided for. 

(9) There shall be constant updating of careers information 
and guidance methods, by means of ongoing evaluation and 
research. (HSRC, 1981b, pp. 7-9) 
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Of particular relevance to principles 4 and 8 is the recommendation 
that ''all advice-giving personnel should have had some teacher 
training and likewise that all teachersshould have had guidance 
training" (HSRC, 1981b, p. 8). An attempt is also made to provide 
an 'operational' definition of school guidance : 

It is a practice, a process of bringing the pupil 
into contact with the world of reality in such a way 
that he acquires life-skills and techniques which 
allow him to direct himself competently (i. e. to 
become self-actualising) within the educational, 
personal and social spheres and the world of work, 
in order to progress and survive effectively. 
(HSRC, 1981b, p.5) 

2.2.2.2.1 Careers guidance as a separate entity 

In order for school guidance as defined in the aforegoing quotation 
to progress smoothly, the HSRC report further proposes a division 
between 'careers' guidance and 'general' guidance, with professional 
personnel separately responsible for each. Even though at least one 
provincial counselling society (Mackay, 1981) has protested against 
this proposed division of services, the HSRC Main Conmittee has adopted 
this proposal in its recomnendations to the government (HSRC, 1981a). 
Perhaps the main thrust of such a division would be to concentrate pro­
fessional effort on careers guidance, for the main report further re­
commends that 

... there should be a move towards a balance between general 
formative preparatory academic education and general forma­
tive preparatory career education, which relates better to 
the manpower needs of the country {HSRC, 1981a, p. 139) . 
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Whil e this recommendation smacks of the pol itical tone to which 

the American writers reviewed in section 2. 2. 1  object so vocife­

rousl y, the report is careful to stress that this 

. . .  does not impl y any restriction on the real ization 

of the possibil ities open to l earners, since in the 

great diversity of manpower needs there is ampl e 

scope for the real ization of the individual 's 

potential ( HSRC, 1981a, p. 139) 

The pl eas of the report for the design of academic curricul a which 

encourage at as earl y an age as possibl e the mathematical , natural 

science and technical devel opment of pupil s, are echoes of the pl eas 

of E. Smith ( 1980) in her assessment of the American Black situation, 

for, as mentioned previousl y, she bel ieves that this is where the most 

l ucrative job opportunities are. Visser 's ( in press) conment expres­

ses a useful and pragmatic point of view : 

2. 2. 2.3 

Personal l y, as a counsel l or, I do not bel ieve that 

guidance shoul d be used onl y as a mechanism for 

channel l ing peopl e into occupations where there are 

gaps in the economy. Neverthel ess, it cannot make 

sense to encourage peopl e to aspire to occupations 

where no openings exist. 

'Guidance ' versus 'counsel l ing ' 

The essential nature of this controversy appears to have been 

resol ved by Rodgers ( 1981) in his examination of what he believes 

to be the semantic confusion between the terms 'guidance ' and 'counsel ­

l ing'. He bel ieves that 'guidance ' ideal l y  involves al l school staff, 

and that it is l argel y "cognitive, structured, didactic and teacher­

centred 11 ( p. 8). In practical terms, the school counsel l or offers 

a guidance service whenever he administers, scores, or interprets 
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psychological tests, arranges careers evenings, distributes 
career information, conducts £Uidance lessons and liaises with 
the school psychologist or social worker. He is of the opinion 
that 'counselling ' is a function peculiar to the school counsellor, 
and that it is "more affective, relatively unstruct�red, therapeutic, 
pupil centred, personal and confidential than is guidance" (p. 8). 
In practical terms, the school counsellor offers a counselling 
service when he relates to pupils on a one-to-one basis or in 
small groups and assists them through the use of his counselling 
skills to undP.rstand and to deal effectively with their personal 
concerns within a warm and trusting relationship. 

2. 2. 2. 4 School guidance for Blacks 

There is almost no literature available on school guidance for 
Blacks in South Africa, and to "move from consideraing careers 
guidance for Whites to a discussion of careers guidance for Blacks 
is to move from one world to another" (Watts, 1980, p. 77). This 
is hardly surprising since guidance was only introduced as a school 
subject into Black secondary schools in 1981 and into Black higher 
primary schools in 1982. What literature there is (De Broize, 
1980; Dlamini, 1982; Dovey, 1980a, 1982; Watts, 1980) tends to 
suggest that guidance syllabi adequate for 'White' purposes may 
not be adequate for 'Black' purposes because of the large gap 
between ideal, perceived and real opportunity structures for 
Blacks in South Africa. Whereas Cloete (1981) suggests that 
one of the tasks of careers guidance among Blacks is to take into 
account the opportunities in the South African job market and to 
work actively to lower the aspirations and expectations of young 
Blacks accordingly, Watts (1980) warns that : 

Overt attention to careers guidance might have the 
effect of raising aspirations beyond the capacity 
or will of the political system to meet them. 
It might also focus undue attention on the limitations 
of the opportunity structure, thus opening these limita­
tions to inspection and to question. The dangers of this 
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are particularly acute in a place like Soweto, where 
Black political unrest has been most visible and 
most marked (p. 81). 

He goes even further and predicts that the guidance services being 
planned for Black youth will fall far short of their intended success 
because there will be little opportunity for Blacks to develop and 
express their awareness of the issues facing them : 

In this context, careers guidance services that operate 
within the conventional framework are likely to attract 
suspicion and even hostility, and to be of little 
value in relation to the basic issues which the 
students have to confront in making their choices. 
This is likely to be more generally true, for example, 
of the guidance syllabus which is now being developed 
for Black schools. If -- as is probable -- the 
guidance curriculum places a strong emphasis on sociali­
sation to officially-approved social norms, it is likely 
at the very least to be ineffective. Even if students 
go through the motions of acquiescence, it will be 
regarded by them as just another lesson in which the 
teacher is telling them what he thinks they should 
know, only this time there is not even an examination 
certificate at the end of it to make it instrumentall y  
worthwhile to play the rules of the game (p. 83). 

It is worth noting that the presenters of a course designed to train 
newly-appointed Black guidance teachers in secondary schools in 
Soweto, while noting initially the fear, apprehension and frustration 
expressed by Dlamini (1982), also observed an increasing respect and 

enthusiasm among the trainees for the subject of guidance and the 
effect that its introduction was having on their pupil s (Visser, 
Hall, Pretorius, Raubenheimer & Spence, in press). Prophecies of 
failure to the contrary, guidance in Black schools , particularly 
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where the teachers have been trai ned for their duties, is on the 
upsurge (Ipaye, 1982a; Mack, 1980; Mackay, 1981; Mathabe, 1982; 
Visser et al . ,  in press). 

2.2.2.4 . 1  Approaches in guidance for Blacks 

Researchers in other African countries (Esen, 1972; Dlamini, 1982; 
Durojqiye, 1970; Ipaye, 1982a, 1982b) suggest that it would be 
both a mistake and an oversight to attempt to make guidance for 
Blacks exactly the same as that for Whites, for then much of the 
appreciation of their own culture, so necessary for the development 
of individuals with positive self-concepts (Dlamini, 1982; Dovey, 
1980b; Esen, 1972; Luthuli, 1981) would be overlooked, and in any 
event, the current emphasis on both the possession of client-centred 
interpersonal ski lls and also the freedom and responsibility of the 
individual with regard to his choices in counselling for Whites 
would be out of place in the African context (Esen, 1972; Ipaye, 
1982a, 1982b; Olaoye, 1974; Pulleybank, 1974; Van Zijl, 1977), 
for 

Africa's culture is (not only) a much more authori­
tarian and adult centred culture in which most child-
ren are not expected to participate in adult discussions, 
and many children cannot discuss their problems freely 
even wi th their own parents, (but also) there are some 
decisions the individual cannot make on his own without 
recourse to the family (Ipaye, 1982b, p. 35). 

Sue (1978) further suggests that minority clients are more receptive 
to counselling skills which are 'action-oriented ' -- giving advice, 
suggestions, directions -- as opposed to the more inactive -- re­
flections of feelings, paraphrasing, summarizing -- ones. Both 
Stikes (1972) and Watts (1980) further note the reluctance of Black 
clients wi th regard to self-disclosure although Coetzer (1977) has 



2 1. 

shown that self-disclosure among Black South Africans is dependent 
on the nature of the relationship built up between counsellor and 
client. Watts (1980), taking a more political stance, warns that 
the client-centred approach in guidance and counselling for Blacks 
in South Africa could be dangerous : 

For in a place like Soweto, where schools are so 
much the focus of political attention, and where 
the fear of infonners is rife, it will surely be 
impossible for students to explore in an open way 
their ideas and feelings about themselves and about the 
society in which they live. Indeed, if the guidance 
curriculum encourages them to do this, without accep-
ting its implications, it may become the object of 
real antagonism. To dabble in the client centred 
language of guidance can be dangerous unless it is honest : 
if it is hypocritical, and is rumbled, it is likely to 
attract much more violent hostility than an openly 
authoritarian approach (p. 83). 

In contrast with his earlier writings (Watts, 1979; Law & Watts, 
1977), which are of relevance to White British persons, Watts (1980) 
suggests that the best course for careers guidance within the cur­
riculum of Black schools in South Africa may be to restrict it to 
the provision of infonnation. It  is interesting to note that 
� hould this be the case, guidance teachers in Black schools would 
be perfonning only the ' guidance ' services outlined by Rodgers (1981) 
and shouldering no ' counselling ' duties at all. 
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2.2. 3 A definition of school guidance 

It would appear from the aforegoing survey of the literature 
on school guidance for Blacks in South Africa that there is con­
siderable controversy with regard to both the nature of school 
guidance and the actual role of the guidance teacher. To an 
area almost devoid of any significant writings, Ramsay (1982) 
has contributed an operational definition of school guidance which 
is accurate, succinct and of direct relevance to the present study : 

2.2.4 

Choosing a career is often a conflict situation. 
For Black matriculants this conflict is further 
compounded by unrealistic vocational aspirations, 
the difference in the choice of subjects and/or 
level of education available at different schools, 
the variety of external constraints restricting 
freedom of choicP, as well as lack of knowledge 
regarding careers and job opportunities. The role 
of the vocational guidance teacher or counsellor 
may be seen as (that of) helping to resolve conflict 
by providing an opportunity for realistic self­
assessment, for discussing options and alternatives, 
and for providing relevant information (p. 141). 

The characteristics of an effective guidance progranme 

In order for a guidance progran111e to be effective within the 
confines of the academic curriculum, it should, ideally, possess 
the following characteristics. It should be integrated into the 
total educational process and be available to pupils at all levels 
of education; it should help to develop and protect the individuality 
of pupils ; it should be life-long, dealing with developmental as 
well as prescriptive and remedial concerns ; and it should be eva-
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luated periodically for effectiveness (Gysbers & Moore, 1981, 
pp. 67 - 68). Furthennore, the guidance teacher should have 
had adequate training for his duties, understand his role and 
function, be committed to his work and have a realistic case 
load {Shertzer & Stone, 1976, pp. 429-430). The programme 
itself should be based on pupil needs; be balanced, flexible 
and purposeful; and if there is a high morale among the staff 
and belief in the value of guidance, the guidance teacher can 
expect great co-operation from non-guidance colleages (Shertzer 
& Stone, 1976, pp. 431-434). Shertzer and Stone (1976) further 
emphasize, however, that the mere presence of these characteristics 
does not guarantee the effectiveness of a programme : 

A demonstrable relationship must exist between these 
{characteristics) and their meaningful impact upon 
the various facets of the school and the personnel 
and students within the school (p. 430). 

2.3 The state of school guidance in countries other than 
South Africa 

GuidancP. personnel in developing countries such as Bophuthatswana 
(Mathabe, 1982), India (Dave, 1974), Nigeria (Durojaiye, 1970; 
Esen, 1972; Ipaye, 1982a, 1982b; Olaoye, 1974, Pulleybank, 1974) 
and Latin America (Espin & Renner, 1974) seem to be experiencing 
the same problems with regard to unclarified concepts, inadequately 
trained counsellors and haphazardly planned guidance progra11111es which 
currently plague South African guidance. In addition, a notable re­
luctance in the inhabitants of these countries to accept the notion 
of guidance because individuals commonly rely so heavily on their 
extended families has been observed. Cultural mores affect both 
the nature of guidance and the form it takes in countries which are 
not closely bound with traditional European mores. This is the case 
in Cyprus {Leventis, 1974) and Taiwan (Brammer, 1967; Scaff & Ting, 
1972). Relatively sophisticated programmes of guidance are the 
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nonn in countries such as Britain (Avent, 1974) , Switzerland 
(Stauffer, 1974), Norway (Hansen, 1965) and West Germany (Drapela, 
1975) although numerous writers point out that in no country is 
guidance as fully developed as in America (Avent, 1974; Deen, 1974; 
Shertzer & Stone, 1976; Stefflre, 1962). Sophisticated guidance 
programmes using the sytems approach have been recent developments 
in America (Campbell, Dworkin, Jackson, Hoeltzel, Parsons & Lacey, 
1971; Campbell, Rodebaugh & Shaltry, 1978; Gysbers & Moore, 1981; 
Hosford & Ryan, 1970; Jones, Dayton & Gelatt, 1977; McKinnon & Jones, 
1975; Richardson & Baron, 1975) and numerous publications dealing 
specifically, and at an advanced level, with school and careers 
guidance and describing the need and procedures for developing 
guidance programmes are available (Ballast & Shoemaker, 1978; 
Campbell et al., 1978; Halasz-Salster & Peterson, 1979; Herr & 

Cramer, 1979; Hilton, 1979; Patterson, 1971). In contrast with 
the situation in many other countries, there are a number of docu­
mented American studies which have focused special attention on the 
development of guidance programmes for minority students (Burlew, 
1980; Simmons, 1975; White, 1979;Woods, 1977). Elementary school 
guidance in America has been at the centre of a controversy between 
those who regard the elementary school as the logical place of 
origin for guidance if it is to be viewed as a sequential, educative 
process (Brown, 1977; Ciavarella, 1973; Dinkmeyer, 1966, 1973; Gys­
bers & Moore, 1981; Martinson & Smallenburg, 1958; Mayer & Munger, 
1967; Mogull, 1978; Patterson, 1971; Stoops & Wahl�uist, 1971) and 
those who believe that neither counselling (Faust, 1968) nor careers 
guidance (Ginzberg, 1973; Johnson, 1980) has any relevance for the 
elementary school child. More recently, however, the validity of 
the need for elementary school guidance teachers has become esta­
blished (Dinkmeyer, 1973; Tuma, 1974) and particular emphasis has 
been placed on guidance at elementary school level for those who 
are unlikely to continue their education beyond the mandatory at­
tendance age (Mogull, 1978) and for socio-economically disadvantaged 
Black children whose achievement motivation is probably low (Irelan, 
1971; E. Smith, 1980). 
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2.4 The state of school guidance in South Afri ca 

The provision of school guidance services in South Africa is not 
ideal (HSRC, 1981b) although the services for Whites in the Cape 
Province and Natal appear to be the most fully developed (J. van 
Niekerk, 1967; Watts, 1980). Among the 'non-White ' communities, 
guidance services in the Indian community appear to be particularly 
well developed (Singh, 1982; Van Zijl, 1977; Watts, 1980) but, 
until 1981, the services for Blacks were virtually conspicuous by 
their absence (Dovey, 1980a, 1982; Watts, 1980). Before this 
time, guidance services in Black schools were restricted to 

... itinerant staff (whose) work consists mainly 
of maintaining a superficial testing service. 
These constitute a form of social book-keeping 
used for statistical and research purposes 
rather than guidance (Dovey, 1980a, p. 3). 

Guidance as a subject formed part of the subject Social Studies 
offered from Standard 5 to Fonn II (Barnard, 1977) and the ratio 
of school counsellors to secondary school pupils was approximately 
1 : 10 000 (Barnard, 1977). With the introduction of guidance as 
a subject into the Black schools in 1981, ho�ever, this ratio has 
dropped to approximately 1 : 450 (Visser et al., in press). The 
problems whi ch the HSRC Guidance Corm1ittee has identified as causes 
of concern in the provision of guidance services (HSRC, 1981b) 
while relevant for the education of all racial groups (Blumberg, 
1977; De Broize, 1980; Dovey, 1980b; Schlebusch, 1977; Shields, 
1974; Van Zijl, 1977; Watts, 1980), are particularly relevant 
for Black education (Barnard, 1977; Mathabe, 1982; Visser et al., 
in press; Watts, 1980). These include the negative attitude of 
many school principals toward guidance; the inadequacy of the selec­
tion of guidance teachers; the lack of training and experience of 
guidance teachers; the lack of physical facilities for guidance; 
the lack of proper implementation of the guidance curriculum; 
the overloading of guidance teachers; and the conflict experienced 
by most guidance teachers between their teaching and guidance roles. 
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Although school guidance textbooks for Whites are freely available 
(Bouwer, 1966; Engelbrecht, Fouri e & Mollendorf, 1981; Esterhuizen, 
1963; Lindhard & Africa, 1978; Nel & Sonnekus, 1959), and guide­
lines for teaching guidance in White secondary schools are plenti­
ful (Botha, 1967, 1972; Du Toit, 1967, 1977; Haasbroek et al. , 
1978; Lindhard, 1982; H. van Niekerk, 1967), it is only recently 
that any publications have become available which are of relevance 
to Blacks (Engelbrecht et al., 1981; Lindhard & Africa, 1982; 
Lindhard, Dlamini & Barnard, 1982). Actual guidance programmes 
have tended to focus on Whites. Feinberg's (1979) highly specia­
lized guidance programme for pupils at a select White private 
secondary school is a case in point. Guidance programmes for 
Blacks have tended to be restricted to matriculants (Hall, 1978, 
1980). Of interest are thP. attempts by the NIPR (Visser, in press) 
to overcome the problem which the vast numbers of young Blacks 
needing guidance poses. NIPR careers counsellors have run two-day 
careers workshops in Tembisa and Soweto during which approximately 
ten counsellors have each handled 25 to 30 pupils per workshop. 
Similar workshops have been run for Indian pupils in Lenasia and 
the success of the method with both racial groups has been noted 
(Visser, in press). Such success in reaching a much larger number 
of young Blacks notwithstanding, it is apparent that with an enrol­
ment in 1980 in the senior primary and secondary Black schools in 
the Johannesburg metropolitan area alone of 100 399 pupils (Latti 
et al., 1980) careers workshops can make only a dent in the demand 
for guidance services. The prov1 s1 on of two guidance teachers for 
each Black School appears to have been the answer, but 

... the level of curriculum development in guidance 
is very primitive, and little help is given -- in 
terms either of materials or of training -- to help 
teachers in working out how best to tackle the var­
ious topics they are required to cover (Watts, 1980, 
p. 73) (underlining in the original). 
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As far as elementary school guidance in South Africa is concerned, 
it has not seemed to figure largely in the literature on Whites. 
This is probably because Whites are prohibited by law from leaving 
school before the age of 1 6. The same legal prohibition does not 
yet apply to Blacks, and an examination of Table 1 should provide 
sufficient evidence of the large number of young Black pupils who 
leave school to seek employment with only a Standard 5 certificate. 
Indeed, the De Lange Commission's recommendation with regard to 
elementary school guidance, that it should cover 

.. . the development of social awareness and social 
skills, coping skills for daily tasks, personal 
awareness and identity, and protective skills for 
personal safety (HSRC, 1981b, P. 15) 

is of limited relevance to the Black child. The decision by the 
Department of Education and Training to regard Standard 5 as part 
of the junior high school phase and to provide guidance teachers 
for Standard 5 pupils is, therefore, a wise one. 

