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SYNOPSIS

Unlike some other Western countries, most Scottish schools do not have full-time
guidance teachers or school counsellors. In secondary schools, guidance teachers
teach and provide educational, vocational and personal guidance, but are not trained
as counsellors. Both the McCrone Report (Scottish Executive, 2001a) that focuses on
teachers, workload and stress, and the McConnell Report (Scottish Executive, 2001b)
that focuses on discipline and support for students, open up new possibilities for this
ZLGHUDQJLQJUROHWKDWKDVFKDQJHGOLWWOHVLQFHLWZDVHVWDEOLVKHGLQ7KHDUWLFOH
analyses these recent policies and some recent Scottish research to argue in favour
of introducing full-time guidance teachers/school counsellors into Scottish schools
to meet both student and teacher needs. A model of specialised and professionalised
school counselling as exists in most New Zealand secondary schools is presented
as a possible direction as Scotland reviews existing systems and addresses barriers
to learning, social inclusion and student discipline.
INTRODUCTION

There have been a number of reports and policy statements on guidance in Scottish
schools yet not much has changed since the SED outlined guidance as a part-time
SURYLVLRQLQDQGDVDSURPRWHGSRVWDWSULQFLSDORUDVVLVWDQWSULQFLSDOOHYHO
in 1971 (see: GTCS, 1998; Holm et al+RZLHVRQ 6HPSOHDE
0F/DUHQ6&&&6('62(,'
 *XLGDQFHLQ6FRWODQGLQYROYHVWKUHHDVSHFWVFXUULFXODUFDUHHUVDQGSHUVRQDO
guidance for a group of pupils by teachers who are time allocated for guidance,
but who spend a substantial time in the classroom teaching subject(s) which may
QRWQHFHVVDULO\EH3HUVRQDODQG6RFLDO(GXFDWLRQ 36(  *7&66('
6&&& 7KHODFNRIFKDQJHLVDOOWKHPRUHVXUSULVLQJZKHQWKHODVW
years have witnessed considerable socio-economic and political change as well as
changes in Scottish schools, the curriculum, students and their families and when
workload has increased for many guidance teachers. To work more effectively and
address overload a few schools have appointed full-time guidance teachers whose
subject commitment (if any) is in PSE, but this is by no means the predominant
model (Holm et al, 2001).
In order to keep the focus on future possibilities, this article does not undertake
a detailed historical account of guidance in Scottish schools nor discuss earlier
debates about the place of counselling in UK schools. Rather, it focuses on the two
recent reports from the newly formed Scottish Executive: the McCrone Report, A
Teaching Profession for the 21st Century (Scottish Executive, 2001a) and what I
term the ‘McConnell Report’ (after the Minister who commissioned the Discipline
Task Group (DTG) to formulate the report) Better Behaviour - Better Learning
(Scottish Executive, 2001b). The article uses Scottish research from six secondary
schools that were ‘illustrative of different types of schools and guidance provisions’
+RZLHVRQ 6HPSOHS DQGIURPWZR$EHUGHHQVFKRROV +ROP et al,
2001). It adds the New Zealand system of school counselling as an exemplar to



endorse the introduction of full-time guidance teachers/school counsellorsi into
secondary schools.
7KH 1HZ =HDODQG V\VWHP RI VFKRRO FRXQVHOOLQJ LV EULHÁ\ RXWOLQHG EHFDXVH
it provides the example of a national system that historically was similar to the
6FRWWLVKV\VWHPZKHQERWKZHUHVHWXS LQWKHVLQ1HZ=HDODQGDQGWKHV
in Scotland)ii. The New Zealand guidance and counselling literature has discussed
many issues that are expressed in both Scottish Executive reports, especially concerns
DERXWUROHFRQÁLFWZRUNORDGWUDLQLQJDQGFUHGLELOLW\ VHH0DQWKHL 0LOOHU
1992 for a bibliography). Unlike Scotland, the New Zealand system has changed
over the years, becoming more specialised and professionalised in the 1990s, and can
provide an indication of how Scotland might proceed. Furthermore, within education
there has been a series of policy interchanges between the New Zealand and Scotland
over a number of years. Other points of comparison of the social context between
the two countries exist, but are not elaboratediii. The article does not suggest that
Scotland should import New Zealand’s or any other country’s system as a complete
solution (discussion about other British systems are beyond the scope of this article).
Scotland’s choices depend largely on the socio-politico-educational agendas of the
Scottish Executive and the social and educational aspirations of Scottish schools.
The article suggests that although the current system may have served Scotland
well for almost 35 years, taking student and not just teacher needs into account
requires increased specialisation, appropriate post-initial teacher education and
professionalisation as Scottish schools move towards in a socially-inclusive society
in post-devolution Scotland.
POLICY RATIONALE FOR INTRODUCING FULL-TIME SCHOOL COUNSELLORS INTO
SCOTTISH SCHOOLS

Both Scottish Executive reports provide a series of recommendations that open
up the space for considering some alternative ways of dealing with students in
Scottish schools. While the McCrone Report (Scottish Executive, 2001a) has its
focus on the teaching profession, the McConnell Report (Scottish Executive, 2001b)
focuses on student behaviour/discipline. There are overlaps in their concerns about
‘indiscipline’ and its effect not only on teacher workload and stress, but also on
the actual learning opportunities of students with the Education Minister, Jack
McConnell commenting:
Good discipline—good self discipline—is an essential part of the behaviour
DQG VNLOOV WKDW FKLOGUHQ QHHG WR VXFFHHG «*RRG VFKRRO GLVFLSOLQH LV DV
essential as literacy and numeracy to maximising life opportunities (News
Release, SE1471/2001b, 19 Jun 2001).
Furthermore, the McConnell Report notes:
Effective learning and teaching is much easier to achieve where a positive
ethos and good discipline prevail. Discipline policy cannot, and should not,
be separated from policy on learning and teaching - the two are inextricably
linked (Scottish Executive, 2001b, p. 8).
Both reports take a very broad view about what constitutes and causes indiscipline
and suggest that teachers need help in dealing with this (see McConnell Report,
Chapters 1 and 2). Furthermore, both suggest that other personnel than teachers, i.e.
professionals or para-professionals with more appropriate training could or should be
used to assist teachers, thus freeing teachers to do what they are particularly trained
for – to teach. Regardless, they note that in the interests of quality assurance that
such personnel need to be trained and that resources (i.e. money) need to be provided
for this. Both reports prefer localised schemes rather than universal solutions and



suggest using pilot programmes and tapping into existing research and case studies,
particularly from educational psychology. Although no single solution is apparent,
effective solutions are seen as involving whole schools as learning communities
(teachers, students, parents, care-givers and other relevant professionals), notions
of partnerships and multi-disciplinary professional approaches that develop and
expound shared values and purposes in a spirit or ethos that is positive, supportive
and inclusive. The paper next provides a detailed policy analysis of how the points
and recommendations in each report indicate possible that support for the introduction
of full-time guidance teachers/school counselling.
THE MCCRONE REPORT: A TEACHING PROFESSION FOR THE 21st CENTURY

The McCrone report does not discuss guidance provision at all, nevertheless,
Recommendations 3.40, 3.41, 3.45 that relate to social inclusion, discipline,
classroom assistants and other para-professionals, provide reasons for considering
introducing specialised counselling into Scottish schools without actually
recommending this (Scottish Executive, 2001a). The Committee considered it
important that increased demands to address social inclusion ‘should be adequately
UHVRXUFHG·GHVSLWH¶LPSOLFDWLRQVIRUVWDIÀQJOHYHOVLQVFKRROV·DQGVXJJHVWVXVLQJ
therapists:
5HFRPPHQGDWLRQ«ZKHUHWKHWDVNVLQYROYHGGRQRWUHTXLUHWHDFKHUV·
expertise and are more appropriate to other professionals, such as social and
health workers and therapists, such professionals should be made available.
Teachers will play their part: but it is not reasonable to add to the burdens of
WKDWSURIHVVLRQE\LPSRVLQJWDVNVIRUZKLFKRWKHUVDUHEHWWHUÀWWHG 6FRWWLVK
Executive, 2001a, p.14).
7KLVLVKLJKO\VLJQLÀFDQWWRWKHSRVVLELOLW\RILQWURGXFLQJVSHFLDOLVWVFKRROFRXQVHOORUV
The report argues that although resourcing such schemes would cost money, they
should overall limit costs and even save money in the long run.
Many teachers in some areas, especially urban areas, have reported that
indiscipline is a growing problem causing them stress and increased workload. So
the Report recommends in 3.41: ‘that effective action to tackle the problem of pupil
indiscipline is essential not only to reduce the stress on teachers, but also in the
interests of the majority of pupils for whom behaviour is not a problem’ (Scottish
Executive, 2001a, p. 14). The Report continues its theme of linking policy and
resources as it recommends that the Scottish Executive carry out an appraisal of its
policies, particularly the resources allocated to them.