2. 5 Selection of Black guidance teachers in South Africa 

Almost all the guidance teachers appointed in Black schools in 
1981 and 1982 have been recruited from the teaching ranks. They 
are, therefore, teachers, first and foremost. 

2.5. 1. Teacher characteristics 

O 'Meara (1953), in a study of White student teachers, concluded 
that there is no evidence of a ' teacher type' and that the stereo­
type of the teacher is derived not so much from the real personality 
make-up of the teacher, as from the role he must fulfil in society, 
the limitations imposed upon him by his work, and the status accorded 
to his profession. He did note, however, that only 41% of his sample 
had a favourable and positive attitude toward teaching ; that the 
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remainder of the sample were training to be teachers because, 
inter alia, they had not been able to raise money to pursue their 
occupational choices and they saw teaching as a 'stepping stone ' ;  
and that the vast majority of the student teachers gave a high 
rating to fondness for children, desire for leisure-time, preferences 
for working with people rather than things, and a preference for the 
manipulation of words and ideas as motivators for becoming teachers. 
This does not appear to be the case among Blacks where, traditionally, 
the role of the teacher is accorded a high status and where the 
teaching occupation is perceived as one which offers opportunities 
for security, leadership and social service (Griffith & London, 
1980 ; Obanya, 1978 ; Mojalefa, 1980). In agreement with the 
American trend noted by Griffith and London (1980) ,  Cloete (198 1) 
predicts that there will be a forthcoming decrease in the number 
of Blacks in South Africa who enter teaching. This will be due 
to a greater awareness of and increased opportunities for alterna­
tive career choices. The present position is that there are many 
Black teachers who, like the Whites in O 'Meara 's (9153) study, are 
teachers because there was nothing else to do, and, even if there 
had been, there was no money available to finance any further study. 
Such a position has grave implications for the development of the 
young pupils who are the charges of such teachers. These considera­
tions are of especial importance to those who agree with Shields 
(1974) that all teachers are guidance teachers, and that the personal 
example of the teacher in the development of interpersonal relation­
ships (Biesheuvel, . 1978) and in the provision of an atmosphere in 
which a pupil is free to learn (Agne & Nash, 1973 ; Patterson, 1971, 
Rogers, 1969) is crucial. 

2.5.2. Guidance teacher characteristics 

Controversy rages on the American front about whether or not coun­
sellors have obligations to attempt to bring about social change. 
While writers such as Drapela (1974) disagree that counsellors 
shou l d  be agents of social change, there is a growing movement 
of militants who urge it strongly (Adams, 1973, 1974 ; Arbuckle, 
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1976a, 1976b ; Beady, 1978 ; Gunnings, 1971 ; Gunnings & Simpkins , 

1972 ; Smith, 1974, 1975) . Whil e the argument has not yet reached 

the proportions of a controversy in South Africa, there are a number 

of writers who agree with the American insistence on the social 

change functions of the counsell or (De Broize, 1980 ; Dovey, 1982 ; 

Watts, 1980) . Another issue hot l y debated is whether the rol es 

of teacher and counsel l or are uncompl ementary and should not, there­

fore, be vested in one person (Arbuckl e, 1966, 1976b ; Bl ocher, 1977 ; 

HSRC, 1981a, 1981b ; Patterson, 1971 ; Ramsay, 1981 ; Vis ser, 1982), 

or whether teaching and counsell ing are actuall y not al l that far 

removed from one another ( Grant, 1967 ; Haasbroek et a l ., 1978 ; 

Kazal unas, 1978 ; Ivey, 1976 ; Shertzer & Stone, 1976). As pre­

viously mentioned, however, the De Lange CoJ1111ission ( HSRC, 1981b) 

bel ieves that al l guidance personnel ,  who wil l  ideal l y  be sol el y 

responsible for guidance activities, shoul d have been trained as 

teachers before assuming their guidance duties. Whatever the 

position one accepts, it is apparent from the literature ( Dl amini, 

1982 ; Mathabe, 1982 ; Ramsay, 1982 ; Visser, 1982) that Bl ack 

guidance teachers are experiencing teacher/guidance teacher conflicts 

as they s truggle to understand and accept their new rol es. This 

situation has been aggravated by the poor selection proces s in the 

Bl ack school s. Al though many are dedicated individual s, it is 

apparent that a significant proportion were made guidance teachers 

because they were fail ures as cl assroom teachers (Ramsay, 1982 ; 

Vis ser, 1982 ; Watts, 1980), a phenomenon whi ch has al so been reported 

in America ( Dent, 1974 ; Patterson, 1971 ; Shertzer & Stone, 1976). 

In an effort to avoid similar errors in sel ection when the higher 

primary school guidance teachers were appointed in Soweto, the N IPR 

provided the Department of Education and Training with a ' thumbnail 

sketch ' of the ideal guidance teacher, which is similar to that pro­

vided by Mathabe ( 1982) : 

( i) Preferabl y  a Social Studies teacher who has 

invariabl y  to attend to the Vocational Guidance 

Section in the prescribed book ; fail ing which, 

any suitabl e  teacher. 
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(ii ) A teacher capable of upholding one of the most 
serious requirements of counselling, which is 
confidentiality. 

(iii ) The teacher must show some keenness in the 
welfare of the students. 

(iv ) The teacher must be a conscientious worker 

( p .  25 ) .  

A thorough, accurate job description and man-specification for the 
teacher-counsellor have been developed by Solomon � 9 82). These could 
be of decided relevance in the light of the recommendations which the 
De Lange Commission has made concerning the selection of guidance 
teachers in South Africa. The report states that suitable guidance 
personnel should have the following characteristics (HSRC, 1981b, p.39 ) .  
Where these have been endorsed by other researchers, the references 
have been included in parentheses : 

quality as a pedagogue (Botha, 1967; Haasbroek 
et al., 1978; Ivey, 1976 ) 

quality as an educationist (Botha, 1967; Haas­
broek et al., 1978 ) 

quality as an expert in the field (Gysbers & 
Moore, 1981; Patterson, 1971; Shertzer & Stone, 
1976 ) 

a positive attitude of life with regard to the 
task in hand (Botha, 1967; Mathabe, 1982; 
Solomon, 1982) 

health, fitness and energy (Botha, 1967; Solomon . 
1982) 
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sound interpersonal qualities (Arbuckle, 1956; 
Botha, 1967; Hamrin & Paulsen, 1950; 
McPhillimy, 1973; Solomon, 1982) 

emotional stability, self-control and maturity 
(Arbuckle, 1956; Hamrin & Paulsen, 1950; Mowrer, 
1951) 

sound moral qualities ( Botha, 1967; Haasbroek 
et al., 1978) 

leadership qualities (Botha, 1967; Haasbroek et al., 
1978; Shertzer & Stone, 1976) 

In addition, confidentiality, although omitted from the aforegoing 
list, is viewed as a desirable characteristic for guidance teachers 
(Dovey, 1980b; Mathabe, 1982; Wagner, 1981). Cottle (1953) has 
noted that mere listings of characteristics, while helpful, are 
generally unsatisfactory as they generally represent opinion and 
often fail to distinguish the guidance teacher from other teachers. 
Instead, it is the particular clusters or constellations of character­
istics (Cottle, 1953) as well as the intensity of these (Kazienko & 

Neidt, 1962) that is important. Shertzer and Stone (1976), in a review 
of the literature pertaining to interests and personality characteristics 
and counselling effectiveness, note that the findings are inconclusive 
and often conflicting. Perhaps the best known works on counsellor 
characteristics are the research studies by Carkhuff and Berenson 
(1967) and Truax and Carkhuff (1967) which have identified three 
basic facilitative conditions for counsellor effectiveness. These 
are emphatic understanding or empathy, which involves an awareness 
of the client's experience of himself and his world by means of sensi­
tive listening from an internal frame of reference; non-possessive 
warmth or respect (Egan, 1975) which involves unconditional acceptance 
of the client as a person; and genuineness, which implies that the 
counsellor is not thinking or feeling one thing and saying another. 
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While Rogers (1957) believes that these are necessary and 
sufficient conditions for therapeutic change, Egan (1975) and 
Truax and Carkhuff (1967) regard them as necessary but not suffi-
cient. Egan (1975),  furthennore, also regards concreteness, 
physical attending and psychological attending as important facili­
tative conditions. While Farson (1954) and McClain (1968) believe 
that such counsellor characteristics are those that society tradi­
tionally attributes to women -- tenderness, gentleness, receptive­
ness, passivity -- Carkhuff and Berenson ( 1969) disagree and point 
out that recent research portrays the counsellor as not only tender, 
gentle and loving but also active, assertive and able to confront and 
interpret irmtediate interactions when they occur. This observation 
is of relevance to Blacks who seem to favour an action-oriented rather 
than a client-centred approach when being counselled (Esen, 1972; 
Higgins & Warner, 1975; Ipaye, 1982a, 1982b; Sue, 1978). A number 
of writers are in agreement, however, that empathy is the single most 
important counsellor quality when counselling with minorities (Banks, 
1976; Banks, Berenson & Carkhuff, 1967; Banks, 1969; Higgins & 
Warner, 1975; Ventress, 1967, 1970; Wittmer, 1971). 

2.6 Training of Black guidance teachers in South Africa 

I n  keeping with the relatively sophisticated role and function of 
the school counsellor, training standards for American school coun­
sellors are considerably more advanced than elsewhere in the world 
{Association for Counselor Education and Supervision, 1967a, 1967b; 
American Personnel and Guidance Association, 1964; American Psycho­
logical Association, 1962; Patterson, 1971), and emphasis is laid 
upon adequate in-service training (Patterson, 197 1; Shertzer & Stone, 
1976). An effective selection programme is essential, however, and 
selection should be a continuous process throughout the preparatory 
training period {Mauer, 1980; Patterson, 1971; Shertzer & Stone, 
1976). Neither Patterson {1971) nor Shertzer and Stone (1976), 
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moreover, believe that initial teacher training is essential for 
the preparation of school counsellors (HSRC, 1981b). I n  a some­
what tongue-in-cheek coJ1111ent, Patterson (1971) notes the irrelevance 
of current teacher traini ng methods for teachers as well as counsell ors : 

In  fact, it might be said that to a great extent the 
preparation of teachers is irrelevant for teaching, 
since rather than preparing teachers to teach students, 
it prepares them to teach subject matter (p. 88). 

The need for guidance personnel who are Black (Dean, 1977; Esen, 1972; 
Ipaye, 1982a) and for special training for elementary school counsel­
lors (Ciavarella, 1973; Dinkmeyer, 1973; Patterson, 1971) is general ­
ly acknowledged. The inadequacy of guidance teacher training in South 
Africa has been summed up by the HSRC : Guidance Con111ittee (1981b, 
p. 27 ) 

Some universities offer courses in school guidance 
from undergraduate to doctoral level, whil e others 
offer no training. The best provision, although 
inadequate, is made for Whites and then for Indians. 
The training for Colouredsis totally inadequate while 
little or no training is available for Blacks. 

The report further suggests that major effort should be directed 
toward providing professional careers and general guidance in all 
schools in South Africa and that the ordinary subject teacher 
shou l d  only 

... offer guidance at schools where better qualified 
staff are not available, for example, schools for 
Coloured and Blacks (HSRC, 1981b, p. 32). 
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It stresses that such a solution should be regarded as only an 

interim measure and that concentrated effort be exerted to provide 
all personnel responsible for either careers or general guidance 
with training which is as professional and advanced as the previous 
academic qualifications of the individual concerned permit. Full­
time training is regarded as the best fonn of training, and various 
suggestions with regard to meeting the critical shortage of trained 
guidance personnel have been proposed (HSRC, 1981b, p. 37). These 
include the training of Blacks by universities for Whites in Black 
areas; full-time in-service training which allows for appointment 
to pennanent staff from the first year of training with accompanying 
salary and service conditions; and the recruitment and training for 
one year of married women teachers who do not have posts in order that 
these may be appointed as careers guidance teachers at schools for 
Blacks. 

2.6.1 Training programmes in America 

It should be apparent that virtually none of the sophisticated 
American standards for the training of school counsellors are of 
relevance to the average Black guiGance teacher in South Africa. 
Although a few American studies have reported success with the 
programmes designed to train ordinary Black or minority subject 
teachers to assume guidance duties (Dent, 1974; Lindberg & Wrenn, 
1962; TarTminen, Gum, Stanley & Peterson, 1976), at least one has 
produced inconclusive results (SirTITlons, 1975), and yet another attri­
butes its success to the careful selection beforehand of teachers in 
possession of the personality characteristics essential for performing 
counselling and guidance functions (Lindberg & Wrenn , 1972). The 
results of these studies would suggest that training efforts could 
profitably be exerted in order to train carefully selected Black 
subject teachers to teach guidance. It should be remembered, however, 
that the average teacher (Black or White) in America is a college 
graduate (Stefflre, 1962), while the average Black teacher in South 
Africa has a matriculation certificate plus a secondary school 
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teaching certificate ( if a high school teacher), and a Standard 8 

certificate plus a primary school teaching certificate ( if an ele-

mentary school teacher) . In the latter case, this implies that 

the el ementary school teacher has general l y  barely reached matri­

culation level even when post-school qualifications are taken into 

account. The dangers of extrapol ating American resul ts to the 

South African situation are, therefore, manifol d. 

2.6.2 Paraprofessional training 

There is, however, another body of evidence which suggests that 

actual academic qual ifications may not p l ay a very great part in 

the training of lay people to perform some professional guidance 

functions. This evidence may be found in numerous reports on the 

effectiveness of the paraprofessional training movement which is 

currently very popular in America. Various researchers report 

both the need for, and the success obtained in, the training of l ay 

persons with regard to guidance and counselling functions ( Banks, 

1977; Brammer, 1977; Brown, 1974; Carkhuff, 1968; Carkhuff & 

Truax, 1965; Del worth, Moore, Mil l ick & Leone, 1974; Hoffman, 

1976; Sawatzky & Paterson, 1982; Settles, 1976; Thomas & Yates, 

1974) while stressing that the more the hel per is like the client 

in certain demographic and socio-economic characteristics, the more 

successful the helping relationship will be (Settles, 1976). Indeed, 

it has been observed that in some areas, notably study skills and 

information giving, paraprofessionals may actual l y  be more effective 

than fully trained professionals ( Hoffman, 1976; Sawatzky & Paterson, 

1982; Settles, 1976; Zunker & Brown, 1966), although a number of 

writers ( Brown, 1974, Burck & Peterson, 1975; Hoffman, 1976; 

Sawatzky & Paterson, 1982; Warner, 1975) stress the need for continued 

evaluation of such training. It appears that much of the success of 

paraprofessional training programmes accords with the findings of 

Lindberg and Wrenn ( 1972) that successfu l training is a function of 

the careful selection of the participants ( Carkhuff & Truax, 1965 ; 
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Hoffman, 1976; Sawatzky & Paterson, 1982). Indeed, Brown (1974) 
suggests not only that paraprofessional training programmes tend 

... to be homogeneous in their sharp focus on the 
competencies and attitudes needed to facilitate 
positive client change (p. 261) 

but also that those responsible for such programmes tend deliberately 

and carefully to select psychologically healthy persons, while many 
professional training progran111es emphasize selection on intellective 
factors which may or may not correlate with effective interpersonal 
functioning. If one accepts the American definition of paraprofes­
sionals as 

... individuals who (have) received at least some 
training preparing them to function in a particular 
guidance role, situation or task but have not received, 
nor are likely to receive, further training that would 
qualify them as professional helpers ( Hoffman, 1976, 
p. 494), 

it is apparent that Black teachers in South Africa, whose teacher 
training could be regarded as having prepared them to function in 
a guidance role, could be viewed as paraprofessionals and trained 
accordingly. Moreover, as Banks (1977) , Carkhuff ( 1968), Hoffman 
(1976) and Settles (1976) observe, paraprofessionals posses an in­
herent advantage, that of being peers of clients, or at the very 
least, being more similar to clients than are counsellors, thus 
enhancing their ability to enter into, emphathize with, and be 
effective within a client 's frame of reference. 



37. 

2.6.3 Preliminary training attempts 

There have been few attempts to train Black South African teachers 
for their new guidance roles since theintroduction of guidance 
into Black schools in 1981. As far as can be ascertained, Guidance 
has only been offered as a specialization at Black colleges of 
education since the beginning of 1981, and most training programmes 
have been limited to in-service orientation workshops of less than a 
week (Mack, 1980; Mackay, 1981; Mathabe, 1982). These have tended 
to concentrate on vocational counselling because it is believed that 

... the idea of instructing in personal or social/ 
educational counselling would be fruitless as the 
personnel to be trained (lack) the theoretical 
knowledge which underlies the counselling endeavour 
(Mack, 1980, p. 66). 

2.6.4 The NIPR training programme for Black secondary school 
guidance teachers 

The largest training programme for Black guidance teachers was 
undertaken in 1981 by the NIPR at the request of the Regional 
Director of the Johannesburg Region of the Department of Education 
and Training (Visser et al., in press). Although the teachers in 
this pioneering study were secondary school teachers, the results 
of the study are of direct relevance to the present study and will 
be reported in some detail. The progranme involved the training 
of some 104 secondary school teachers who had been appointed to 
teach guidance in Black schools in Soweto. It was, in many respects 
a pioneering programme, the individual components of which have been 
reported on by Ramsay (1982) and Visser (1982). In the light of the 
all-too apparent mistrust and apprehension of the new guidance teachers, 
Visser (1982) has expressed her initial fears 
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... that we should never have had the temerity to 
attempt the training ! Nevertheless, we did do a 
great deal of soul-searching before agreeing to it, 
because we were acutely aware of the cultural, 
social and political implications of guidance 
(p. 131), (underlining in the original). 

With reference to Bauer 's (1982) models for approaches to guidance 
in developing, Visser (1982) believes that the approach adopted 
by the NIPR was a 'hands-on ' approach 

i.e. practical on-the-job training with a great 
deal of 'hand-holding ' on both sides. We relied a 
lot on thP teachers to tell us about their needs 
and problems and tried together to work out strate­
gies that would meet them adequately (pp. 131-132). 

Although a Department of Education and Training syllabus was 
available, it was evidence of the same narrow conceptualization 
of guidance noted by Dovey {1980a), Mathabe {1982) and Watts {1980 ) .  
Indeed, Visser (1982) ,  somewhat tongue-in-cheek, remarks that : 

Unfortunately {the syllabus) was not available 
initially to the majority of the teachers; per­
haps fortunately, on second thoughts, as the syl­
labus refers to certain well-known psychological 
concepts in a somewhat esoteric way (p. 132). 

A decision was made to use the syllabus only as a guide and to 
focus more on informal, participative and experiential learning by 
the teachers. The major training modules were 
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interpe rso�a l � ki l l s  ( di scus sed i n  de tai l by Ramsay , 

1982 ) 

adj u stment and achievement  

the worl d of  work 

deci s ion-m�king and career choice 

The time a l l otted to the programme was a yea r ,  ·wi th one ful l orienta­
tion week and, t hereafte r ;  one afternoon pe r week during  s chool tenns 
being devoted to t raining atti vi tie s . The ' i nterpersona l ski l l s '  

and ' worl d of  work ' �odu l es accounted for the l ion ' s  s ha re of the 
prog ramme acti�i ties . A l l t he teachers met at  a centra l l y- situated 
Soweto s c hoo l made avai l abl e ·  for this purpose , and were divided into 
sma l l groups ( rare l y  l a rger than 30 ) ·  for l ectures  and discu ssion . 
Because  of the rel ati ve l y  l a rge ratio of course presenters to pa rti­

cipants ( 1  : 104 ) , except in  the ca se  of the interpe rsona l s ki l l s  
programme ( 1  : 5 ) , mos t  of the modu l es were repeated or  ran simu l ta ­
neou s l y  so  that sma l l er g roups cou l d  be a rranged .  Thi s  impl ied that  

there was l i ttl e uniformi ty i n  what the entire g roup of 104 teachers 
knew , or had experi enced , at  any one time , a l though by the end of the 
yea r ,  everyone had been exposed to a l l the training mod1J l es .  Thi s  
di vi sion of the pa rticipants , whi l e genera l l y  not di sruptive , had 
a noti ceab l y  negati ve effect  on those who underwent the interpersona l 
s ki l l s  training fi rst ( Ramsay , 1 982 ) .  They were unprepa red for expe­

rientia l  l ea rning , and the maj ority fai l ed to see the re l evance of t he 
modu l e  to thei r guidance duties .  I n  es sence , t he provi sion of a c l i ent­

centred approach c l a s hed with the need for a probl em-so l virg approach . 
This finding  i s  simi l ar  to those observed i n  the studies by Esen ( 1972. ) , 

I paye ( 1 982a , 1982 b )  and Sue ( 1978) which  recommend an action-oriented 
rather than a c l ient-centred approa ch �or Bl ack  c l ients . I n  an a ttempt 

to obviate the same nega ti ve effects i n  those who wou l d  undergo  i nter­
persona l s ki l l s  training in the second ha l f  of the yea r ,  a mic ro- s ki l l s  
counsel l ing approach  wa s adopted which  res u l ted , in  the opinion s of t he 

trainers , in  a more rapid acqui si tion  of counse l l i ng s ki l l s  ( Ramsay , 
1 982 ) . Ha rdl y any attempts were made to a s sess  t he success of  the 
trai ning programme and tho se a ttempts which are recorded a re in the 
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line of subjective reactions to the various modules (Visser et al., 
in press). Visser 's (1982, p. 140) closing co11111ent is both a 
sunmary of what she believes was achieved by the training progranvne 
and a direction pointer for further training courses : 

There was little time for theory or abstract concepts. 
Perhaps there was a lack of formality. What we gained 
in variety, personal contact and spontaneity, we might 
have lost in continuity and structure. Although we 
�oon learned to provide as much written material in the 
form of printed notes as we could , these did not always 
follow the syllabus at all. Teachers are used to formal 
structure; it is part of their training and daily routine 
and relates to their accountability. 
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3. STATEMENT OF THE PROBLEM 

The need for adequately trained guidance teachers in South African 
schools has �een finnly established. Nowhere is the shortage of 
trained personnel more critical than in Black schools. Indeed, 
an almost inverse relationship has been noted between the need for 
guidance among Blacks and the availability of trained Black guidance 
personnel. Effortsto train Black teachers for their new guidance 
roles have either been of minimal importance or else restricted to 
secondary school guidance teachers in the Johannesburg metropolitan 
area. With the introduction of guidance teachers for Black higher 
primary schools in 1982, the need for training these teachers assumes 
crucial importance, particularly in the light of the large number of 
Black pupils who leave school at the end of their Standard 5 year. 
What appears to be needed is a training prograllllle suited to the 
needs of the personnel to be trained and which is abl e  to profit 
from the mistakes made by training programmes which have preceded 
it. The aim of the present study is to investigate a group of 
Black higher primary school guidance teachers, with particular 
reference to their 'knowledge about guidance ' after exposure to 
just such a training programme. An effort will be made to compare 
their scores on a guidance test with those of guidance teachers who 
have had similar experience of teachin_g guidance but who have had no 
training, and also with the scores obtained by ordinary subject teachers. 
In this way it is hoped that further information about 'knowledge of 
guidance ' as a characteristic of Black guidance teachers can be obtained, 
and that, in so doing, some inferences may be made about the effective­
ness of the training programme to which the guidance teachers have been 
exposed. The following hypotheses were formulated regarding 'knowledge 
of guidance' : 

3.1 Hypothesis 1 

The scores of a group of Black guidance teachers who have undergone a 
guidance training programme will be significantly higher on a measure 
of 'knowledge of guidance ' than the scores of Black teachers who have 
not been trained. 
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The scores of a group of trained Black guidance teachers on a 
measure of ' knowledge of guidance ' will be significantly higher 
than those of a group of Black subject teachers. 

3.3 Hypothesis 3 

The scores of a group of untrained Black guidance teachers on a 
measure of 'knowledge of guidance ' will be significantly different 
from those of a group of Black subject teachers. 

3.4 Rationale for hypotheses 1 and 2 

Generally-accepted didactic and pedagogic principles as well as the 
success reported by Banks (1976) lend support to these hypotheses. 

3.5 Rationale for hypothesis 3 

Although the group of untrained guidance teachers would not have been 
exposed to the NIPR training course { described in Section 4 of this 
report), they would, nevertheless, have been teaching the Department 
of Education and Training 's Standard 5 guidance syllabus for six 
months at the time of testing . The subject teachers, however, would 
have had neither training nor experience in the teaching of guidance 
at the time of testing. Some difference in 'knowledge of guidance ' 
between the two groups could, thus, be expected and was, therefore, 
hypothesized. 
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4. THE N IPR TRAIN ING PROGRAMME FOR BLACK 

H IGHER PRIMARY SCHOOL GU IDANCE T EACHERS 

Experiences during the 1981 NIPR training progranme for Bl ack 

secondary school guidance teachers, which were noted by Visser 

( 1982), l ed to the devel opment of a revised training progranme 

for the higher primary school guidance teachers. 

4.1 Need for the devel opment of a revised training 
programme 

There were a number of differences between the teachers avail abl e 

for the 1981 training programme and those avail abl e for the 1982 

programme. Recognition of these differences emphasized the need 

for a revised progrart111e. 

4.1.1 Numbers 

The sheer weight of numbers involved made a repetition of the 

1981 training programme, which had been exceptional l y  l abour­

intensive on the part of the NIPR, economical l y indefensibl e .  

The 1981 programme had catered for approximatel y  1 00 teachers . 

The 1982 programme woul d be required to cater for approximate l y  

280 teachers -- al most three times as many. 

4.1.2 Level of education of the teachers invol ved 

The mean educational leve l of the teachers participating in t he 

1981 programme had been Standard 10 ( Visser et al . ,  in press), 

whereas the mean educational l evel of the teachers in the 1982 

programme was expected to be Standard 8. The assumption was made, 

therefore, that the l atter would not be abl e  to derive maximum 

benefit from the 1981 training progranme which had been geared at a 

rel ativel y sophisticated l evel . The rel ativel y unstructured and 

informal parameters of experiential l earning, particul arly, were 

thought to be inappropriate for the higher primary teachers. 



44 . 

4.1.3 Specificity of syllabus 

Whereas the 1981 training programme had been intended to equip 
the secondary school teachers to handle the guidance syllabi for 
Standards 6 through 10, the 1982 training programme would be aimed 
at equipping the teachers to handle only the guidance syllabus for 
Standard 5. This limitation i�  the scope of the training progra11111e, 
therefore, made the 1981 programme inappropriate. 

4.1.4 Time available 

The 1981 training programme had been taught during the course of a 
full school year. Because of the limited scope of the 1982 pro­
gramme, however, thP Department of Education and Training requested 
that the new programme be completed in half a school year. The 
length of the 1981 training programme had been something of a 
problem in that it had been difficult to accommodate even 104 teachers 
simultaneously (Visser, at al., in press). A repetition of this 
programme would have been impossible, therefore, not only because 
it would have been virtually impossible to compress the year-long 
programme into a six-month programme, but also because of the great 
increase in the number of participants. 

4.2 The revised training programme for 1982 

A consideration of all the differences mentioned led to the devising 
of a revised training programme which is different from the first 
programme (Visser et al., in press) in a number of respects. 

4.2.1 Orientation week 

Conrnents from teachers who had participated in the 1981 programme 
(Visser, 1982; Visser et al., in press) had established with some 
certainty that the teachers' primary concern had been with the 
actual guidance syllabi and how to translate these into effective 
lessons. The observation by Watts (1980), moreover, that guidance 
services in Black schools in South Africa should be limited to the 
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prov1 s1 on of careers information, was borne in mind. The diffi­
culties which the secondary school teachers had experienced in 
understanding the relevance of the client-centred interpersonal 
skills training module to their guidance teaching duties (Ramsay, 
1982; Visser, 1982) had confirmed the findings of writers in other 
parts of Africa and America who have noted the irrelevance of 
client-centred approaches for Blacks (Esen, 1972; Ipaye, 1982a, 
1982b; Olaoye, 1974; Pulleybank, 1974; Sue, 1978). Although 
the NIPR shared the reservations about the Department of Education 
and Training syllabi expressed by Dovey (1980a, 1982), Visser (1982) 
and Watts (1980), it was reasoned that whether the syllabus was 
adequate or not, it was the Department of Education and Training's 
official policy that the teachers should work with it, and that it 
made sense to train the teachers to cope with it. It was decided, 
accordingly, that actual knowledge of the contents of the Standard 5 
guidance syllabus and knowledge of the facts necessary to plan and 
execute the lessons delineated in the syllabus would do much to give 
the newly-appointed guidance teachers confidence in their new duties. 
(A copy of the Standard 5 syllabus drawn up by the Department of 
Education and Training may be found in Appendix A. ) The orientation 
week was set aside for this task. A workbook was devised which 
posed questions on the four aspects of guidance (personal, social, 
educational and vocational) which were of immediate relevance to 
the Standard 5 guidance syllabus (Spence, 1982). Enough space was 
left after each question so that answers could be written down. 

4. 2. 1. 1 Procedure 

The total group of approximately 280 teachers was halved so that 
approximately 140 teachers attended the first orientation week ses­
sion and the remaining teachers attended the second orientation 
week session the following week. This was accomplished without 
any undue difficulty because the total group comprised two teachers 
from each school, and it was a simple matter to arrange for one to 
attend during the first week and the other one during the second 
week. 
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4. 2. 1. 1. 1 Sub-groups 

The teachers attending the orientation week sessions were then 

divided into six sub-groups of approximatel y  20 to 25 members per 

group. The composition of the sub-groups was not random but based 

on the circuits to which the teachers ' school s belonged. Because 

of the vastness of the Johannesburg metropol itan area it was reasoned 

that constituting the groups in this manner would facil itate communi­

cation amongst those guidance teachers who were geographical l y  cl ose 

enough to one another to maintain contact after the completion of the 

training programme. 

4. 2. 1. 1. 2 Progranvne presenters 

Two N IPR presenters were assigned to each sub-group, al though onl y  

one presenter would general l y  be present per session. It was hoped 

that this woul d al l ow the presenters some rel ief from the exacting 

demands of the training programme whil e stil l ensuring continuity 

of presentation. It was al so bel ieved that the sub-groups would be 

abl e  to accept two presenters, while stil l maintaining the sub-group 

bonds which would  probabl y  fonn. Wherever possible, the groups were 

arranged so that programme presenters were responsible  for both teachers 

from any one school.  Al though it may be argued that the various groups 

may have profited from exposure to the teaching styles of other presen­

ters, it was decided that considerations such as unifonnity of content 

and structure overrode the advantage which variety might have repre­

sented. Each progra1T111e presenter spent some time introducing himsel f/ 

hersel f to the sub-group concerned and al l owing for introduction of the 

sub-group members to one another. He/she a lso structured the sessions 

to fol l ow by explaining what the aim of the orientation week was, what 

activities woul d be attempted and how these were to be tackl ed. 

4. 2. 1. 1. 3 Programme material 

Each teacher received a fil e  containing the Department of Education 

and Training Standard 5 syl l abus, a page detail ing the contents of the 

ful l trai ning programme, and the programme workbook (Spence, 1982). 

Each programme presenter received a fil e containing a copy of everything 

handed to the teachers, as wel l  as a ' presenter ' s  handbook ' in which 
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the aim of each activity was described and possible model answers 

were suggested for each activity ( Spence, 1982). 

4.2.1.1.4 The orientation week programme 

The orientation week comprised six two-hour study sessions ( excluding 

the introductory and concluding sessions devoted to formal Department 

of Education and Training activities ). Each sub-group functioned in 

a similar manner. The individual sub-groups were further divided 

into smaller mini-groups of four to five teachers each to allow for 

discussion of the questions in the workbooks. It was hoped that 

this method of work would encourage the participation of as many 

teachers as possible as well as set the pattern for inter-teacher 

discovery and communication. It was the function of the presenter 

to circulate from one mini-group to another, controlling or leading 

the discussion where necessary. At the end of the discussion period 

( which might be anything from one minute to ten minutes, depending on 

the activity concerned), there would be a report-back from each mini­

group and an attempt would be made to combine all of the ideas thus 

obtained into a 'model ' answer which was then written into the work­

books. Such a procedure ensured that all members of a group received 

and recorded the same amount of infonnation. The 'model ' answers in 

the presenters ' handbooks, furthermore, ensured the unifonnity of the 

information gained across all the groups, even though this might be 

expressed somewhat differently in each group. It was also the func­

tion of the progranune presenters to model the guidance teacher role 

throughout the orientation week and subsequent study sessions. No 

attempt, however, was made to teach any inter-personal skills ( for 

example, listening, reflecting, summarizing, or paraphrasing) in a 

direct manner. 



4.2.2. Afternoon sessions 

48. 

Because the orientation week sessions catered only for knowledge 
of the guidance syllabus, it was decided that the teachers would 
need extra background knowledge in each of the four aspects of 
guidance. Accordingly, guest speakers were invited to lecture to 
the teachers on a variety of different topics. Each speaker was given 
a brief for the lecture and requested to list appropriate sources of 
more relevant information about the topic under discussion as well as 
appropriate agencies of referral, should this be necessary. The 
speakers were requested to provide full copies of their lectures 
which were then edited, typed and printed (Spence, 1982). Each 
teacher received a copy for his/her file. 

4.2.2.1 Procedure 

For the afternoon sessions, the total group of approximately 280 
teachers was reconstituted, although the primary division into two 
groups of approximately 140 was maintained. Thirteen afternoon 
sessions, each two hours long, were planned. For the first hour, a 
full group of approximately 140 teachers attended the lecture by the 
guest speaker. At the end of the hour they dispersed into their sub­
groups where they discussed the lecture as well as any problems they 
had been experiencing during the week. During the second hour, the 
guest speaker repeated the lecture for the second full group of 
approximately 140 teachers. This group spent the first hour in their 
respective sub-groups discussing the previous week's lecture as well 
as any problems which had cropped up. 

4.2.2.2 Topics for the afternoon sessions 

Since the aim of the afternoon sessions was to supplement the knowledge 
which the teachers had gained during the orientation week sessions, 
topics for the weekly afternoon lectures were chosen so as to be re­
presentative of the four aspects of guidance comprising the syllabus 
( namely, personal, social, educational and vocational guidance). The 
titles of the lectures were : 
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The role and functions of the guidance teacher 

Ideas on how guidance as a subject can be incorporated 
into the primary school 

Subject choice and its implications 

Study habits 

Identifying and helping the pupil with learning problems 

The Careers Centre and its relevance for the guidance 
teacher 

The need for the development of specialized skills in a 
career 

Career opportunities for school leavers 

Specialized schooling available to the Black pupil 

Identifying and helping the pupil with personal problems 

The link between the guidance teacher and the social 
worker 

Drug dependence and alcoholism 

-- Extra-mural and leisure-time activities 



5. METHOD 

50 . 

In order to investigate the problem posed in Section 3, the follo­

wing method was adopted. 

5. 1 Sample 

The sample comprised three groups of subjects. 

5. 1. 1 Group 1 

Group 1 initially comprised 277 Black higher primary school teachers 

in the service of the Johannesburg region of the DET. All had been 

selected by their school principals to be trained as guidance 

teachers by the N IPR and to teach the subject Guidance to Std 5 

classes. By the time the testing session took place, 265 teachers 

remained. 

5. 1. 2 Group 2 

Group 2 comprised 237 Black higher primary school teachers in the 

service of the Johannesburg region of the DET. None were guidance 

teachers. They had been selected to attend the testing sessi on 

by their principals who had been asked to try and match them as far 

as possible with the guidance teachers they had selected earlier in 

the year. The variables of age, sex, level of education and teaching 

experience were regarded as the most important for matching purposes. 

( A  copy of the actual memorandum sent to all the principals is con­

tained in Appendix B). 

5. 1. 3 Group 3 

Group 3 comprised 92 Black higher primary school teachers in the 

service of an un-named region of the DET. It should be noted that 

these teachers came from a semi-rural area, in contrast with the 

teachers in Groups 1 and 2 who came from an urban area. All had 

been selected by their school principals to teach the subject 

Guidance to Std 5 classes. None had had any but the most cursory 

;; /'' .fl. D \., I r: ; ' r: F s ·1 F s w ET t N . ; I< A p I I K E N l\ V O R � ( N q 
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training. There were no criteria for their inclusion as subjects 

other than thei r status as guidance teachers. 

A demographic description of the sample by means of percentages 

and respondent groups is contained in Table 2. ( See p. 52) 

5.2 Measuri ng instrument 

5.2.1 Guidance Examination 

A guidance examination, or ' knowledge of guidance ' test, based 

closely on the N IPR training programme ( Spence, 1982 ), des-

cribed briefly in Section 4, was drawn up. The tes t  cons i sts of 

30 open-ended items designed to assess each testee 's ' knowledge of 

guidance ' as defined both by the DET Std 5 syllabus ( see Appendix B )  

and the contents of the N I PR 1982 training prograrrme. At the end of 

the test, five further items which could be labelled 'application of 

guidance ' were included . Although these were not included in the 

data analyses of the present study, they have been included in the 

copy of the Guidance Examination, which is contained in Appendix C, 

because it is believed that their inclusion during the testing 

ses sion may have had an influence on the final test scores. 

5.3 Procedure 

The test was administered as part of a larger study conducted by Spence 

( i n  p re s s ) in which tests of i nte 1 1  ectua l ability, persona 1 ity, 

vocational preference and vocational need were also administered. 

The Guidance Examination was administered first. Groups 1 and 2 

completed the tests at a testing ses sion held in a school hall in 

Soweto. Although precautions were taken to cut disturbances down 

to a minimum, testing conditions were les s than ideal. Only 15 

invigilators could be obtained for 523 subjects in one hall ; there 

was no heating in the hall ; and the acoustics were poor. Some of 

the teachers (� = 12) in Group 1 were unable to attend the testing 

ses sion and completed the Guidance Examination only some days later. 

0644 1 7  

. .  



T a b l e  1 

Demo g r a p h i c  d e s c r i p t i o n  o f  s amp l e  b y  pe rcen t a g e s  a n d  
r e s p o nd e n t g ro u p  

C h a r a c te r i s t ic 

Sex  : 
Ma l e  
Fema l e  

Age  : 
U n d e r  2 0  
2 0  - 2 4  
2 5  - 3 0  
3 1  - 3 5  
3 6  - 4 0  
4 1  - 4 5  
O v e r  4 5  

L e v e l  o f  educa t i o n  
B e l ow S t a n d a r d  8 
S t a nd a r d  8 
S t a nd a r d  9 
S t a nd a r d  1 0  

T e a c h i ng q u a l i f i ca t i o n s  

Uone  a L . P .  T . C .  b H . P . T . C .  c S . S . T . C .  