Recommendation 3.45 follows the theme of Recommendation 3.40, and suggests
that in secondary schools a ‘cadre of trained para-professionals should be provided,
particularly in S1 and S2 and in appropriate subject areas, to help with the preparation
of materials and any other tasks which will enable teachers to concentrate on their
teaching’ (Scottish Executive, 2001a, p. 15). Using trained, non-teaching personnel
to deal with ‘areas such as health and safety and action to prevent bullying’ would
free up teachers to focus on their teaching (Scottish Executive, 2001a, p. 15). The
recommendation suggests that a number of pilot schemes across the country should
LQIRUP¶WKHLULQWURGXFWLRQDQGWKHGHÀQLWLRQRIWKHLUUROHV·³FOHDUO\DQRSHQLQJIRU
VFKRROFRXQVHOOLQJ 6FRWWLVK([HFXWLYHDS 5HFRPPHQGDWLRQVWDWHV
WKDWVXFKSHUVRQQHO¶VKRXOGUHFHLYHDSSURSULDWHWUDLQLQJ«LQFRQMXQFWLRQZLWKWKH
6FRWWLVK 4XDOLÀFDWLRQV$JHQF\ DQG WKH QDWLRQDO WUDLQLQJ RUJDQLVDWLRQV· 6FRWWLVK
([HFXWLYHDS 7KH5HSRUWFRQFOXGHVWKLVVHFWLRQE\ÀUVWQRWLQJPXOWLSOH
advantages in its recommendations would:
5HFRPPHQGDWLRQ«GRPXFKWRDVVLVWWHDFKHUVWRGHYHORSDQGPDLQWDLQ



their expertise, to give new entrants a good start in the profession, to
avoid problems of burn-out for older teachers, and to bring more young
people into the profession. The Committee attaches great importance to
its recommendations on support staff; and believes that they can make
D VLJQLÀFDQW FRQWULEXWLRQ WR UHGXFLQJ WKH ZRUNORDG DQG VWUHVV FXUUHQWO\
H[SHULHQFHGE\PDQ\WHDFKHUV 6FRWWLVK([HFXWLYHDS 
Second, in Recommendation 3.48, it notes that despite implementation costs:
«WKH\ZLOOGHOLYHUUHDOJDLQVIRUWKHHGXFDWLRQVHUYLFHDVDZKROH%\IUHHLQJ
Headteachers, senior management teams and teachers to focus on tasks
directly related to the process of teaching, there should also be real savings
generated; while by improving initial training, arrangements for induction
to the profession and access to high-quality CPD, and providing additional
FODVVURRPVXSSRUWWKHUHZLOOEHUHDOEHQHÀWVIRUWHDFKHUVDQGDVLJQLÀFDQW
improvement in the quality of teaching and learning in all of our schools
6FRWWLVK([HFXWLYHDS 
To teach or not to teach - is not necessarily the question for guidance teachers, but
has been an issue of some debate in Scotland since the system was established
ZLWKDWHDFKLQJFRPSRQHQWLQ *7&66&&&6(6 
It is alluded to, but not discussed in relation to guidance teachers in the above
recommendations. Howieson and Semple (2000) noted that pupils valued being
known to someone and treated as individuals rather than just class members, but
expressed concern that teaching could compromise guidance time and vice versa – a
no-win situation for pupils and teachers alike. Pupils unanimously supported having
a guidance system even when their experience had not been entirely positive. Pupils
supported a non-teaching guidance role whereas none of the guidance teachers or
senior management supported this. Guidance staff pointed to three reasons to keep a
subject involvement: ‘that their credibility with colleagues depended partly on their
perceived ability as subject teachers, that they enjoyed teaching their subject’ and
that it was important to have contact ‘with all types of pupils and not just those with
GLIÀFXOWLHVRUSUREOHPV· +RZLHVRQ 6HPSOHS 1RWVXUSULVLQJO\
considering that it is representing teachers and not pupils, the GTCS supported the
wishes of teachers, despite recognising ‘that the creation of such a post [full-time
JXLGDQFHWHDFKHU@PD\KHOSDGGUHVVWKHQHHGVRISXSLOV *7&6S ,WVHHPV
an astounding example of self-interest that the desires of teachers should have priority
over the needs of pupils.
That credibility should be an issue says a great deal about the attitudes of nonguidance school staff and the ethos within schools. Credibility should scarcely be a
major issue if full-time guidance staff have already proven themselves as effective
classroom teachers before embarking on further specialist education in counselling
DWSRVWJUDGXDWHOHYHOLIWKH\KDYHFOHDUOLQHVRIDFFRXQWDELOLW\DVWKH\IXOÀOWKHLU
job-description at expected levels of professional practice; and are recognised as
promoted staff with a legitimate specialist position within schools. After all if head
teachers do not teach (as much or at all) surely they do not loose credibility once
they undertake administrative and managerial responsibilities.
7KHUHLVSOHQW\RIUHVHDUFKWRLQGLFDWHWKHGLIÀFXOWLHVIRUSXSLOVDQGJXLGDQFHVWDII
alike in switching hats from teacher mode to support/counsellor mode (Holm et al,
2001; Howieson & Semple, 2000; McDiarmid, 1981; Miller, Manthei and Gilmore,
1993; Small, 1981, 1982; Wadsworth, 1970, 1980). If full-time guidance teachers are
required to teach a subject, it should only be PSE, which has clear connections with
personal well-being, guidance and counselling. However, new specialist positions
might be created with one or two full-time guidance teachers/counsellors in each



school being completely free of teaching so they more time for personal counselling,
crisis management and a leadership/management role in a collaborative casework
PRGHO DV RXWOLQHG ODWHU :KHUH SRVVLEOH VXFK VWDII ZRXOG KRSHIXOO\ UHÁHFW WKH
school’s gender and ethnic mix and would most likely head a guidance department.
They might initially be drawn from the ranks of guidance teachers who opt into this
and who undertake appropriate post-graduate counselling training. This would leave
other full-time guidance teachers to focus on curricular and vocational guidance and
WRWHDFK36(HJLQDVFKRROZLWKÀYHIXOOWLPHJXLGDQFHVWDIIHDFKWDXJKWDURXQG
seven double periods of PSE per week. Three specially designated PSE classrooms
ZHUHDGMDFHQWWRWKHJXLGDQFHVXLWHZKLFKFRPSULVHVDUHFHSWLRQDUHDDQGRIÀFHV ZLWK
PC connected to pupil records and careers guidance databases) for each guidance
teacher and also for the careers advisor (Holm, et al, 2001). A shift in the structure
of guidance to full-time staff has had a positive response from teachers, parents and
pupils in comparative case studies in Aberdeen (Holm, et al, 2001).
THE McCONNELL REPORT: BETTER BEHAVIOUR – BETTER LEARNING

The McConnell Report complements the McCrone Report but shifts to focus on
students, yet does not discuss the earlier report apart from including it in the selected
UHIHUHQFHV,WPDNHVZLGHUDQJLQJUHFRPPHQGDWLRQVIRUVFKRROVORFDODXWKRULWLHV
and government, some of which are discussed in this section. The Report clearly
links itself to the broadly focussed aim of education in Section 2(1) of the Standards
in Scotland’s Schools etc. Act 2000 that requires education to be directed ‘to the
development of the personality, talents and mental and physical abilities of the
child or young person to their fullest potential’ (cited in Scottish Executive, 2001b,
S 7KH5HSRUWDOVROLVWVWKHÀYH1DWLRQDO3ULRULWLHVIRULPSURYLQJWKHTXDOLW\
of education in Scotland’s schools: achievement and attainment; framework for
learning; inclusion and equality; values and citizenship and learning for life. It sees
both learning ability and life skills as important and complementary, with education
playing a role in supporting, nurturing and providing young people ‘with the life
skills to participate safely, purposefully and positively in an increasingly complex
world’ (Scottish Executive, 2001b, p. 8).
It is in the rationale, suggestions and recommendations of Chapter 5 of the
McConnell Report, ‘supporting pupils in schools’, that openings for full-time
gudance tecahers/school counsellors appear. Despite most students negotiating
VFKRROZLWKRXWPDMRUGLIÀFXOWLHV
«ZLWKDSSURSULDWHVXSSRUWLWLVSRVVLEOHWRHQJDJHDOOEXWDWLQ\PLQRULW\RI
pupils in learning and teaching which is appropriate to their needs at that time
and also prepares them for later life (Scottish Executive, 2001b, p. 38).
Some of the different forms of support for learning include ‘alternative ways of
ZRUNLQJ ZLWKLQ D PDLQVWUHDP FODVV «VPDOO JURXS ZRUN «RQHWRRQH VXSSRUW
«DOWHUQDWLYH SURYLVLRQ IRU FKLOGUHQ DQG \RXQJ SHRSOH ZKR GLVSOD\ SDUWLFXODUO\
FKDOOHQJLQJEHKDYLRXU· 6FRWWLVK([HFXWLYHES &RXQVHOOLQJZRXOGÀW
within these parameters. The Report strongly reinforces the linkage between social
inclusion and education and stating:
It is important that schools and education authorities take all steps necessary
to ensure that barriers to learning are removed where possible and that
social disadvantage is not reinforced by educational disadvantage (Scottish
Executive, 2001b, p. 38).