Home  l a n g u a g e  

Z u l u  
Ped i 
S o u t h e r n  S o t h o  
T swa na  
S h a n g a a n  
T s o n g a  
Ve nda  
r l d e b e i e  
Swa z i  
X h o s a  

M a r i t a l  s ta tu s  
S i n g l e  
M a r r i e d  
W i d owed 
D i v o rced  

T ea c h i ng e x pe r i e nce  
L e s s  t ha n  l y e a r  
M o r e  t h a n  1 b u t  l e s s  

t h a n  2 y e a r s  
More  t h a n  2 b u t  l e s s  

t h a n  3 y e a r s  
M o r e  t h a n  3 b u t  l e s s  

t h a n  4 y e a r s  
H o r e  t h a n  4 bu t l e s s  

t h a n  5 y e a r s  
M o r e  t h a n  5 b u t l e s s  

t h a n  6 y e a r s  
6 - 1 0  y e a r s  
1 1  - 1 5  y e a r s  
1 6  - 2 0  y e a r s  
M o r e  t h a n  2 0  y e a r s  

P r e s e n t  te ach i ng r a nk 

A s s i s t a n t  
S e n i o r  a s s i s t a n t  
Depa r tme n t  head  
V i ce p r i nc i p a l  
P r i n c i p a l  

T r a i ned  
g u i d a nce t e a c h e r s  

(_!!  = 2 7 7 ) 

40 , 79 
59 , 2 1  

0 ,00 
10 , 10 
37 , 55 
24 , 19 
12 ,99 
8,67 
6 ,50 

1 ,08 
63,54 
16 ,97  
18 ,4 1  

0 ,00 
6 ,20 

92 , 70 
1 , 10 

24 , 45 
14 ,23  
10 ,22 
21 , 1 7  

1 , 82 
7 ,66 
3 , 30 
0 , 73 
1 , 46 

14 ,96 

33 ,94 
60 ,58 
2 , 56  
2 , 92 

2 ,20 

5 , 48 

7 , 30 

4 , 38 

9 , 12 

7 ,66 
30 ,66 
15 ,69 
7 ,66 
9 , 85 

79 , 7 1  
8 , 33 
2 , 54 
8,70 
0 , 72 

a 
b 
C 

L . P . T . C .  
1 1 . P .  T .  C .  
S . S . T . C .  

Lower  P r i m a r y  T e a c h e r s ' Cer t i f i ca te 
H i g h e r  P r i m a r y  T e a c h e r s ' Ce r t i f i c a te 
Second d r y  School  T e a c h e r s ' Ce r t i f i ca t e  

S u b j e c t  
t e a c h e r s  
(_!!  = 2 3 7 ) 

20 ,68 
79 , 32 

0 ,42 
10 ,97  
42 ,62 
24 , 89 
8,44 
3 , 38 
9 ,28 

2 ,95 
54 ,01 
2 7 , 85 
1 5 , 19 

0 ,85 
8 , 51 

90 ,64 
0 , 00 

2 1 ,  19 
17 , 80 
9 , 32 

19 , 49 
2 , 54 
5 ,08 
4 ,24 
L,69 
1 ,69 

16 , 95 

36 ,86 
59 , 32 
0 ,85 
2 ,97  

8 , 02 

2 . 1 1  

8 ,43 

10 , 1 3  

5 , 06 

8 , 02 
2 7 , 43 
1 4 , 35 
7 ,  17  
9 , 28 

93 ,25 
5 , 06 
0 , 42 
1 ,27 
o .oo 
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U n t r a i ned  
g u i d a n c e  t e a c h e r s  

(_!!  = 92 ) 

63 ,04 
36 ,96 

0 ,00 
15 ,22 
43 ,48 
1 7 , 39 
5 , 43 
6 , 52 

1 1 , 96 

2 , 18 
46 , 74 
2 7 , 1 7  
23 ,91  

1 ,09 
4 , 34 

93 ,48 
1 , 09 

25 , 00 
16 , 30 
18 ,48 
1 5 ,22 
0 , 00 
4 , 35 
2 , 1 7 
2 , 1 7  
1 ,09 

15 ,22 

38 ,04 
54 , 35 
4 , 35 
3 ,26 

9 , 78 

1 3 , 04 

5 ,43 

5 ,43  

3 ,26 

1 1 ,96 
28 ,27  
6 ,52 
4 , 35 

1 1 , 96 

78 , 27  
9 , 78 
7 ,6 1  
2 , 1 7 
2 , 1 7  
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Group 3, which comprised three smaller groups from different 
circuits, completed the test at three separate testing sessions, 
one for each smaller group. The testing conditions for the 
smallest of these were good, but those for the remaining groups 
were very poor. The testing took place in small, cold classrooms 
in the rural areas, with no electric lights and a smoking coal 
stove in the middle of the room. Although by normal testing 
standards such physical standards are appalling it should be noted 
that these are nonnal teaching conditions for the teachers who were 
tested and that it is quite possible that they were not as adversely 
affected as may have been expected. 

In all cases, the tests were administered by NIPR personnel, both 
Black and White, and scored manually by the researcher according 
to a memorandum which had been drawn up for the purpose. The testees 
were assigned numeric codes and assured that they would remain anony­
mous in all documentation of the results. 

6. RESULTS AND DISCUSSION 

6.1 Biographical variables 

To detennine whether the three groups comprising thetotal sample 

were sufficiently homogeneous to pennit generalization of results, 
Pearson ' s  Chi-squared statistics were computed. The results are 
presented in Table 3. 
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Table 3 

The influence of certain biographical variables upon the homogeneity 
of the total sample (!!_ = 606) 

Variable x
1' df p 

Sex 55,896 2 L 0 , 000 

Age 19,411 12 Not significant 
Level of education 16,818 6 L O � O l 

Teaching qualification 7,201 6 Not significant 
Home language 15,481 18 Not significant 
Marital status 5,071 6 Not significant 
Teaching experience 46,192 18 � 0,0003 
Teaching rank 40,935 8 � 0,000 

An inspection of Table 3 reveals that the three groups comprising the 
total sample were significantly different in tenns of three of the 
four variables selected for matching purposes. 

6 .1.1 Sex 

Although there is a larger proportion of female teachers in higher 
primary schools in Soweto (Strydom, note 1) , an effort was made, 
wherever possible, to select one male and one female teacher from 
each school for appointment as guidance teachers ( Mahlaba, note 2). 
The actual composition of Group 1, males (41%) and females (59%) in 
comparison with Groups 2 and 3 may be seen in Table 2. Although 
the principals in the semi-rural area appear to have placed a larger 
proportion of males (63%) than females (37%) in guidance teacher posts 
this observation may have been due to the fact that in many cases only 
one guidance teacher from each regional school attended the testing 
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sess i on. I t  i s  proba b l e  that the teacher who did not a ttend 
was fema l e .  Had both  teachers attended , the composition of 
Group 3 wou l d proba b ly  have been more simi l ar  to t hat  of Group 1 .  
Because  of the rel a ti ve s hortage of ma l e  teachers in higher primary 
s choo l s ,  i t  proved impos sib l e to match Group 2 with Group 1 on this 
vari a b l e . Indeed , during a prel i m inary sess i on with the school 
principa l s du ring wh i ch matching procedu res were discussed ,  t he 
principa l s  wa rned that this wou l d  be the case . 

6. 1 . 2  Level of educa ti on 

The members of  Group 1 appea r to have been the l ea s t  h i g h l y  q ua l i­

fied , wi th 64% hav ing obta ined t heir Std 8 certi fi cate s  and only  
35% having a pos t- Std  8 l evel of  educa tion.  Group 3 appears to  
ha ve been t he most  h i g h l y  q ua l i fied with  onl y  47% having obtained 
thei r  Std 8 certificates and 51% having a pos t  - Std 8 l evel of 
educati on .  Thi s may be as cri bed to the fact tha t ,  wit h  regard to 
Group 1 ,  a del iberate a ttempt { Ma h l aba , note 2 )  was made to sel ect 

g u i dance teachers who were not hig h ly  qua l i fied or  of a high  teaching 
rank , a s  the l a tter tend to l eave  teaching a s  their qua l i fications 
i mprove. In thi s  manner i t  wa s hoped that  teachers who were sel ected 
and tra ined wou l d  have a rel ative l y  l ong tenure as  g u i dance teachers 
( Ma h l aba , note 2 ) . No s uc h  restriction was pl aced on the se l ection 
of g uidance teachers in Group 3 .  Fu rthermore , the s i gnificant 
Chi - squa red val ue observed fo r the varia bl e of teaching rank i s  due 
to the l a rge  proportion of  Depa rtment Heads , Vice-principa l s ,  and 
Principa l s  in  Group 3 .  Thei r  academic qua l ificat i ons a re obv i ous l y  
in  l ine wit h  thei r teach ing ranks . The l eve l of education of  Groups 
1 and 2 appea r to be simi l a r .  

6. 1 . 3 Teaching experi ence 

Group 1 appears to have been the most  experi enced g roup of teac hers 

with  65% of t he group having more than 6 yea rs of  teaching experience 
in  compa rison wi th  Group 2 ( 59% ) and Group 3 { 52% ) .  The b i ggest dif­

ference appa rent among the three groups i s  in  the percentage of t he 
tea chers wi th  l es s  than a year ' s  teach ing experience : Group 1 { 2% ) , 
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Group 2 (8% ) and Group 3 (10%). This may be ascribed to the fact 
that, with regard to Group 1, an attempt was made to select, wherever 
possible, guidance teachers who were already experienced subject 
teachers (Mahlaba, note 2). No such criterion was in operation for 
the selection of the guidance teachers in Group 3. 

Although a data analysis of the personality questionnaire scores for 
males and females (not reported here) indicated that there was no 
significant sex effect, the fact that the three groups do differ sig­
nificantly on a number of variables suggests that there may be inter­
action effects and that caution should be exercised in the generali­
zation of results from one group to another. 

6.2 Guidance Examination 

In order to establish the reliability of the Guidance Examination, 
(see Appendix C) , an item analysis (NP 50) using Gulliksen's { 1950) 
index (Maughan-Brown, 1974) was performed. The results are presen­
ted in Table 4. 
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TA B L E 4 

Item- test correlations for Guidance E x amination ( �  = 59 9 ) 

Ite m rx .sj rx 

1 1 , 060 0 , 70 5  
2 0 , 4 9 4  0 , 5 9 2 
3 0 , 30 1  0 , 50 4  
4 0 , 6 4 5  0 , 60 8  
5 0 , 4 9 5  0 , 5 1 9  
6 0 , 560  0 , 4 82 
7 0 , 7 66  0 , 59 3  
8 0 , 62 7 0 , 4 9 7  
9 0 , 0 9 4  0 , 2 64 

1 0  0 , 89 8  0 , 582 

1 1  0 , 4 9 7  0 , 4 3 3  
1 2  0 , 3 9 7  0 , 3 80 
1 3  0 , 40 8  0 , 4 3 2  
1 4  0 , 7 20 0 , 53 1  
1 5  0 , 2 0 7  0 , 3 6 5  
1 6  0 , 3 66 0 , 4 7 4  
1 7  0 , 3 1 1  0 , 4 30  
1 8  0 , 40 6  0 , 5 1 4  
1 9  0 , 2 58 0 , 4 4 4  
2 0  0 , 2 90  0 , 4 85 
2 1  0 , 2 84 0 , 4 2 8  
2 2  0 , 5 52 0 , 4 84 
2 3  0 , 4 56 0 , 4 9 5  
2 4  0 , 3 1 9 0 , 40 3  
2 5  0 , 2 87 0 , 4 56 
2 6  1 , 5 1 8  0 , 583 
2 7  0 , 36 2  0 , 4 9 5  
2 8  0 , 3 1 3  0 , 4 2 7  
2 9  0 , 80 4  0 , 588 
3 0  1 , 2 88 0 , 664  
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The mean, standard deviation and Kuder-Richardson rel iabil ity 

coefficients ( Kuder & Richardson, 1937 ) for the Guidance Examination 

are shown in Table 5. 

Tabl e 5 

Descriptive statistics and rel iabil ity estimates of Guidance 
Examination (� = 599 ) 

a 
Mean 

41,860 

a 

SD 

15,982 

Maximum possibl e  score = 100 

Re 1 i abil ity 

KR 20 KR 14  

0,883 0,889 

The item anal ysis of the Guidance Examination shows that the test has 

a high re l iabil ity as estimated by the KR 20 formul a. It should be 

noted that KR 20 is a measure of internal consistency; tests, the 

items of which correl ate high l y  with one another and with the tota l ,  

general l y  have high KR 20 val ues re l ative to their l engths. I t  is 

possibl e, by constructing items which are virtual repl ications of 

one another, to obtain a spuriousl y  high KR 20 val ue ( Nunnal l y, 1978 ). 

This is not the case with the present instance as al l items in the 

Guidance Examination were designed to be different. The fact that 

the KR 20 val ue of the Guidance Examination is neverthel ess high 

suggests that the test is tapping a val id construct and that the 

assignment of one 'know l edge of guidance ' score to the teachers on 

the basis of their achievement on this test is justified. 

Al though items 31 to 35 of the Guidance Examination ( see Appendix C )  

were not incl uded in the present data anal ysis, it is possibl e that 

they may have had an effect on the scores obtained in items 1 to 30. 
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The researcher noted, while hand scoring the tests, that although 

most of Group 2 { the subject teachers ) and Group 3 { the untrained 

guidance teachers) completed all 35 items of the test, a relatively 

large proportion of Group 1 ( the trained guidance teachers ) did not. 

In addition, Group 1 displayed a tendency to complete items 31 to 

35 ( worth 25 marks) at the expense of items 1 to 30 ( worth 100 marks ) 

which suggests that their total ' knowledge of guidance ' scores might 

have been higher had they not spent time on items 3 1  to 35. Further 

substantiation for this suggestion comes from the researcher 's obser­

vation that Group 1 members tended to attempt the items 1 to 30 in 

the Guidance Examination in the order in which they were printed, 

and appeared to devote considerable attention to detail in the 

answering of each item. This resulted in many teachers failing 

to complete the test within the allotted time which further suggests 

that had the test had no time limit, the ' knowledge of guidance' 

scores of Group 1 might have been considerably higher. Because 

virtually all the members of Groups 2 and 3 completed the test 

within the alotted time, it is unlikely that extra time allowance 

would have resulted in raised scores for these groups. 

Hypothesis 1 stated that 

The scores of a group of Black guidance teachers who have undergone 

a guidance training programme will be significantly higher on a 

measure of ' knowledge of guidance' than the scores of Black guidance 

teachers who have not been trained. 

Hypothesis 2 stated that : 

The scores of a group of trained Black guidance teachers on a measure 

of ' knowledge of guidance' will be significantly higher than those 

of a group of Black subject teachers . 

Hypothesis 3 stated that 

The scores of a group of untrained Black guidance teachers on a 

measure of ' knowledge of guidance' will be significantly different 

from those of a group of Black subject teachers. 
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The results of the three groups on the Guidance Examination are 
contai ned in Table 6. 

Table 6 

Descriptive statistics of the perfonnances of the three 
groups on the Guidance Examination 

Variable 

Mean 
SD 
SEM 
M . a ax, mum score 
Minimum score 

1 (!!. = 265) 

53,430 
11,724 

, 720 
82,000 
2,000 

Maximum possible score = 100 

Group 

2 (!!. = 242) 3 (!!_ = 91) 

29,054 31, 440 
8,774 9,906 
,564 1, 038 

56,000 54,000 
3,000 11,000 

To determine whether the scores of the three groups on the Guidance 
Examination differed to any sig�ificant extent, a one-way analysis 
of variance was perfonned. The results are presented in Table 7. 

Table 7 

One-way analysis of variance of Guidance Examination scores 

Source 

Between groups 
i�; thin groups 
Total 

* .E. .tC.. 0, 0001 

ss 

83434,6249 
63675,6777 

147110,3027 

df 

2 
595 
597 

MS F Value 

41717,3125 389, 82 � 
107, 0179 

a 
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I n  order to test the observed significance , Scheffe's post-hoc 
statistic was calculated. The results are presented in Table 8. 

Table 8 

Scheffe bounds for differences between the means of the 
three groups on the Guidance Examination 

Group 

1 

2 

3 

1 (� = 265 ) 

10 , 30 1  * 
14 , 077  * 

* .E. "'- 0 , 05 

Group 

2 (� = 242 ) 3 (� = 91 ) 

14 , 247 

The one-way analysis of variance (see Table 7) and Scheffe's post­
hoc test for significance (see Table 8) indicate clearly that the 
scores of Group 1 (the trained guidance teachers) are significantly 
better than the scores of either Group 2 (subject teachers) or 
Group 3 (untrained guidance teachers). This suggests that the NIPR 
training course was able to improve the newly-appointed guidance 
teachers' 'knowledge of guidance ' significantly. In addition , this 
observed increase in ' knowledge of guidance' cannot be ascribed to 
the six-month period of guidance-teaching experience which Group 1 
had also enjoyed, for Group 3 had also had six months of guidance­
teaching experience and their scores on the Guidance Examination 
were not significantly different from those of subject teachers who 
had had neither training .nor guidance-teaching experience ( see Tab 1 es 
6 and 8). 

Furthennore ,  if the training of Black guidance teachers does qualify 
as 'paraprofessional' training , then these results also reflect the 
observed American trend (Brown , 1974; Hoffman , 1976; Sawatsky & 
Paterson ,  1982) that actual academic qualifications (or level of cog­
nitive functioning) may not play a very great part in the training 
of lay people to perform some professional guidance functions. If 
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school guidance services for Blacks are to be restricted to the 
provision of infonnation (Watts, 1980), then the results of Group 
1 (the trained guidance teachers) suggest that the training re­
ceived by this group of guidance teachers has equipped them with 
at least a modicum of expertise in this regard. These teachers 
would be capable of performing many of the 'guidance' functions 
outlined by Rodgers (1981). 

The results of Group 3 (the untrained guidance teachers), however, 
suggest that although these teachers are already performing guidance 
functions, their 'knowledge of guidance ' is limited. This implies 
that the effectiveness of their guidance teaching contributions 
within the school system, if 'provision of information' is taken as 
the criterion, is also somewhat limited. This is even more apparent 
when the scores of Group 2 (the subject teachers) and Group 3 (the 
untrained guidance teachers) are compared, for there is no significant 
difference between the two groups. It  should be borne in mind that 
the Group 2 teachers were urban Blacks whose 'knowledge of guidance' 
could have come about because of their greater opportunity for expo­
sure to an urban environment and the 'world of work' in the form it 
takes in a big city such as Johannesburg. The Group 3 guidance 
teachers, coming as they do from semi-rural environments, do not 
have the same opportunities for learning, and, consequently, being 
able to teach their pupils, about urban environments and work oppor­
tunities. Because there is no significant difference in 'knowledge 
of guidance" between Group 2 and Group 3, it is probable that what 
knowledge the Group 3 teachers do have is as a result of their 
guidance teaching experiences. When the scores of Group 1 (the 
trained guidance teachers) and Group 3 (the untrained guidance 
teachers) are compared, however, it is readily apparent that guidance 
teaching experience is not sufficient in itself to enable a teacher 
to become an informed guidance teacher even though the Group 3 teachers 
have higher academic qualifications and more seniority. The NIPR 
training programme (Spence, 1982) appears to be able to achieve this 
aim with some success. 

Hypotheses 1 and 2 are, therefore, confirmed by the findings of the 
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present study. As no significant differences exist between 

Groups 2 and 3, hypothesis 3 is rejected. 

7. CONCLUS I ON 

7. 1 Major findings of the s tudy 

The significant difference with regard to ' knowledge of guidance' 

observed between the trained guidance teachers and both the untrained 

guidance and subject teachers is encouraging. Although it is logi­

cal to assume that trainees will score well on a test based on their 

training programme, it should nevertheless not be forgotten that the 

guidance training programme in the present study was based on the 

content of  the Department of Education and Training 's Standard 5 

syllabus. The untrained guidance teachers had not only had access 

to the syllabus but had been working with it for six months at the 

time of  testing. The lack of significant differences between the 

'knowledge of guidance ' scores of the untrained guidance teachers 

and the subject teachers ( who had had no access to the syllabus) is 

an indication that the level of  'knowledge of guidance ' observed in 

the trained guidance teachers is probably a function of the training 

programme. Thus, even though the selection of the trained guidance 

teachers was done in an unsatisfactory ad-hoc manner, it appears that 

participation in the training progranvne is nevertheless related to a 

higher level of guidance knowledge. This suggests, moreover, that 

teachers who have undergone the training programme will be able to 

function more efficiently as guidance teachers precisely because 

they know more about the subject they are meant to be teaching. 
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7.2 Limitations of the study 

There were a number of flaws in the study which may have influenced 
the results observed. In the discussion of these which fol lows , 
an attempt has been made to suggest ways in which these limitations 
could be obviated by future researchers. 

7.2.1 Sample 

No attempt was made to validate the selection by the Soweto 
principals of the teachers comprising Group 1 ,  {the trained guidance 
teachers). Although the principals were given guidelines on what 
sort of teachers to select for guidance positions (Mahlaba , note 2) , 
their choices were accepted without question. These choices may 
well have reflected their personal biases {both positive and negative) 
with regard to the introduction of guidance as a school subject , as 
well as their attitudes { both positive and negative) towards the 
teachers selected. It is possible that different results on the 
test battery may have been obtained had the members of Group 1 ,  
(the trained guidance teachers) been chosen on the basis of a 
scientific and systematic selection procedure. A further l imitation 

of the total sample is that it comprised only some higher primary 
school teachers in the Transvaal. The results may not , therefore , 
be generalized to Black higher primary school teachers in the other 
provinces , nor may they be generalized to the Black popul ation as a 
whole. 

7.2.2 Testing conditions 

The testing conditions were considerably l ess than ideal , and the 
results should , therefore , be interpreted with some caution. 
Every effort should be made by future researchers to make sure that 
testing conditions conform as closel y as possible to those under 
which the tests to be administered were standardized. In particular , 
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attempts should be made to ensure an adequate number of i nvigilators 

and to keep the numbers of subjects tested s i multaneously to a maxi­

mum of about 200. The disti nct possi bili ty exi sts that future re­

searchers , testing i n  standardi zed testi ng conditions, may obtain 

results somewhat different from those observed i n  the present study. 

7 . 3  Guidance Exami nati on 

If the Gui dance Examination were to be used again i t  would be wise 

to i ncrease the ti me allowance to 1 !  hours and to separate the 

' knowledge of guidance ' items ( 1  to 30) from the ' application of 

gui dance' i tems ( 31 to 35) ,  adm in i steri ng the latter as a separate 

test . It mi ght be instructi ve to observe the effect of an added 

time allowance on the means of group scores , and to establish 

whether there is any correlati on between ' knowledge of guidance' 

scores and ' appli cation of guidance' scores. Although the i tem ana­

lysis of the Guidance Exami nation reported in the present study re­

veals that some items have an unsatisfactory i tem validi ty coefficient , 

it is recommended that the items remain as they are and be subjected 

to another i tem analysi s after the test has been admi nistered with 

an extra time allowance and as two separate enti ties as outli ned 

earlier . It is possible that the item analys is  may yi eld different 

results. 

7 . 3  Implications of the present study 

The results of the present study suggest that the N I PR training 

programme ( Spence , 1982 ) i s  able to raise the ' knowledge of 

guidance' of a group of Black guidance teachers significantly. 
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DEPAR TMENT  OF  E D U CA T I ON AND  T RA I N I NG 

S Y L LABUS  F O R  GU I DANCE  

A .  A I M  

S TANDARD  5 

1 .  T o  a s s i s t  t h e  p u p i l i n  e x p l o r i n g a n d  d i s co v e r i n g , 

w i t h  t h e  a i d  o f  t h e  g u i d a n ce  t e a c h e r  a nd o t h e r  

s o u r c e s , h i s  i n t e r e s t s , s p e c i a l  f i e l d s  o f  a b i l i t y , 

a p t i t u d e s  a n d  p e r s o n a l i t y  t r a i t s a n d  t o  h e l p  h i m  

a c h i e v e  a b e t t e r  k no w l e d g e  o f  h i m s e l f  w i t h  r e g a r d  

t o  h i s  p o t e n t i a l i t i e s  a n d  s h o r t c omi n g s . 

2 .  T o  g u i d e  t h e  p u p i l  i n  r e g a r d  t o  h i s f u r t h e r  s t u d i e s , 

c h o i ce o f  s u b j e c t s  a n d  p r e p a r a t i o n  a nd t r a i n i n g f o r  

a f u t u r e  c a r e e r  w i t h a v i ew t o  h i s  d e v e l o p me n t  i n t o  

a h a p p y , we l l - a d j u s t e d  a nd u s e f u l  c i t i z e n  a n d  mem­

ber  o f  t he  c o mmu n i t y . 

B .  I N T R ODU C T I O N  

1 .  T h e  t a s k  o f  t h e  g u i d a n c e  t e a c h e r  i s  ma i n l y  e d u c a t i v e , 

f o r  i n  a d d i t i o n t o  g i v i n g t h e  p u p i l  i n f o r ma t i o n , t h e 

t e a c h e r  i s  a l s o  c o n c e r n e d  w i t h  a s s i s t i n g  h i m  t o  f i nd 

h i s  o w n  d i r e c t i o n  i n  l i f e a nd t o  o r i e n t a t e  h i m  c o n ­

t i n u a l l y  t o  t h e  d e m a nd s o f  a c h a n g i n g  wo r l d . 

2 .  T h e  s u c c e s s  a c h i e v e d  b y  t h e  g u i d a n ce  t e a c h e r  wi l l  

d e p e n d  l a r g e l y  o n  h i s  k no w l e d g e  o f  t he p r e s c r i b e d  

t h eme s . T h e  s t ud y  o f  p u p i l s  a s  p e r s o n s  comp r i s e s  

t h e  e x p l o r a t i o n  a n d  d i s c o v e r y  b y  t h e  p u p i l  a n d  g u i ­

d a n c e  t e a c h e r  o f  t h e  p u p i l s ' a b i l i t i e s , i n t e r e s t s  

a n d o t h e r  p e r s o n a l i t y t r a i t s . T h i s  c a n  b e  d o ne , 



94. 

i n t e r  a l i a ,  by me a n s  of t h e  a na l y s i s  o f  s c h o l a s t i c  

a c h i e v eme n t  a n d  p s y c h o l o g i c a l  t e s t  r e s u l t s a s  w e l l  

a s  b y  me a n s  o f  p e r s o n a l i n t e r v i e w s  a nd t h e  s t u d y  

o f  h ome a n d  e n v i r o nme n t a l  c i r c um s t a nc e s . 

3 .  G u i d a nc e  a s  a s u b j ec t  i s  n o t  d i f f e r e n t  f r om a n y  

o t h e r  s c h o o l  s u b j e c t  w i t h  r e g a r d  t o  p r e p a r a t i o n  o f  

l e s s o n s , d r a w i n g  u p  o f  s c h eme s o f  wo r k , e va l u a t i o n 

a n d  i n s p ec t i o n s . 

4 .  O n e  p e r i od p e r  w e e k  i s  t o  b e  d e v o t e d  t o  g r o u p  g u i ­

d a n ce  i n  e a c h  c l a s s . W h e r e  a p u p i l  r e q u i r e s  i n ­

d i v i d u a l  g u i d a n c e , e . g u  i n  r e g a r d  t o  h i s  p e r s o n a l 

p r o b l e m s  o r  a p o s s i b l e  f u t u r e  c a r e e r , t i me s h o u l d  

b e  d e v o t e d  t o  i n t e r v i ew s  w i t h  i n d i v i d u a l  p u p i l s , 

a nd / o r  t h e i r  p a r e n t s  p o s s i b l y  a f t e r  s c h o o l  h o u r s  

i n  a c c o r d a n c e  w i t h  a r r a n g e me n t s  m a d e  b y  t h e  p r i n ­

c i p a l . 

5 .  P r o b l em s  t o  b e  d e a l t  w i t h  b y  i n t e r v i ew s  a nd t h r o u g h  

i nd i v i d u a l  g u i d a n c e  m a y  v a r y  i n  n a t u r e a n d  m a y  c o n ­

c e r n t h e  c h o i c e  o f  s u b j e c t s , c h o i c e o f  i n s t i t u t i o n s  

w h e r e  s t u d i e s  s h o u l d  b e  u n d e r t a k e n , p e r s o n a l a p t i ­

t u d e s  a n d a b i l i t i e s , t r u a n c y , a d j u s tme n t  a t  s c h o o l  

o r  i n  t h e  h o me a nd e mo t i o n a l  p r o b l e m s . 

P e r s o n a l  d i s c u s s i o n s  o f f e r t h e  p u p i l  o p p o r t u n i t i e s  

t o  t a l k  o p e n l y  a b o u t  h i s  p r o b l e m s  t 9.  s o me o n e w h o  

w i s h e s  t o  h e l p  h i m . T h e  p u p i l  s h o u l d  f u r t h e rm o r e  

b e  aw a r e  t h a t  he  h a s  a s y mp a t h e t i c  a d v i s e r w h o  w i l l  

e n s u r e  t h a t  i n t e r v i e w s  w i l l  r e ma i n  c o n f i d e n t i a l . 

6 .  T h e  f i g u r e s  i n  b r a c k e t s  i n d i c a t e t h e  n u m b e r  o f  p e r ­

i o d s t h a t  s h o u l d  b e  a l l o c a t e d  t o  e a c h  s e c t i o n . 
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1 .  W h y  i s  t h e  s u b j e c t  G u i d a n c e  i n c l u d e d  i n  t h e  
c u r r i c u l u m ?  ( 1 ) 

( a )  T o  g i v e a s s i s t a n c e  t o  p u p i l s b y  s u p p l y -

i n g i n f o r ma t i o n  i n  r e g a r d  t o  e d u c a t i o n a l , 

p e r s o n a l , s o c i a l  a n d v o c a t i o n a l  m a t t e r s . 

( b )  T o  i nd u c e  p u p i l s  t o  b e  r e s p o n s i b l e , h e l p ­

f u l  t o wa r d s  o t h e r s , we l l - d i s c i p l i n e d , 

o b e d i e n t , a g o o d  e x a m p l e  t o  ot h e r s  a n d 

g e n e r a l l y w e l l - be h a v e d . 

( c )  T o  g i v e g u i d a nc e  t o  p u p i l s  i n  r e g a r d  t o  

f u r t h e r i n g t h e i r  s t u d i e s  a n d  p o s s i b l e  

f u t u r e  c a r e e r s . 

2 .  Wh a t  i s  p e r s o n a l i ty ?  ( l ) 

Pe r s o n a l i t y m e a n s  t h e  w h o l e  p e r s o n  - e v e r y t h i n g 

a b o u t  a p e r s o n . H i s  f a c e , h i s  e y e s , t h e  w a y  h e  

wa l k s , t h e  w a y  h e  s i t s , h i s  v o i c e , t h e  e x p r e s ­

s i o n  o n  h i s  f a c e , h i s  h a b i t s , h i s  c h a r a c t e r , wh a t  

h e  b e l i e v e s  a n d  e v e ry t h i ng e l s e a b o u t  h i m .  

3 .  T h e h e a l t hy p e r s o n a l i ty . ( 2 )  

T h e  c o n c e p t  " h e a l t h y  p e r so n a l i t y "  i s  w i d e  a n d  

f l e x i b l e a n d i mp l i e s  g r o w t h . N o - o ne a r r i v e s  a t  

t h e  f i n a l  g o a l  o f  b e i n g a h e a l t h y  p e r s o na l i t y . 

H e a l t h y  p e r s o n a l i t y i n d i c a t e s  t h e  d e g r e e  t o  w h i c h  

a p e r s o n  h a s  l e a r n t  t o  c o p e  e f f e c t i v e l y  w i t h  l i f e , 

i . e .  

( a ) H o w  y o u  s e e  y o u r s e l f  

T h e  f i r s t  r e q u i reme n t  f o r  t h e  h e a l t h y  p e r s o n ­

a l i t y i s  t h a t  a p e r s o n  s h o u l d  k no w  h i m se l f 

a nd s e e  h i m s e l f  a s  o t h e r s  s e e  h i m . 
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( b )  H o w  y o u  l i ke  a n d  c a r e  f o r  y o u r s e l f  

H e a l t h y  i n d i v i d u a l s  f i n d  i t  p o s s i b l e t o  

a c c e p t t h e ms e l v e s  a nd b e l i e v e  i n  t h e m s e l ve s . 

( c )  H o w  y o u  u s e  y o u r  a b i l i t i e s  

M o s t  p e o p l e  p o s s e s s  u n u s e d  a b i l i t i e s  w h i c h 

t h e y  c a n  c h a ng e  i n t o  s k i l l s . T h i s c a n  o n l y  

b e  d o ne i f  p e o p l e  a c c e p t r e s p o n s i b i l i t y f o r  

t h e i r  l i ve s .  H e a l t h y p e r so n a l i t i e s  d o  n o t  

b e l i e v e  t h a t  t h e y  a r e  c o n t r o l l e d  e n t i r e l y  b y  

c i r c u m s t a nc e s  a nd b y  t h e  p e o p l e  a r o u nd t he m . 

( d ) W h y  y o u  n e e d  t o  c o n t r o l  y o u r s e l f  

S e l f - c o n t r o l  i s  p a r t  o f  t h e  h e a l t h y  p e r s o n ­

a l i t y . A w a r e n e s s  o f  o t h e r  p e o p l e s ' n e e d s 

a nd c o n s i d e r a t i o n  f o r  o t h e r  p e o p l e s ' f e e l i n g s  

a r e  p a r t  o f  t h e  h e a l t h y  p e r s o n a l i t y . 

( e )  H o w  t o  c o p e  w i t h  y o u r  p r o b l e m s  

L i f e  i s  a c o n t i nu i n g p r o c e s s  o f  s o l v i ng e v e r y ­

d a y  p r o b l e m s  a nd t h e  m e n t a l l y  h e a l t h y  p e r s o n  

h a s  t h e  a b i l i ty t o  m a ke d e c i s i o n s  a nd t o  s o l v e 

p r o b l em s . Be  p r e p a r e d  t o  t h i n k a n d t r y  t o  

s o l v e p r o b l em s  o n  y o u r  o w n . 

( f )  H o w  y o u  a c c e p t  o t h e r s  

T h e  h e a l t h y  p e r so n a l i t y  r e s p e c t s  o t h e r  p e o p l e s ' 

f e e l i n g s  a nd o p i n i o n s . He  a c c e p t s  t h e m  a s  t h e y  

a r e  w i t h o u t  t r y i ng t o  t u r n  t h em  i n t o  w h a t  h e  

t h i n k s  t h e y  s h o u l d  b e . 

( g )  H o w  y o u  l i v e a m o n g s t  o t h e r s  

L i v i n g a mo n g s t  o t h e r s  s i mp l y  me a n s  l e a r n i ng h o w  

t o  d o  t h i n g s  i n  t h e  w a y  s o c i e t y e x p e c t s , a nd a t  

t h e  s ame  t i me l ea r n i n g w h a t  y o u  c a n  e x p e c t  f r o m  
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s o c i e t y . I t  me a n s  i n d e p e n d e n ce  w i t h i n  t h e  

b o u nd a r i e s  s e t  b y  s oc i e t y . C a r i n g  f o r  t h e  

n e e d s  o f  o t h e r s . 

4 .  I mpo r t a n t  c h a r a c t e r  t r a i t s  ( l ) 

I f  a n  i n d i v i d u a l ' s  p e r s o na l i t y i s  d e s c r i b e d , d i f ­

f e r e n t  a s p e c t s  o f  h i s  b e h a v i o u r  are a c t u a l l y  d e s ­

c r i b e d . D i f f e r e n t  a s p e c t s  r e v e a l e d  i n  t h i s  wa y a r e  

ca l l e d  p e r s o n a l i t y o r  c h a r a c t e r  t r a i t s . 

F r i e n d s h i p ,  s c h o o l  l i f e a n d  t h e  work  s i t u a t i o n a r e 

t o  a g r e a t  e x t e n t  b a s e d  o n  a n  o r g a n i z e d  b a s i s  o f  

w h i c h  a n u mb e r  o f  c h a r a c t e r  t r a i t s  a r e  t h e  f u n d a me n ­

t a l s . S ome  o f  t h e s e  c h a r a c t e r  t r a i t s  a r e t h e  f o l ­

l ow i n g  

( a ) Se l f - d i s c i p l i n e 

( b )  L o y a l t y 

( c )  H o n e s t y  

( d )  R e s p o n s i b i l i t y  

( e )  R e l i g i o u s  a t t i t u d e  

5 .  I mp o r t a n t  s o c i a l  r e l a t i o n s h i p s ( 3 ) 

T h e  i d e n t i f i c a t i o n  o f  s ome  p r i n c i p l e s  o f  g oo d  h uma n 

r e l a t i o n s h i p s a n d  i m p o r t a n t  r e l a t i o n s h i p s . 