Ways of addressing barriers to learning are discussed in points 5.1, 5.2. The success
of integrated in-school support services in addressing the needs of students lead to
Recommendation 19:



Schools should give consideration to integrating the work of learning support,
behaviour support and guidance into a single overall framework of pupil
support in order to achieve a more holistic approach to supporting the needs
of all children and young people’ (Scottish Executive, 2001b, p. 39).
It is pertinent that New Zealand uses the same terminology, ‘removing barriers to
learning’ in the second of its National Education Goals (Ministry of Education, 1993;
see Besley, 2000) and that this type of integrated service exists in many New Zealand
secondary schools where it is often headed by one of the school’s counsellors.
While point 5.4 and Recommendation 20 focus on the overload on learning
VXSSRUWVWDIIWKHUHLVDOVRDFNQRZOHGJHPHQWRIWKHGLIÀFXOW\RIVHSDUDWLQJRXWVRFLDO
HPRWLRQDODQGEHKDYLRXUDOGLIÀFXOWLHVIURPOHDUQLQJSUREOHPVDVWKHVRFLDOLQFOXVLRQ
agenda is addressed. Despite the long-standing objective that each pupil knows and
is known personally and in some depth by at least one member of staff (SCCC,
62(,'*7&6 UHVHDUFKLQGLFDWHVWKDWWKHUHDOLW\LVGLIIHUHQW,Q
Howieson and Semple’s (2000) research both guidance teachers and pupils concur
that there may be only minimal contact with ‘good and ‘ordinary’ pupils because the
focus is on those ‘with obvious problems’ and those ‘in trouble’ (p.380). Therefore
a system that addresses workload and time allocation issues, the need for each pupil
to be individually known and for problems and crises to be promptly and effectively
addressed becomes imperative at this point in time.
But it is the next point, 5.5 and the associated Recommendation 21 about the
change in the nature of pupil needs and the effect of increased caseload of pupils
needing intensive support guidance staff that opens the possibility further:
5.5 Similarly, the demands on the nature of the work of guidance staff
in supporting the pastoral needs of a wide range of pupils and families,
SDUWLFXODUO\ WKRVH ZLWK VRFLDO HPRWLRQDO DQG EHKDYLRXUDO GLIÀFXOWLHV KDV
LQFUHDVHG VLJQLÀFDQWO\ *XLGDQFH VWDII LQFUHDVLQJO\ FDUU\ D PXFK JUHDWHU
caseload of pupils requiring intensive support. This can often have a
detrimental effect on their wider responsibilities for curricular and vocational
guidance. There must be a review of the role and purpose of guidance in
VHFRQGDU\VFKRROV$OVRJLYHQRXUÀQGLQJVUHODWLQJWRWKHLPSRUWDQFHRI
early intervention at nursery and primary schools, consideration should be
given to a level of guidance provision in primary schools (Scottish Executive,
2001b, p. 40).
Therefore the committee puts forward ‘Recommendation 21: There should be a
comprehensive review of the nature and purpose of guidance, both at primary and
secondary school levels, and of the training of guidance staff” (Scottish Executive,
2001b, p. 40).
The McConnell Report mentions the 3-part nature of guidance teacher role but does
not discuss that guidance staff are expected to teach too, nor suggest that it might be
too much or too varied for one person. Guidance teachers criticise the way workload
and a limited guidance time allocation interferes with their effectiveness in guidance
(Howieson & Semple, 2000). That ‘most guidance staff used their breaks, lunch-times
and subject non-contact time to see as many of their pupils as possible’ may be laudable,
but seems unreasonable (Howieson & Semple, 2000, p. 380). Surely guidance staff are
as entitled as any other teachers to their breaks and to lunchtime! School management
should not ‘protect’ time for subject choice interviews that happen to be ‘critical for
WLPHWDEOLQJ·EXWQRWRWKHUW\SHVRILQWHUYLHZ +RZLHVRQ 6HPSOHS 
Except for emergencies, teachers are seldom prevented from undertaking their subject
commitments, and if the well-being of pupils is taken seriously, guidance staff and
their time allocation should be accorded a similar level of respect and recognition. In



WKHÀUVWLQVWDQFHWLPHDOORFDWLRQWLPHVKRXOGDOORZIRUDUHDVRQDEOHZRUNORDGDQGLQ
the second, it should be formally designated.
Furthermore, to undertake what the McConnell report expects in terms of pastoral
support implies being able to counsel people—students and families—an increased
specialisation for guidance teachers who currently use counselling skills, but ‘do
not undertake therapeutic counselling’ (Howieson & Semple, 2000, p.375). This
counselling component is likely to deal with serious personal issues and must be
conducted safely and ethically with effective professional practice, but how can this
be assured when to date there is ‘no mandatory requirement for any formal training in
guidance’ (GTCS, 1998, p.3) nor in counselling. Therefore, mandatory, professional
counselling training that is much more extensive than the current optional postJUDGXDWHFHUWLÀFDWHVDQGGLSORPDVZLWKDEDVLFOHYHORIFRXQVHOOLQJVNLOOVVKRXOG
be required for guidance teachers. Not to do so is akin to having untrained teachers
in the classroom. Surely Scotland’s young people deserve this sort of respect and
consideration.
Points 5.10, 5.11 indicate that in Scotland, promoting a positive school climate,
by developing programmes and school–wide structures that address all forms of
abuse, bullying, harassment etc. is usually the domain of educational psychologists
who work for a cluster of schools (Scottish Executive, 2001b). In New Zealand
school counsellors are usually responsible for such work not only through relevant
programmes but also through individual/group counselling (for a sample job
description see Besley, 2000). Being located within schools gives school counsellors
the advantage of knowing the social context when devising and implementing
programmes. There is a certain amount of professional overlap although the
orientation of each profession is somewhat different and, in New Zealand, school
counsellors often work collaboratively with educational psychologists to work out
problem-solving strategies to support students. Considering the apparent national
shortage of educational psychologists that is noted in 5.14, and the adverse impact this
has on the concerns expressed in the report, developing a full time guidance/school
counsellor system may well provide a viable and appropriate solution.
,QSRLQWWKH&RPPLWWHHH[WHQGVWKHQRWLRQRI¶VSHFLDOHGXFDWLRQDOQHHGV·WR
include all ‘children and young people who have social, emotional or behavioural
GLIÀFXOWLHV· 6FRWWLVK([HFXWLYHES :KLOHVXFKDGHÀQLWLRQPD\ZHOOEH
useful for accessing resources for these students, it is a concern because the negative,
GHÀFLWRULHQWHGODEHOOLQJWHQGVWRSDWKRORJLVHVWXGHQWVZKRPD\ÀQGLWGLIÀFXOWWR
HYHUVKDNHRIIHYHQLIWKH\FKDQJHFRQVLGHUDEO\3RLQWGHVFULEHVWKHVXSSRUW
strategies to deal with students at risk of exclusion: ‘in-class auxiliary support; the
use of behaviour support teachers working with pupils and teachers; in-school pupil
support bases; involving parents/carers in decision-making’ (Scottish Executive,
2001b, p.41). Despite limitations, time-out/withdrawal facilities and alternatives to
mainstream education (points 5.18, 5.21, 5.22, 5.23) are important for some young
people who risk being excluded from school and whose behaviour is detrimental to
the learning chances of others. However, the Report (point 5.18) displays a narrow
focus that locates the problem squarely within the student and does not seem to
consider the possibilities of any structural elements of the education system, the
nature of the relationship between teacher and student or the power relations involved
as contributing factors. Even though it is concerned about institutionalisation and
DLPV IRU D FKLOGFHQWUHG DSSURDFK WKH HPSKDVLV LV RQ WKH FKLOG·V GHÀFLW LQ VHOI
regulation and self-discipline. It shows clearly that all the power lies with the
institution of the school that has no real need to consider its part in the constitution
of indiscipline. While the notion of ‘behaviour support teachers’ may be appealing,
it too is perhaps a little narrow in focus, since it reverts to a mechanistic, reductionist
‘behaviourist’ understanding that does not acknowledge the multiplicities that may



constitute behaviour – the combination of social, emotional, economic, political and
structural factors that the Report talks about elsewhere.