( a )  P r i n c i p l e s  o f  g o o d  h uma n r e l a t i o n s h i p s  

P u p i l s  w a n t  t o  k n o w  t h e  h o w  o f  g o o d  h u m a n 

r e l a t i o n s h i p s . T h e  f o l l o w i n g  a r e s ome  o f  t h e  

p r i n c i p l e s  o f  g o o d  h uma n re l a t i o n s h i p s  : 

( i ) 

( i i )  

( i i i ) 

( i v )  

F r i e n d l i ne s s  

G o o d  ma n ne r s  

A p p e a r a n c e  ( g o o d  ta s t e i n  c l o t h i n g ) 

C h a r a c t e r  t r a i t s  s uch  a s  l o y a l t y , 
h o n e s t y , d e p e n d a b i l i t y a n d s e l f ­
d i s c i p l i n e ( s e e  p a r . 3 ) . 
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( b ) S o c i a l  c o n d u c t  ( l )  

M a n  i s  a s o c i a l  b e i n g  a n d  mu s t  l i ve a s  s uc h  
a c c o r d i ng t o  c e r t a i n  p r i nc i p l e s  o f  l i v i n g 
w h i c h  h e  m u s t  f o l l o w . T h e  p r i n c i p l e s  s h o u l d  
b e  a p p l i e d  : 

( i )  I n  t h e  home  s i t u a t i o n  

( i i ) I n  t he s c h o o l  s i t u a t i o n  
( i i i ) I n  p u b l i c  p l a c e s  

( i v ) A s  a c i t i z e n  

( c )  T h e  f o l l ow i n g  a r e  impo r t a n t  r e l a t i o n s h i p s  t o  b e  

me n t i o n e d  : 

( i )  T h e  r e l a t i o n s h i p  b e twe e n  c h i l d r e n  a nd 
t h e i r  p a r e n t s  

( i i ) T h e  r e l a t i o n s h i p  w i t h  e a c h  memb e r  o f  
t h e  f a mi l y  

( i i i ) T h e  r e l a t i o n s h i p  w i t h  t e a c h e r s  
( i v )  R e l a t i o n s h i p  w i t h  f r i e n d s  

( v )  T h e  r e l a t i o n s h i p  b e tw e e n b o y s  a nd g i r l s  
( v i )  T h e  r e l a t i o n s h i p  w i t h  memb e r s  o f  o t h e r  

c u l t u r a l  g r o u p s  

( d )  P e r so n a l  p r o b l em s  

E v e r y  p e r so n  h a s  t o  f a c e  p e r s o n a l  p r o b l e m s  
wh i c h  c a n  i n f l u e nce  h i s  s o c i a l  r e l a t i o n s h i p s .  
P r o b l ems  s u ch a s  s e l f - c o n s c i o u s ne s s , s t amm e r ­
i n g , e t c . c a n  b e  o v e r c ome  i f  p u p i l s  r e a l i s e  
t h a t  t h e y  ca n f a c e  a n d  s o l v e  t h e se p r o b l em s . 

6 .  L e i s u r e  t i m e  

( a ) W h a t  i s  me a n t  b y  l e i s u r e  t i m e ?  

( 1 ) 

L e i s u r e  t i me  i s  f r e e  t i me , i n  o t h e r  wo r d s  
t h o s e  m i n u t e s  a n d  h o u r s  d u r i ng w h i c h  o n e  d oe s  
n o t  w o r k  o r  s t ud y . 
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( b )  W h y  i s  l e i s u r e  t i me g i v e n  mo r e  c o n s i d e r a t i o n  

now a d a y s ?  

W o r k i n g h o u r s  a r e  g r a d u a l l y  b e i n g s h o r t e n e d . 

S h o r t e n e d  h o u r s  r e s u l t  i n  m o r e  l e i s u r e  t i me . 

( c )  D i f f e r e n t  w a y s  i n  w h i c h  l e i s u r e  t i me  c a n  b e  

s p e n t  t o  a d v a n t a g e . 

M a n y  w a y s  e x i s t  i n  w h i c h  l e i s u r e  t i me c a n  b e  

s p e n t , e . g .  h o b b i e s , r e a d i n g , c u l t u r a l  a c ­

t i v i t i e s  e t c . I t  i s  i m p o r t a n t , h ow e v e r , t h a t 

a l l  l e i s u r e  t i me  s h o u l d  n o t  b e  s p e n t  i n  t h e  

s a m e  ma n n e r . 

Le i s u r e  t i me s h o u l d  p r o v i d e  a l s o f o r  s p o r t  

a c t i v i t i e s . A d v a n t a g e s  o f  p a r t i c i p a t i o n  i n  

s p o r t  i n c l u d e  i n d i v i d u a l  p h y s i c a l  d e v e l o p ­

me n t , h e a l t h y  comp e t i t i o n  b e twe e n  i n d i v i d ­

u a l s  o r  a s  a t e am b e tw e e n  s c h o o l s , d e v e l o p ­

me n t  o f  c e r t a i n  c h a r a c t e r  t r a i t s  s uc h  a s  

u n s e l f i s h ne s s , a h e a l t h y  t e a m  s p i r i t  a n d 

a d h e r e n c e  t o  t h e  r u l e s  o f  t h e  g a me . 

T h e  t y p e  o f  s p o r t s e l e c t e d  w i l l  b e  d e t e r ­

m i n e d  b y  f a c i l i t i e s  a v a i l a b l e  a n d  t h e  p u p i l s ' 

a b i l i t i e s  a n d  i n t e r e s t s . 

7 .  W h a t  i s  t h e  v a l u e o f  e d u c a t i o n ?  

( a )  E d u c a t i o n  d e v e l o p s  p e r s o n a l i t y , c h a r a c t e r 

a n d a b i l i t i e s . 

( l )  

( b )  P u p i l s  a r e t r a i n e d  f o r  r e s p o n s ibilit y , g o o d  

s t a n d a r d s  o f  c o n d u c t  a n d  e x em p l a r y b e h a v i o u r . 

( c )  E d u c a t i o n  p r o v i d e s  t r a i n i n g  a n d d e v e l o p me n t  

o f  me n t a l  s k i l l s  a n d  s t i mu l a t e s l o g i c a l  

t h i n k i n g . 

( d )  E x p a n d s  p u p i l ' s  k no w l e d g e  a n d s t i mu l a t e s  i n ­

c l i n a t i o n  f o r  f u r t h e r  s t u d y . P r e p a r e s  h i m 

f o r  s u c h  s t u d i e s . 
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( e )  E q u i p s  o n e f o r  t h e  f u t u r e  a nd f o r  e a r n i n g  a 

l i v i n g . 

( f )  T e a c h e s  p u p i l  h ow  t o  b e  a u s e f u l  c i t i z e n  w h o  

w i l l  t a k e  h i s  p r o p e r  p l a c e  i n  t h e  c o mmu n i t y . 

( g )  P r omo t e s  r e l i g i o u s  o u t l o o k . 

8 .  T h e  d i f f e r e n ce  b e twee n a p r i ma r y  s c h o o l  a n d  a 
s e c o n d a r� s c h o o l  ( l ) 

9 .  

( a )  T h e  p r i m a r y  s c h o o l  y e a r s  r e p r e s e n t  a p e r i o d 

o f  a d j u s t me n t  t o  t h e  s c h o o l  s i t u a t i o n  a n d  t o  

t h e  r e q u i r e me n t s  o f  t h e  s e c o n d a r y  s c h o o l  

s t a g e . 

( b )  W h a t  i s  e x p e c t e d  o f  t h e  s e n i o r  p u p i l s  o f  a 

p r i m a r y  s c h o o l ?  

( i ) s e t t i n g  a g o o d  e x amp l e  t o  j u n i o r  
p u p i l s i n  r e g a r d t o  b e h a v i o u r  a n d 
o b e y i n g s c h o o l  r u l e s ; c o - o p e r a t i n g  
w i t h  s c h o o l s t a f f  a n d f e l l o w - p u p i l s ; 

( i i )  mo r e  i n d e p e n d e nce  a n d  g r e a te r  r e s ­
p o n s i b i l i t y i n  w o r k  a nd s c h o o l a c t i v ­
i t i e s , e . g .  h omewo r k , s e l f - s t u d y , 
s c h o o l  compe t i t i o n s , s p o r t . 

( c )  S e c o n d a r y  s c h o o l  o f f e r s  c h o i c e o f  s u b j e c t s ; 

s u b j e c t  t e a c h e r s  a s  o p p o s e d  t o  c l a s s  t e a c h e r s  

o f  p r i ma r y  s t a n d a r d s ; n e c e s s i t y o f  i mp ro v i n g 

we a k  s u b j e c t s  t o  e n s u re g o o d  p r o g r e s s  i n  s e c -

o n d a r y  c l a s s e s . 

T h e  s c h o o l ( 2 )  

( a )  R u l e s : S pec i f i c  r u l e s  o f  t h e  s c h o o l  t o  b e  

d e a l t  w i t h  b y  t e a c h e r . 

( i )  W h y  r u l e s  a r e n e c e s s a r y  

f o r  o r d e r l i ne s s , g o o d  d i s c i p l i n e , g o o d  
r e l a t i o n s h i p s , t o  e n s u re t i d i n e s s , e . g . 
s c h o o l  d r e s s , c l a s s r o om , b u i l d i n g s , 
s c h o o l  g r o u n d s . 
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( i i )  Why  r u l e s  sh o u l d  b e  obeyed  
t o  e n sure  h e a l thy  g rou p b e h a v i o u r ; 
r u l e s  a re  conduci ve  to  good  p r o g r e s s  
i n  e d u ca t i o n ; cu l t i va tes  good  n e i g h ­
bou r l i ne s s . 

( i i i ) C l a s sr o om r u l e s  
ne a t ness  o f  p u p i l s , t i d i ne s s  o f  c l a ss ­
r oom , s i l e nce  i n  a b se nce  o f  teache r , 
p o l i te n e s s  t ow a r d s  o th e r s , o r de r l i ne s s  
o n  e n t e r i n g  a nd l ea v i n g  c l a s sroom . 

( i v )  A u t ho r i t y 
recog n i t i on o f  the  a u t h o r i ty  o f  p refec t s , 
t e ache r s , p r i n c i p a l s  a nd school  c ontro l ­
i n g  b od i e s .  

( b )  D i sci p l i ne : W hat  d i sc i p l i ne i s  a nd why  s hou ld  
a scho o l  i n s i s t  o n  d i sc i p l i ne ?  

( i ) L a c k  o f  d i sc i p l i ne l e a d s  to  p r o b l ems  o f  
b e h a v i ou r . 

( i i )  D i s c i p l i ne e n s u r e s  good  p rogress  i n  
scho o l  wo rk . 

( i i i ) D i sc i p l i ne l e a r n t  a t  s chool  a l so  a p ­
p l i e s  to  the  home  and  commun i ty . 

( i v )  T he a im o f  the  i nd i v i d u a l  s h o u l d  be  to 
p r a c t i se se l f - d i s c i p l i ne in conduct , 
wor k  a nd s t u d y . 

( c )  B e h a v i our : Why  i s  good  b e h a v i o u r  d e s i r a b l e ?  

( 1 )  Be h a v i o u r  i n  t h e  c l a s sr oom , s choo l , 
h ome  a nd communi ty . 

( i i )  Be h a v i ou r  towards  o t her  p u p i l s , t ea ­
c h e r s , e l d e r s , s t r ang e r s . 

( i i i ) Show i n g  r e s p e c t  towards  l e a d e r s  i n  
t h e  commu n i t y  a nd s u p e r i o r s . 

( i v )  E xemp l a r y  b e h a v i o u r  f o r  sake  o f  
school ' s  g o o d  name . 

( v )  G ood  t rea tme n t  o f  a n i ma l s , p r o p e r t y  
a n d c ommun i t y  f a c i l i t i e s  ( b u ses , 
t ra i n s , p u b l i c  c onve n i e nces ) .  

( v i )  C a r e  o f  e n v i ronme n t . ( P rev e n t i n g  
v e l d  f i re s , l i t te r i n g , c ontami n a t i o n  
o f  w a t e r  e t c . L o ok i n g  a f ter  t r e e s  
a nd o t h e r  p l a n ts ) .  
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( d }  A t t e nd a nc e : W h y  i s  r e g u l a r  a t t e n d a n c e  n e ce s ­

s a r y ?  

( i }  E s se n t i a l  f o r  g o o d  p ro g r e s s  a t  s c h oo l . 
A b s e nc e  r e t a r d s  i n d i v i d u a l  a n d  c l a s s  
p r o g r e s s . 

( i i }  R e g u l a r  a t t e n d a n c e  k e e p s  p u p i l s o f f  
t h e  s t r e e t s  a n d  r e d u c e s  v a g r a nc y . 

( i i i } T r u a nc y  b r e e d s  d i s h o n e s t y  a n d  b a d  
c o mp a n y , e . g .  t e l l i n g l i e s , t h e f t  a n d  
o t h e r  f o r m s  o f  m i s c o n d u c t . 

( e }  Homew o r k : W h y  i s  h omewo r k  n e c e s s a r y ?  

( i }  T o  c o n s o l i d a t e  t h e  wo r k  l e a r n t  a t  
s c h o o l . 

( i i }  T o  s u p p l eme n t  s c h o o l  w o r k . 

( i i i } A dd i t i o n a l  e x a mp l e s  ( e . g . i n  M a t h e ­
ma t i c s } g i v e s  p r a c t i c e . 

( i v }  P r o g r e s s  i s  s t i m u l a t e d  ( b o t h  i n d i ­
v i d u a l  a nd c l a s s  p r o g r e s s ) .  

{ v )  G ood  s t u d y  h a b i t s  a n d  w o r k  h a b i t s 
a r e  d e v e l o p e d  ( i n d e p e n d e n c e , a c c e p t ­
i n g r e s p o n s i b i l i t y ) . 

( f ) Homewo r k  s h o u l d  b e  d o n e  

( i }  H omewo r k  s h o u l d  b e  a p u p i l ' s  o w n  
e f f o r t . 

( i i )  P u p i l s s h o u l d  h a v e  a s e t  ti me  f o r  
d o i ng h omewo r k  ( p l a n n i n g ) . 

( i i i ) W h e r e  f a v o u r a b l e  f a c i l i t i e s  a r e  
a v a i l a b le , t h e s e  s h o u l d  b e  f u l l y 
u s e d  f o r  d o i n g h omewo r k , e . g .  i n  
c l a s s r oom  o r  l i b r a r y . 

( i v )  H ome w o r k  s h o u l d  b e  n e� t l y  d o n e , a s  
w i t h  a l l  s c h o o l  wo r k . 

1 0 . T h e  u s e  a nd p u r p o s e  o f  t h e  l i b r a ry ( l )  

( a )  R e a d i n g i s  e n c o u r a g e d  a n d  g o o d  r e a d i n g h a b i t s 
a r e  c u l t i v a t e d . 

( b )  R e a d i n g i s  d o ne  t o  g a i n  i n f o rma t i o n  o r  t o  
a c q u i r e k n owl e d g e . 
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( c )  To e x p a nd o ne ' s  v o c a b u l a r y  a n d  i n c r e a s e  o n e ' s  

s p e e d  o f  r e a d i ng . 

( d )  R e a d i n g  f o r  p l e a s u r e  a n d  s p e n d i n g  o n e ' s  l e i ­

s u r e  t i me p r o f i t a b l y .  

L i b r a r i e s  f o r  c h i l d r e n  

( a )  P u b l i c  l i b r a r y . 

( b )  S c h o o l l i b r a r y . 

( c )  Own  o r  f a m i l y ' s  p r i v a t e l i b r a r y . 

L i b ra r y  m a t e r i a l s  

( a )  B o o k s . 

( b )  N o n - b o o k  ma t e r i a l s : n e w s p a p e r s , ma g a z i n e s , 

j o u r n a l s  a n d o t h e r s . 

H o w  t o  r e a d : 

W i t h  c o n c e n t r a t i o n  a n d  u n d e r s t a n d i n g . I n  g o o d  

l i g h t . C o r r e c t  p o s t u r e . 

1 1 . T e s t s  a n d e x a m i n a t i o n s  

( a )  T e s t s : W h y  a r e  t e s t s  i n  s c h o o l  w o r k  n e c ­

e s s a r y ?  

( i )  P u p i l s  a r e  c om p e l l e d  t o  r e v i s e  wo r k  
d o n e . 

( l ) 

( i i )  T e s t s  mea s u r e  wh e t h e r  wo r k  w a s u n d e r ­
s t o o d  a n d o b s e r v e d . 

( i i i ) L e a r n i n g p r o c e s s  i s  s t i mu l a t ed . 
( Te s t s  f o r m  p a r t  o f  t e a c h i n g  me t h o d ) .  

( i v )  T o  e n s u r e  t h a t c o n t e n t  o f  s y l l a b u s  
i s  c o v e r e d . 

( b )  E x a m i n a t i o n s  

( i )  N e ce s s i t y  o f  p r o p e r  p r e p a r a t i o n  d u r i n g  
t h e  wh o l e  y e a r . 

( i i )  P u p i l s  mu s t  g e t  p r a c t i c e i n  t e c h n i q u e 
o f  e x am i n a t i o n s . 

( i i i ) N e ce s s i t y  o f  h a v i n g  s u f f i c i e n t  r e s t  
w h e n  p r e p a r i n g f o r  e x a m i n a t i o n s . 
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( i v )  R u l e s  a p p l i c a b l e  d u r i n g e x a m i n a t i o n s  
e . g .  a b s o l u t e h o n e s t y , n o  b o o k s  o r  
n o t e s  t o  b e  b r o u g h t  i n t o  e x a m i n a t i o n  
r o om . D i s a d v a n t a g e s  o f  c r i b b i n g . 

( v )  D i f f e r e nc e s  b e t w e e n  e x t e r n a l a n d  i n ­
t e r n a l  e x a m i na t i o n s . 

1 2 . F a c i l i t i e s  f o r  f u r t h e r  e d u c a t i o n / t r a i n i n g 
a f t e r  h i g h e r  p r i m a r y c e r t i f i c a t e 

( a )  T h e  r o l e  o f  a p t i t u d e s  a n d i n t e r e s t s  i n  t h e  

c h o i c e  o f  a c a r e e r  a n d  o f  f u r t h e r  t r a i n i n g . 

( 3 )  

( b )  D e s i r a b i l i t y o f  f u r t h e r i n g  e d u c a t i o n  a f t e r  

p r i m a r y  s c h o o l , e . g .  b e t t e r  p r o s p e c t s  o f  e m ­

p l o y me n t , h i g h e r  w a g e s  a n d  i n c o m e , f u t u r e  

s e c u r i t y  a s s u r e d , g r e a t e r  c o n t r i b u t i o n  t o w a r d s  

d e v e l o p me n t  a nd w e l f a r e  o f  n a t i o n . I m p o r t a n c e  

o f  d e v e l o p me n t  o f  t e c h n i c a l  s k i l l s . 

( c )  D i f f e r e n t i a t i o n  i n  E d u c a t i o n  

( i )  D i f f e r e n c e  b e twe e n  T r a d e  a n d  V o c a t i o n a l  
S c h o o l s , S e c o n d a r y  S c h o o l s  w i t h  s p e c i a l  
d i r e c t i o n s  o f  s t u d y  ( e . g .  c o mm e r c i a l  o r  
s c i e nc e  s u b j e c t s ; H o m e c r a f t ; a g r i c u l ­
t u r e ) a n d  c o l l e g e s  f o r  A d v a n c e d  T e c h ­
n i c a l E d u c a t i o n . ( Se e  i n f o r m a t i o n  b r o ­
c h u r e  o n  T r a d e  a n d  T e c h n i c a l  T r a i n i n g , 
p a mp h l e t  1 o f  t h e  S t d 8 s y l l a b u s e s  a n d 
E . T .  3 1 8 a s  w e l l  a s  E d u c a mu s ) .  

( i i )  T r a i n i n g f a c i l i t i e s  f o r  g i r l s . 

( i i i ) N a m e s  o f  t h e  a b o v e  i n s t i t u t i o n s  w h i c h 
s e r v e t h e  a r e a  o f  t h e  s c h o o l . 

( i v )  A d m i s s i o n  r e q u i r em e n t s  f o r  e a c h  o f  t h e  
a b o v e  t y p e s  o f  s c h o o l s  a n d c o u r s e s . 

1 3 .  P a r t - t i me  s t u d i e s  

( i )  V a l ue o f  p a r t - t i me s t u d i e s . 

( i i )  D i f f i c u l t i e s  e n c o u n t e r e d  w h e n s t u d y i n g  
p a r t - t i me . 