The Report (points 5.28, 5.29) suggests two possibilities for dealing with
¶ORRNHGDIWHUFKLOGUHQ·ZKHUHSDUHQWVDUHXQDEOHWRIXOÀOWKLVWDVN SRLQW )LUVW
¶JXLGDQFHWHDFKHUVFDQDFWDVDQDGYRFDWHIRUDOOFKLOGUHQ·DQGVHFRQG SRLQW 
D¶&KLOGUHQ·V5LJKWV2IÀFHU·FRXOGDGYRFDWHIRUDOOFKLOGUHQDQGQRWMXVWWKRVHLQ
care (Scottish Executive, 2001b, p.53). Although it is not spelt out, the idea of using
someone who is not involved in managing their day-to-day situations—that is, not a
WHDFKHU³LVSUHVXPDEO\DZD\RIDGGUHVVLQJSRWHQWLDOO\GLIÀFXOWSRZHUUHODWLRQVDQG
UROHFRQÁLFW%HFDXVHPDQ\ORRNHGDIWHUFKLOGUHQZLOOKDYHH[SHULHQFHGWUDXPDV
grief, family breakdowns, hardship, abuse, neglect, parental imprisonment, mental
illness, or addiction they often need counselling. Therfore, in New Zealand, the school
counsellor acts as both counsellor and advocate for ‘looked after children’ something
that could be part of a full-time school counsellor’s job description in Scotland.
The notion of a co-ordinated multidisciplinary student support service is based
on experiences in some Scottish schools and is located in several different parts of
WKHUHSRUWHVSHFLDOO\LQ&KDSWHUDQG5HFRPPHQGDWLRQ
There should be joint multidisciplinary decision-making relating to the care
and welfare of children and young people experiencing social, emotional
or behavioural difficulties. Clear mechanisms for ensuring effective
multidisciplinary working, adapted to meet local needs and circumstances,
should be established for all nursery, primary and secondary school clusters
to provide holistic and responsive support for children, young people and
their families as required (Scottish Executive, 2001b, p.48).
&XUUHQWO\VFKRROVFDQIRUPXODWHDVHUYLFHWRVXLWWKHLURZQQHHGVEXWSRLQW
endorses using a school liaison group (SLG) or joint assessment team (JAT) to coordinate the key agencies/professionals (e.g. teachers, social workers, educational
psychologist, police, care-givers, community youth services) involved in assessing
and planning around the needs of the young person. Partnerships and multidisciplinary groups should establish clear ‘roles, responsibilities, boundaries,
duration and resource issues’ explicit lines of referral and communication and hold
regular meetings to devise ‘individual plans and multidisciplinary support packages
to address these needs’ (Scottish Executive, 2001b, p. 48). The Report (points
 VXJJHVWVXVLQJD.H\:RUNHU ²¶DQLGHQWLÀHGSURIHVVLRQDOKDYLQJOHDG
responsibility, with clear protocols which identify the other professionals who can
become involved in the processes of assessment, planning and intervention’ (Scottish
Executive, 2001b, p. 48). This position is similar to the ‘lead agency’ in the New
Zealand inter-agency collaborative casework model, ‘Strengthening Families’iv
ZKHUHWKHVFKRROFRXQVHOORURIWHQIXOÀOVWKLVUROH
In point 7.5, the notion of teachers having an ‘entitlement’ as ‘part of a wider
school community team which supports children and young people experiencing
GLIÀFXOWLHV·LVDUDWKHUVWURQJVWDWHPHQWDERXWWKHSODFHRIWHDFKHUVRQVXFKDWHDP
DQGVHHPVWRFRQWUDGLFWWKHVRUWRIÁH[LELOLW\H[SUHVVHGHDUOLHU 6FRWWLVK([HFXWLYH
ES ,WPD\QRWDOZD\VEHGHVLUDEOHDQGKLJKOLJKWVDSHUHQQLDOHWKLFDOLVVXH
DERXWLQIRUPDWLRQYHUVXVSULYDF\DQGFRQÀGHQWLDOLW\LQSRLQW
:KLOVW WKH ULJKWV RI \RXQJ SHRSOH WR FRQÀGHQWLDOLW\ PXVW EH SDUDPRXQW
school policies should be reviewed to give classroom teachers greater access
to information on personal circumstances which may have an impact on a
young person’s personal and social development, and hence on their learning
(Scottish Executive, 2001b, p. 55).