( i i i ) O p p o r t u n i t i e s  f o r  p a r t - t i me  s t u d y , e . g .  
e x t r a -m u r a l a n d c o r r e s p o n d e n c e  c o u r s e s , 
f a c i l i t i e s  s u c h  a s  e v e n i n g  s c h o o l s  a n d  
co n t i n u a t i o n  c l a s s e s . 

( 1 )  



105. 

( i v )  P r i v a t e c a n d i d a t e s  f o r  D e p a r tme n t a l  
E x am i n a t i o n s : S t d  8 :  r e f e r  t o  P a m ­
p h l e t  I o f  S t d  8 s y l l a bu s ; S e n i o r  
C e r t i f i c a t e : r e f e r  t o  P amp h l e t  E , T .  
3 1 8 ( a ) . 

( v )  A d u l t  E d u c a t i o n 

1 4 . P l a n n i ng a n d  m o n e y  m a t t e r s  

( a )  T h r i f t  

( i )  T h e  i mp o r t a nc e  o f  t h r i f t . 

( i i )  P l a n n i n g h o w  t o  s p e nd m o n e y  w i s e l y . 

( i i i ) T h e  i m p o r t a nc e  o f  s a v i n g m o n e y . 

( b )  S a v i n g a c c o u n t s  

( i )  H o w  s av i n g a c c o u n t s  w o r k : i n t e r e s t  
o r  m o n e y  i n v e s t e d . 

( 1 )  

( i i ) H o w  t o  o p e n  a nd u s e  a s a v i n g s  a c c o u n t . 

( c )  S c h o o l  f u n d s  

W h y  s c h o o l  f u n d s  a r e  n e c e s s a r y . 

1 5 . V o c a t i o n a l  G u i d a nc e  

( a )  Wh a t  i s  V o c a t i o na l  Gu i d a nc e ?  

( 1 ) 

V o c a t i o n a l  G u i d a nc e  i s  t h e  p r o c e s s  o f  a s s i s t i n g 

t h e  c h i l d  t o  c h o o se a n  o c cu p a t i o n  a n d  t o  p r e ­

p a r e  f o r  i t . V o c a t i o n a l  Gu i d a n ce  i s  c o n c e r n e d  

w i t h  h e l p i n g p u p i l s  t o  m a k e  d e c i s i o n s  a n d p l a n ­

n i ng a c a r e e r . 

( b )  T h e  n e ce s s i t y  o f  V o c a t i o n a l  G u i d a nce  

( i ) 

( i i ) 

( i i i ) 

( i  V )  

D i f f e r e n c e s  b e twe e n  p e o p l e  a n d  
d i f f e r e nc e s  b e tw e e n  o c c u p a t i o n s . 

T h e  c o mp l e x i t y  o f  s o c i e t y a n d t h e  
wo r l d  o f  w o r k . 

T h e  i m p o r t a n ce  o f  wo r k . 

T h e  i mp o r t a n c e  o f  c h oo s i n g  t h e  
r i g h t  c a r e e r . 
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1 6 .  T h e  wo r l d  o f  wo r k  ( 1 ) 

( a )  H ow  t h i n g s  h a v e  c h a n g e d  i n  t h e  wo r l d  o f  w o r k  

Occu p a t i o n s  a re c h a n g i n g w i t h  e a c h  n ew  i n ­
v e n t i o n . M a c h i n e s  a n d t e cc h o l o g y  i n  t h e  
wo r l d  o f  wo r k . O c c u p a t i o n s  c h a n g e . Some  
o c c u p a t i o n s  b e c ome  e x t i nc t , some  r e ma i n ,  
b u t  a r e  g r e a t l y c h a n g e d , w h i l e  n ew  o c cu p a ­
t i o n s  come  i n t o  b e i n g . 

C h a n g e s  t a k e  p l a c e  i n  e v e r y  l i ne o f  w o r k  a n d  
t o d a y  e v e r y  wo r k e r  mu s t  b e  r e a d y  t o  a d j u s t 
h i s  p l a n s a s  t h e s e  c h a n g e s  i n  t h e  o c c u p a t i o n ­
a l  wo r l d  come  a b o u t . 

( b )  W h e r e  d o  p e o p l e  w o r k ?  

( i ) 
( i i ) 

( i i i ) 
( i v )  

( V )  

( v i )  
( v i i ) 

Go v e r nme n t  d e p a r tme n t s . 
I nd u s t r i e s . 
M u n i c i p a l i t i e s . 
M i n i n g comp a n i e s . 
P r i v a t e f i rms . 
F a rms . 
Own  e n t e r p r i s e . 

( c )  W h a t d o  t h e y  e a r n ?  

( i )  Some  o ccup a t i o n s  y i e l d  a h i g h e r  i n ­
come  t h a n  o t h e r s . 

( i i )  Sa l a r i e s  f o r  e x p e r i e n ced  p e o p l e  a r e  
u s u a l l y  h i g h e r  t h a n  f o r  b e g i n n e r s . 

( i i i ) U n s k i l l e d  a nd s e m i - sk i l l e d p e o p l e  e a r n  
l e s s  t h a n  s k i l l e d  p e o p l e . 
C h o i c e o f  a v oca t i o n  s h o u l d  n o t  b e  
b a s e d  o n  s a l a r y a l o n e . 

( d )  W ha t i s  t h e  c o r r e c t  a t t i t u d e  towa r d s  w o r k ?  

( i ) O n e  s h o u l d  n o t  w o r k  me r e l y  t o  make  a 
l i v i n g , b u t  a l s o f o r  p l e a s u r e  a n d  
s a t i s f a c t i o n . 

( i i )  Co n s t r u c t i v e  wo r k  d e v e l o p s  c h a r a c t e r  
a n d p e r s o na l i t y . 
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1 7 . ( a )  H o w  t o  c h o o s e  a ca r e e r  

K n ow l e d g e  o f  o c c u p a t i o n s  

T o  b e  a b l e  t o  ma k e  t h e  c o r r e c t  o c c u p a t i o n a l  

d e c i s i o n  i t  i s  n e c e s s a r y  t o  t a k e  n o t i c e o f  

n e w  o c c u p a t i o n s  a n d h a v e  a w i d e  k n ow l e d g e  

o f  d i f f e r e n t  o c c u p a t i o n s . 

S u p p l y  a n d d ema n d  o f  l a b o u r  

I t  i s  n e c e s s a r y  t o  t a k e  no t i c e o f  t h e  d e ma n d  

t h a t e x i s t s f o r  a n  o c c u p a t i o n b e f o r e  s u c h  a n  

o c c u p a t i o n  i s  f o l l o w e d . 

D e c i s i o n - ma k i n g 

B e f o r e  a d e c i s i o n i s  ma d e  t h e  a b o v e  s h o u l d 

b e  s t u d i e d  c l o s e l y  a n d  o n e s h o u l d  b e  a b s o l u ­

t e l y  s u r e  t h a t  t h e  o c c u p a t i o n  t h a t o n e  i s  

i n t e r e s t e d  i n  i s  a s u i t a b l e  o n e . 

( b )  S o u r c e s  f r om  wh i c h s e l f - k now l e d g e  c a n  be  
o b t a i n e d  

( i )  A p t i t u d e  t e s t s  ( S . A . T . B . ) 

A p t i t u d e  i s  t h e  p o t e n t i a l  a b i l i t y 
t h a t c a n  b e  d e v e l o p e d  i n  t h e  f u t u re . 

T h r o u g h  a n  a p t i t u d e  t e s t  i t  c a n  b e  
d e t e r m i n e d  a t  t h e  v e r y  b e g i n n i n g 
w h e t h e r  o r  n o t  t h e  p e r s o n  u n d e r  c o n ­
s i d e r a t i o n  h a s  t h e  c a p a c i t y f o r  d o i n g 
t h a t w h i c h w i l l  b e  d e m a n d e d  o f  h i m  
i n  a g i v e n  s i t u a t i o n . ( A f t e r  a n a l y s i s  
o f  t e s t  r e s u l t s  t h e  t e a c h e r  c o u l d  g i v e 
g u i d a n ce  t o  p u p i l s  a s  t o  w h a t d i re c t i o n s  
s h o u l d  b e  f o l l o w e d ) .  

( i i )  S c h o l a s t i c a c h i e v eme n t s  

A p u p i l ' s  s c h o l a s t i c  a c h i e v eme n t s  s u p p l y  
a p i c t u r e o f  h i s  i n t e r e s t s a n d a b i l i t i e s  
a n d ca n b e  v a l u a b l e  i n f o rm a t i o n towa r d s  
d e c i d i n g o n  a f u t u r e  c a r e e r . 

( c )  T h e  r o l e  o f  wome n 

G r e a t  c h a n g e s  h a v e  t a k e n  p l a c e f o r  wome n i n  
t he wo r l d  o f  w o r k . T h e  o c c u p a t i o n a l  f i e l d  h a s  
b e c ome  o p e n  t o  wome n . V e r y  f e w  r e s t r i c t i o n s  
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e x i s t  o n  wh i c h o c c u p a t i o n s  c a n  be f o l l ow e d  
b y  wome n . A l mo s t  a ny o c c u p a t i o n  t o d a y  ca n 
b e  f o l l ow e d  b y  a woma n . 

1 8 . L e v e l s  o f  empl oyme n t  

T h e  l e v e l  o f  a n  o c c u p a t i o n  d e p e n d s  o n  t h e  s k i l l s  

i n v o l v e d  a n d  o n  t h e  t r a i n i n g r e q u i r e d  ( f o rma l 

e d u c a t i o n  a n d  s p e c i a l  t r a i n i n g ) .  

( a )  U n s k i l l e d  

( l )  

A n  u n s k i l l e d  o c c u p a t i o n  i s  o n e  f o r  w h i c h n o  

f u r t h e r  t r a i n i n g i s  n e c e s s a r y , e . g .  c l e a ne r , 

d o c k w o r k e r , f a c t o r y - h a n d , l a b o u r e r . T h e  

c h a n c e  f o r  p r omo t i o n  i n  t h i s  k i n d o f  o c c u p a ­

t i o n i s  v e r y  l o w . 

( b )  S e m i - s k i l l e d  

A s e m i - s k i l l e d  o c c u p a t i o n  i s  o n e  f o r  w h i c h  a 

c e r t a i n  a mo u n t  o f  b a s i c  e d u c a t i o n a l  t r a i n i n g  

i s  r e q u i r e d . W o r k  o p p o r t u n i t i e s , c o n d i t i o n s 

o f  emp l o y m e n t  a n d wa g e s  a r e n o t  v e r y  g o o d  i n  

t h e s e  o c c u p a t i o n s . 

( c )  S k i l l e d  

A s k i l l e d o c c u p a t i o n  i s  a n  o c c u p a t i o n  f o r  

w h i c h  s e v e r a l  y e a r s  o f  t r a i n i n g i s  n e c e s s a r y  

( a  h i g h  l e v e l o f  d e x t e r i t y  i 5  r e q u i r e d ) .  

T h e  f o l l ow i n g  a r e  e x a mp l e s  o f  s k i l l e d o c c u p a ­

t i o n s : t h e  mo t o r  m e c h a n i c , t h e we l d e r  a n d  

me t a l  wo r k e r , t h e  e l e c t r i c i a n  a nd t h e  t a i l o r . 

( d )  P r o f e s s i o n s  

O c c u p a t i o n a l  p o s i t i o n s  f i l l e d  b y  a c a d e m i c a l l y  

q u a l i f i e d  p e r s o n s , u s u a l l y  g r a d u a t e s , w h o  

s p e c i a l i s e i n  a ce r t a i n  d i r e c t i o n , a r e  c a l l ed 

p r o f e s s i o n s  ( d o c t o r s , a t t o r n e y s , s o c i a l  w o r ­

k e r s , p h a rma c i s t s , e t c . ) .  
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1 9 . T h e  w o r k  we  d o  

( a )  W o r k  t o  f u l f i l  o u r  n e e d s  

Pe o p l e  d o  n o t  me r e l y  " o r k  t o  m a k e  a l i v i n g . 

T h e y  w o r k  t o  f u l f i l  n e e d s  s u c h  a s : 

( i )  B i o l o g i ca l  n e e d s  f o r  s u r v i v a l : 
f o o d , s h e l t e r  a n d  s e c u r i t y . 

( i i )  S o c i a l  n e e d s : t o  j o i n  a n d  b e  a n  a c ­
c e p t e d  memb e r  o f  a g r o u p . 

( 2 ) 

( b )  S o u r c e s f r o m  w h i c h i n f o rma t i o n  o n  o c c u p a t i o n s 
c a n  b e  g a i ne d  

( i )  E d uc am u s  

M o n t h l y  v o ca t i o n a l  g u i d a n ce  a r t i c l e s  
p u b l i s h e d . 

( i i )  P r o g r e s s  

A r t i c l e s  o n  v o c a t i o n s . 

( i i i ) U n i v e r s i t y c a l e n d a r s  

D i f f e r e n t  c o u r s e s  t h a t  c a n  b e  t a k e n  
a s  we l l  a s  t h e  d i f f e r e n t  s u b j e c t s  t h a t 
mu s t  b e  t a k e n  f o r  ce r t a i n  c o u r s e s . 

( i v )  News p a p e r s  

A d v e r t i s e me n t s  o f  o c c u p a t i o n s  a s  we l l  
a s  g e n e r a l v o c a t i o n a l  i n f o rma t i o n . 

( v )  C a r e e r  g u i d e s  

2 0 . C l a s s i f i c a t i o n  o f  o c c upa t i o n s 

( a )  W o r k  o p p o r t u n i t i e s  

( l ) 

( l ) 

F o r  t h e  p u p i l  w h o  l e a v e s  s c h o o l  a f t e r  S t d  5 

o n l y  a l i m i t e d  r a n g e  o f  u n s k i l l e d  o ccu p a t i o n s  

i s  p o s s i b l e , e . g .  

H o u s e wo r k e r s , o f f i c e - h a n d s , h o t e l ma i d s , me s ­

s e n g e r s , c l e a n e r s , r o a dw o r k e r s , d o c k wo r k e r s , 

r a i l wo r k e r s , f a rmha n d s , a r t i s t s , a c t o r s , 

m u s i c i a n s . 

( b )  S t u d y  o f  o c c u p a t i o n s  i n  w h i c h p u p i l s  i n  t h e  

c l a s s  a r e  i n t e r e s t e d . ( 4 ) 



1 1 0 . 

A b r i e f  a n a l y s i s  o f  a t  l e a s t  f i v e s u i t a b l e  

o c c u p a t i o n s . 

T h e  f o l l o w i n g  s c h e me s h o u l d  b e  u s e d : ( S e e  

a l s o  t h e  a r t i c l e s  o n  v o c a t i o n a l  i n f o r ma t i o n  

i n  E d u c a mu s ) .  

( i ) 

( i i ) 

( i i i ) 

( i v ) 

( V ) 

( V i ) 

N a t u r e  o f  t h e  w o r k . 

W o r k i n g  c o n d i t i o n s . ( I s  t h e  w o r k  i n ­
d o o r s  o r  o u t d o o r s  a nd w h a t a r e  t h e  
wo r k i n g h o u r s ? ) .  

T r a i n i n g a n d e n t r a n c e  q u a l i f i c a t i o n s . 
( T h e  r e q u i re d  s c h o o l  q u a l i f i c a t i o ns 
a n d  e v e r y t h i n g a b o u t  t r a i n i n g ) .  

Q u a l i t i e s  n e c e s s a r y  f o r  s u c ce s s . 

I m p o r t a n c e  o f  t h e  w o r k  a n d t h e  r o l e  
i t  p l a y s  i n  s o c i e t y . ( H o w  d o e s  i t  
s e r v e  s o c i e t y ? ) .  

R e l a t e d  o c c u p a t i o n s . ( T o w h i c h  o t h e r  
o c c u p a t i o n s  i s  t h e  p a r t i c u l a r  o c c u p a ­
t i o n  r e l a t e d ? ) .  

2 1 . H o w  t o  f i n d empl oyme n t  a n d  h o w  t o  app l y  f o r  i t  

( a )  H o w  t o  f i n d w o r k  

( i )  H e l p  f r om  wo r k i n g p e o p l e . W o r k i n g 
p e o p l e  w i l l  b e  a b l e  to  s u p p l y t h e  
n e c e s s a r y  i n f o r ma t i o n . 

( i i )  A d v e r t i s e m e n t s  i n  ne w s p a p e r s  

T h e  " wa n t - a d " s e c t i o n s  o f  n e w s p a p e r s 
a r e  p o p u l a r  p l a c e s  t o  l o o k  f o r  i n f o r ­
ma t i o n  c o n c e r n i n g  o c c u p a t i o n s . 

( i i i ) E m p l o y me n t  a g e n c i e s  

E m p l o y me n t  a g e n c i e s  a r e s p e c i a l  o r ­
g a n i z a t i o n s  t h a t h e l p  p e o p l e  f i n d  
wo r k . 

( i v )  A d v e r t i s i n g f o r  wo r k . 

{ b ) H o w  t o  a p p l y  f o r  w o r k  

T h e  i m p o r t a n c e  o f  t h e  e m p l o y me n t  i n t e r v i ew ; 
l e t t e r  o f  a p p l i c a t i o n , t h e  c o m p l e t i o n  o f  t h e  
a p p l i c a t i o n f o r m . 
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2 2 . Requ i r e me n t s  f o r  s u c c e s s  i n  a ny v o ca t i o n  

( a )  T h e  w o r k  s i t u a t i o n  

( i )  T i me c o n s c i o u s n e s s  

T h e  emp l o y e e  s h o u l d  b e  p u n c t u a l  a n d  
m a k e  t h e  b e s t  u s e o f  t h e  t i me a v a i l ­
a b l e . 

( i i )  O e v o tl o n  t o  s t u d y  

( l ) 

N e w  t e c h n i q u e s  a nd m e t h o d s  s h o u l d  b e  
s t u d i e d  b y  t h e  e m p l o yee  a n d h e  s h o u l d  
b e  w i l l i n g  t o  l e a r n  wh a t  i s  r e q u i r e d  
o f  h i m . 

( i i i )  W i l l i n g n e s s , s e n s e  o f  r e s p o n s i b i l i t y , 
d e p e n d a b i l i t y 

T h e  emp l o y e e  s h o u l d  b e  a b s o l u t e l y  
w i l l i n g t o  d o  w h a t  i s  r e q u i r e d  o f  h i m  
t o  t h e  b e s t o f  h i s  a b i l i t y . 

( i v )  T h o r o u g h n e s s  

A l l  wo r k  a nd d u t i e s  t o  be  p e r f o rmed  
s h o u l d b e  d o n e c o r r e c t l y , n e a t l y  a n d  
w i t h  p r e c i s i o n . 

( v )  P r o d u c t i v i t y 

A s  m u c h  w o r k  a s  p o s s i b l e  s h o u l d  b e  
d o ne . T h e  a m o u n t  o f  w o r k  d o n e s h o u l d  
s a t i s f y  t h e  n e e d s  o f  t h e  emp l o y e r . 

( v i )  Mo t i v a t i o n  i n  a c a r e e r  

I t  i s  n e c e s s a r y  t h a t t h e  emp l o y e e  
s h o u l d  s t r i v e f o r  t h e  b e s t  p o s i t i o n 
a n d f o r  p r omo t i o n  a c c o r d i n g t o  h i s  
a b i l i t y . 

( b )  W o r k  r e l a t i o n s h i p s  

( i )  E m p l o y e r -emp l o y e e  

A c e r t a i n  r e l a t i o n s h i p  s h o u l d  e x i 5 t  
b e twe e n  t h e  emp l o y e r  a n d e m p l o y e e . 
T h i s  r e l a t i o n s h i p  s h o u l d  a l w a y s  b e  
o n e  o f  p o l i t e ne s s  a nd mu t u a l  r e s p e c t . 

( i i ) B e t we e n  c o -wo r k e r s  

C o - wo r k e r s  n e e d  e a c h  o t h e r , t h e y  c a n  
h e l p  e a c h  o t h e r . C o -wo r k e r s  f o rm 
p a r t  o f  t h e  s o c i a l  g r o u p  w i t h  w h i c h 
y o u  a r e  g o i n g  t o  b e  i d e n t i f i e d , t h e y  
f o rm c e n t r a l  f i g u r e s  i n  y o u r  l i f e . 
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( i i i ) O u t s i d e  r e l a t i o n s h i p s  ( pu b l i c ) 

Memb e r s  o f  t h e  p u b l i c  w h o  m i g h t  come  
i n t o  c o n t a c t  w i t h the  e mp l o y e e  s h o u l d  
a l wa y s  b e  t r e a t e d  w i t h  r e s p e c t , c o u r ­
t e sy , p o l i t e ne s s  a n d  h e l p f u l n e s s . 

T h i s  i s  n o t a n  e x a m i n a t i o n  s u b j e c t . 



1 1 3 . 

APPE N D I X  B 

M EMORANDUM  T O  A L L  P R I N C I PALS  OF  SOW E T O  

H I GH E R  P R I MA R Y  A N D  C OMB I N E D  SCHOOLS  



1 14. 

G U I DANCE  T EACHER  T RA I N I N G  PR OGRAMME  

B y  t he  end  o f  M a y  1 9 8 2 , a p p r o x i ma t e l y  2 8 0 t e a c h e r s  of  G u i ­

d a n c e  a t  t h e  H i g h e r  P r i ma r y  s c h o o l s  i n  Sowe t o  ( i . e .  o n  t h e  

a v e r a g e  o f  2 p e r  s c h o o l )  w i l l  h a v e  c omp l e t e d  t h e  Gu i d a n c e  

T e a c h e r  T r a i n i n g P r o g r amme d e v i s e d  a n d p r e s e n t e d  b y  t h e  

N a t i o n a l  I n s t i t u t e  f o r  P e r s o n n e l  R e s e a r c h  ( N I P R ) a t  t h e  r e ­

q u e s t  o f  t h e  J o h a n n e s b u r g  R e g i o n  o f  t h e  D e p a r tme n t  o f  E d u c a ­

t i o n  a nd T r a i n i n g . 

T h e  t e a c h e r s  w ho  h a v e  b e e n  i n v o l v e d  i n  t h i s  t r a i n i n g  p r o ­

g r amme , a s  we l l  a s  t h e  t r a i n i n g  p r o g r amme i t s e l f , h a v e  b e e n  

i mp o r t a n t  p i o n e e r s  i n  t h e  i n t r o d u c t i o n  o f  t h e  s u b j e c t  Gu i ­

d a n c e  t o  t h e  H i g h e r  P r i m a r y  s c h o o l s . B eca u s e  G u i d a n ce  a s  a 

s u b j e c t  a nd t h e  q u a l i t y o f  t h e  p e r s on c h o s e n  to  b e  a G u i ­

d a n ce  t e a c he r a r e  s o  i mp o r t a n t , i t  is  e s s e n t i a l  t h a t r e ­

s e a r c h  b e  d o ne a s  f a r  a s  t h e  s e l e c t i o n  a n d  t r a i n i n g o f  f u ­

t u r e  G u i d a nc e  t e a c h e r s  i s  c o n c e r ne d . T h e  N I P R h a s  u n d e r ­

t a k e n  t o  d o  t h i s  r e se a r c h . 

I n  o r d e r  t o  a s s i s t  t h e  N I P R w i t h  t h e i r  r e s e a r c h , t h e p r i n ­

c i p a l s  o f  t h e  H i q h e r  P r i m a r y  s c h o o l s  i n  Sowe t o  a r e  o n c e  

�g a i n  b e i n g  a s k e d f o r  t h e i r  co - o p e r a t i o n . T h e y  a r e  b e i n g 

r e q u e s t e d  t o  c h o o s e  a no t h e r  two  t e a c h e r s  f r om  t h e i r  s t a f f , 

f o r  o n e  mo r n i ng o n l y . T h e s e two  t e a c h e r s  s h o u l d  b e  a s  s i mi ­

l a r  a s  p o s s i b l e  t o  t h e two  g u i d a n ce  te a c h e r s  w h o  w e r e  c h o s e n  

a t  t h e  b e g i n n i n g o f  1 9 8 2  w i t h  r e s p e c t  t o  f o u r  im p o r t a n t  

c h a r a c t e r i s t i c s . 



( a ) a g e  

( b )  s e x  

( c )  l e v e l  o f  e d u c a t i o n  

1 1 5 .  

( d )  y e a r s  o f  t e a c h i n g e x p e r i e n c e  

T h e y  s h o u l d , h o w e v e r , n o t  b e  G u i d a n c e  t e a c h e r s a n d , a s  f a r  

a s  p o s s i b l e , n o t  b e  t e a c h e r s  w h o  w e r e  c o n s i d e r e d  a s  p o s ­

s i b l e  G u i d a n c e  t e a c h e r s . 

T h e s e t w o  n o n - G u i d a n c e  t e a c h e r s , a s  w e l l a s  t h e  t w o  G u i d a n c e  

t e a c h e r s ,  w i l l  b e  r e q u i r e d  t o  a t t e nd a n  e v a l u a t i o n  se s s i o n  

f o r  o n e  f u l l  m o r n i ng o n  F r i d ay , 2 8  M a y  1 9 8 2  a t  t h e  J a b u l a n i  

T e c h n i c a l  H i g h  S c h o o l  H a l l , b e g i n n i n g  a t  0 8 h 00 . 

T h e  t e a c h e r s s h o u l d  a l l  b e  t o l d  t h a t  : 

. ( a )  t h e y  a r e g o i n g  t o  c o mp l e t e  q u e s t i o n n a i r e s  i n  c o n n e c t i o n  

w i t h  r e s e a r c h  i n t o  t h e  s e l e c t i o n  a n d  t r a i n i n g o f  f u tu r e  

G u i d a n c e  t e a c h e r s  

( b )  t h e y  w i l l  b e  b u s y  w i t h  t h e  q u e s t i o n n a i r e s  u n t i l a p p ro x ­

i m a t e l y  1 3 h00 . 

Y o u r  c o - o p e r a t i o n  i n  t h e  c h oo s i n g o f  t h e  n o n - Gu i d a nc e  t e a ­

c h e r s  a s  we l l  a s  y o u r  ma k i n g a v a i l a b l e  4 memb e r s  o f  y o u r  

s t a f f  o n  o n e  m o r n i n g i s  v e r y  mu c h  a p p r e c i a t e d . S h o u l d  a n y 

o f  t h e  p r i n c i p a l s  b e  i n t e r e s t e d  i n  t h e  r e s u l t s  o f  t h e  f u l l  

r e s e a r c h  p r o g r a mme , c o p i e s  o f  t h e  r e s e a r c h  r e p o r t  w i l l  b e  

a v a i l a b l e  t o  t h em f r ee  o f  c h a r g e , o n  r e q u e s t .  
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APPEND I X  C 

GU I DANCE  E XAM I NA T I ON 



NAME 

1 1 7 . 

NUMBER  

COUNC I L  F OR SC I E N T I F IC AND I ND U S TRI AL  RESEARCH  
NAT I ONAL  I NS T I T U TE FOR  P E R SONNEL R E SEARCH  

SOW E TO H I G H E R  P R I MARY  SCHOOL  G U I DANCE  TEACHER  
T R A I N I NG P ROGRAMME  G U I DANCE  E XAMI NA T I ON 

T I M E  L I M I T  ONE  HOUR  

I N S T R U C T IONS  Wr i t e y o u r  a n swe r s  to  t h e  q u e s t i o n s  d i r e c t l y  
o nto  t h i s  q u e s t i o n  p a p e r . A nswer  A L L  q u e s ­
t i o n s . 

1 .  N ame  t h e  4 d i f f e r e n t  t y p e s  o f  G u i d a n c e .  

( a )  

( b )  

( C )  

( d )  

2 .  Name t h e  2 d i f f e r e n t me t h o d s  o f  g i v i n g  Gu i d a n c e  

( 4 )  

t o  p u p i l s . ( 2 )  

( a ) 

( b )  

3 .  G i v e  2 r e a s o n s  f o r  why  Gu i d a n c e  h a s  b e e n i n t r o d u c e d  
a s  a s u b j e c t  i n t o  o u r  s c hoo l s . ( 2 )  

( a )  

( b )  

4 .  Name  4 c h a r a c t e r i s t i c s  o f  a g ood  Gu i d a nc e  t e a c h e r . ( 4 )  

( a )  

--
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( b )  

( C )  

( d ) 

5 .  Name  a n y  4 a r e a s  i n  wh i c h  a p e r s o n  s h o u l d  k n ow  
h im se l f  i n  o r d e r  t o  b e  a b l e  t o  s a y  t h a t  h e  h a s  
" s e l f - k n o w l ed g e " . ( 4 )  

( a )  

( b )  

( c )  

( d ) 

6 .  D e s c r i b e  2 wa y s  i n  w h i c h  a Gu i d a nce  t e a c h e r  c a n  
he l p  a p u p i l t o  l e a r n  t o  k now h i m se l f . � 4 ) 

( a )  

( b )  

7 .  Name  a n y  4 c h a r a c t er i s t i c s  o f  t h e  " h e a l t h y  
p e r son a l i t y " .  

( a )  

{ b ) 

( C )  

( d ) 

8 .  Name a n y  4 " r o a d b l o c k s "  t o  e f f e c t i v e c o u n se l l i n g / 

( 4 )  

commu n i ca t i o n  w i t h  a p u p i l . ( 4 )  

( a )  
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( b )  

( C )  

( d )  

9 .  D e s c r i b e  2 s i t u a t i o n s  i n  w h i c h  i t  i s  n o t  a d v i s ­
a b l e  f o r  a G u i d a n c e  t e a c h e r  t o  a t t em ptt"o d e a l  
w i t h  a p u p i l ' s  p e r s o n a l  p r o b l e m s . ( 2 )  

( a )  

( b )  

1 0 . N a me 4 i m p o r t a n t  s o c i a l  r e l a t i o n s h i p s  i n  t h e  l i f e 
o f  a S t a n d a r d  5 p u p i l . ( 4 ) 

( a ) 

( b )  

( C )  

l d )  

1 1 . N a me  2 w a y s  i n  wh i ch a s o c i a l  w o r k e r  m i g h t  b e  
a b l e  t o  r e l i e v e  t h e  Gu i d a n c e  t e a c h e r ' s  w o r k  
l o a d . 

( a )  

( b )  

1 2 . G i v e  3 r e a s o n s  f o r  w h y  a p u p i l  s h o u l d  n o t  b e c ome 
i n v o l v e d  i n  u n wh o l e s ome  ( d e s t r uc t i v e ) l e i s u r e -

( 4 )  

t i me  a c t i v i t i e s ( e . g .  s t e a l i n g , v a n d a l i sm ) . ( 3 )  

( a )  

( b )  

( C )  



1 20 . 

1 3 . D e s c r i b e 2 w a y s  i n  w h i c h t h e  G u i d a n c e  t e a c h e r  
c o u l d  e n c o u r a g e  p u p i l s  t o  b e come  i n v o l v e d  i n  
w h o l e s ome ( c o n s tr u c t i v e ) l e i s u r e - t i m e  a c t i ­
v i t i e s . 

( a )  

( b )  

1 4 . N ame  5 s y m p t om s  t o  l o o k  o u t  f o r  w h e n a t t e m p t i n g 
t o  i d e n t i f y a c h i l d  w i t h  a d r u g  o r  a l c o h o l  p r o -

( 4 ) 

b l em . ( 5 )  

( a )  

( b )  

( c )  

( d ) 

( e )  

1 5 . D e sc r i b e a me t h o d  o f  t e a c h i n g p u p i l s  a b o u t d r u g s  
a n d  a l c o h o l . 

1 6 . G i v e 3 r e a s o n s  f o r  w h y  a p u p i l  s h o u l d  d o  h o me w o r k  
a n d t e s t s  r e g u l a r l y . 

( a )  

( b )  

( C )  

1 7 . W h a t  i s  a n  " u n d e r a c h i e v e r " ?  

( 2 )  

( 3 )  

( 2 ) 

 
.;; 
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1 8 . G i v e 2 r e a s o n s  f o r  �h y a p u p i l  m i g h t  be  u n d e r -
.a Ch i e V i r1 g _-· . . ·« . • 

( 2 ) 

( a )  

( b )  

1 9 . W h a t i s  a l e a r n i ng p r o b le�? ( 2 ) 

2 0 . N ame 2 l e a r n i n g p r o b l ems  w h i c h  p u p i l s  may  ex -
p e r i e nce . ( 2 )  

( a )  
( b )  

2 1 .  · D e s c r  i b �  a me t h od o f' he l p i ng . a p u p i l  w i t h  a 
l e a r n i ng p r o b lem . ·  ( 2 )  

2 2 . N ame a ny 4 c a u se s  o f  p o o r  c o nce n t r a t i o n  a nd 
memo r y  i n  a p u p i l . ( 4 )  

( a ) 
( b )  
( c )  
( d )  

2 3 . De s c r i be a n y  2 me t h o d s  of  h e l p i n g p �p i l s to  
l e a r n  g o o d  s t u d y  h a b i t s . ( 4 )  

( a ) 



1 22 ·. 

( b )  

24 . Name  2 wa y s  i n  wh ich  i ncorrect  o r  i napprop r i a t e  
subject  cho i c e  c o u l d  a f f e c t  a pupi l .  ( 2 )  

( a )  

( b )  

2 5 . Comp l e t e  t he  f o l l owi ng  mode l o f  the  c areer  
cho i ce proce s s . ( 3 )  

26 . 

Transitional I� 
H 

Choice of 

I learning career 

Name 2 k i nd s  o f  emp loyme n t  w h i c h  cou l d  b e  o b ta i ned  
with  e ach  o f  the  f o l l owi ng l e ve l s  o f  educ a t ion . ( 8 )  

( a )  J un ior  p r imary  scho o l i ng 

( i )  

( i i )  

( b )  Sen ior  p r i mary  schoo li ng  

( i )  

( i i )  

( c )  J u n ior  secQnd ary  schoo l i n g 

( i )  
( i i )  

�nowledge 
of 
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( d ) S e n i o r  s e c o n d a r y s c h o o l i n g 

( i ) 

( i i )  

2 7 . W h a t  i s  a " s p e c i a l i z e d  s k i l l " ?  

2 8 . G i v e 2 r e a s o n s  w h y  p u p i l s  s h o u l d  d e v e l o p  s p e c i a l ­
i z e d  s k i l l s  b e f o r e  a t t em p t i n g  t o  f i nd j o b s . 

( a )  

( b )  

2 9 . N am e  t h e  4 t y p e s  o f  s p e c i a l i s t s c h oo l i n g a v a i l -

( 2 )  

( 2 )  

a b l e  t o  p u p i l s . ( 4 )  

( a )  

( b )  

( C ) 

( d )  

3 0 . N a me 3 s o u r c e s  o f  i n f o r ma t i o n  f o r  t h e  G u i d a n c e  
t e a c h e r  w h o  wa n t s  t o  g i v e h i s / h e r  p u p i l s  a c c u -
r a t e  c a r e e r s  i n f o r ma t i o n . ( 6 )  

( a )  

( b )  

( C )  

I n  t h e  f o l l o w i n g  e x t r a c t s  o f  c o n v e r s a t i o n t h e  Gu i d a n c e  
t e a c h e r ' s  l a s t  r e s p o n s e  h a s  b e e n l e f t  b l a n k . R e a d  t h e  
e x t r a c t s  c a r e f u l l y  a n d i �  e a c h  c a s e  f i l l  i n  t h e  r e s ­
p o n s e  y o u  w o u l d  m a k e . E a c h  e x t r a c t  c o u n t s  5 m a r k s . ( 2 5 )  

3 1 . G u i d a n c e  t e a c h e r  : M o s e s , t h i s  i s  t h e  t h i r d t i me t h i s 
we e k  t h a t  y o u  h a v e  c ome l a t e  t o  
s c h o o l . W o u l d  y o u  l i k e t o  t e l l  m e  
w h y ?  



M o s e s  

G u i d a nc e  t e a c h e r  

3 2 . G u i d a nc e  t e a c h e r  

T h e m b a  ( c r y i n g ) 

G u i d a n c e  t e a c h e r  

3 3 . Gu i d a n ce  t e a c h e r  

D a n i e l  

G u i d a n c e  t e a c h e r  

3 4 . Gu i d a nce  t e a c h e r  

M a r y  

Gu i d a nce  t e a c h e r  

124 . 

I t ' s  m y  o w n  b u s i ne s s . I d o n ' t  h a v e  
t o  t e l l  y o u  a n y t h i ng ! 

T h e m b a , y o u r  c l a s s  t e a c h e r  t e l l s  me 
t ha t  a f te r  c o m i ng  f i r s t  i n  c l a s s  
l a s t  y e a r , y o u  h a v e  f a i l e d  t h r e e  
s u b j e c t s  t h i s  t e r m . W h a t d o  y ou 
t h i n k  c o u l d  b e  t h e  r e a s o n ?  

I d o n ' t  k no w  • • •  I j u s t  c a n ' t  s t u d y  
p r o p e r l y  a ny m o r e  • • •  

D a n i e l , y o u r  c l a s s  t e a c h e r  t e l l s  me 
that y o u  w e r e  i nv o l v e d  in  a k n i f e ­
f i g h t  d u r i n g  b r e a k  t o d a y . W o u l d  y o u  
l i k e t o  t e l l  me  w h a t  h a p p e n e d ?  

( s i le n t , r e f u se s  t o  s a y  a ny t h i ng , 
wo n ' t  l o o k  a t  t h e t e a c h e r ) 

M a r y , y o u r  s c h o o l  f e e s  h a v e  n o t  y e t  
b e e n  p a i d . Y o u r  c l a s s  t e a c h e r  s a y s  
t h a t  y o u r  mo t h e r  t o l d  h i m  t h a t  s h e  
g a v e  t h e  m o n e y  t o  y o u  t w o  we e k s  a g o . 

W h y  s h o u l d  I s a y  a n y t h i n g ?  Y o u  w o n ' t  
b e l i e v e  m e  • • •  e v e r y b o d y ' s  a l w a y s  
a g a i n s t  me ! 



3 5 . G u i d a n c e  t e a c h e r  

1 25 .  

S i mon , I h e a r  t h a t  you  want  t o  l e a v e  
s c h o o l  a t  t h e  e n d  o f  S t a nd a r d  5 .  
Wou l d  y o u  l i k e  t o  t e l l  me  w h y ?  

S i mo n  ( he s i t a n t l y) : M y  f a t h e r  s a y s  t h a t  I s h o u l d  • • •  b u t  
I • • •  ( s i l e n t ) 

G u i d a nc e  t e ac h e r  

GRAND  T O TAL  1 2 5  MARKS  
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