The ideal is that trust and responsibility will prevail with teachers treating things



sensitively. Unfortunately the reality is often very different, especially when teachers
KDYHQRWUDLQLQJLQHLWKHUHWKLFVRUFRQÀGHQWLDOLW\DQGLIWKH\GRQRWKDYHWRDGKHUH
to a code of ethicsv. If ordinary teachers are to be provided with personal information
many questions arise: what should be communicated, to whom, about whom, and
ZKDW VKRXOG UHPDLQ FRQÀGHQWLDO" :RXOG WKH WHDFKHU EH PRUH VHQVLWLYH RU PRUH
MXGJPHQWDOLIWKHLUSUHMXGLFHVDUHFRQÀUPHG":KRZLOOWHDFKHUVWHOO³WKHLUSDUWQHU
other students, will it be a topic of staff room conversation? Whose rights need to be
respected or have priority? Having trained school counsellors would ‘avoid teachers
EHFRPLQJ LVRODWHG LQ GHDOLQJ ZLWK GLIÀFXOW DQG FKDOOHQJLQJ VLWXDWLRQV· 6FRWWLVK
([HFXWLYH E S   EHFDXVH LW ZRXOG QR ORQJHU EH WKH FODVVURRP WHDFKHU·V
MRE3RLQWHQGRUVHV¶ÀUVWOLQHJXLGDQFH·LQGLFDWLQJIXWXUH&3'LQEDVLFOHYHO
OLVWHQLQJDQGFRXQVHOOLQJVNLOOVIRUDOOWHDFKHUV$IWHUDOOWHDFKHUVDUHRIWHQWKHÀUVW
WRQRWLFHGLIÀFXOWLHVDVWXGHQWLVKDYLQJDQGGRKDYHWRFRQWLQXHGHDOLQJZLWKWKHP
in class (Scottish Executive, 2001b). Just as counsellors are expected to practice
ethically by consulting or referring on matters that are beyond their skill and training,
teachers too should be expected to refer students on to a school counsellor. School
policies should cover informed consent, indicate what is private and the limits to
FRQÀGHQWLDOLW\LQWLPHVRIVHULRXVGDQJHUWRSHRSOH
$OWKRXJKJXLGDQFHWHDFKHUVDUHH[SHFWHGWRGHDOZLWKFRQÀGHQWLDOLW\DQGHWKLFV
WKHUH LV D FRQÁLFW EHWZHHQ SXSLO DQG JXLGDQFH WHDFKHUV SHUFHSWLRQV DERXW WUXVW
FRQÀGHQWLDOLW\DQGSULYDF\
*XLGDQFH WHDFKHUV WKRXJKW WKDW SXSLOV ZHUH VDWLVÀHG WKDW FRQÀGHQWLDOLW\
would be maintained and understood that sometimes it might be necessary
to pass on information to others. But this was not the case and pupils were
QRWFRQÀGHQWWKDWJXLGDQFHVWDIIZRXOGPDLQWDLQFRQÀGHQWLDOLW\ +RZLHVRQ
and Semple, 2000, p. 384).
Pupils were fearful that parents or other staff would be informed. There was scant
regard for privacy, with frequent informal contact occurring in public spaces (e.g.
corridors, dining halls, classrooms and playgrounds) and:
«DOWKRXJKJXLGDQFHWHDFKHUVUHFRJQLVHGWKDWVXFKFRQWDFWVDORQHZHUHQRW
satisfactory, they simply did not appreciate the extent to which pupils wanted
privacy and found it unacceptable to be expected to discuss their concerns
in public areas (Howieson & Semple, 2000, p. 384).
It is alarming that professionals involved with the well-being of young people should
be so unaware of student wants and needs. It points to the need for more training and
UHÁHFWLRQDERXWSURIHVVLRQDOSUDFWLFHVDQGWKHDGYDQWDJHRIFRQVWUXFWLQJDJXLGDQFH
suite. But above all, school counsellors should be expected to join a professional
FRXQVHOOLQJ DVVRFLDWLRQ DGKHUH WR WKH FRGH RI HWKLFV XSKROG FRQÀGHQWLDOLW\ DQG
attend regular (usually fortnightly) supervision as part of practising ethically.
SCHOOL COUNSELLING IN NEW ZEALAND - SPECIALISED AND PROFESSIONALISED:
A POSSIBLE MODEL FOR SCOTLAND

In New Zealand in the 1950s schools were seen as the most appropriate and
accessible institution to address increasing concerns about social problems, juvenile
delinquency, moral standards, truancy, increased school suspensions, expulsions
and disciplinary problems, so pilot guidance counsellor schemes that provided
educational, vocational and personal guidance began at the end of 1959 (Winterbourn
1974). In hindsight some of the issues came be seen as the emergence of a postwar ‘youth culture’, but at the time much of the adult population was alarmed. In
VRPHH[SHULHQFHGWUDLQHGWHDFKHUVZHUHSHUPDQHQWO\DSSRLQWHGDVJXLGDQFH
counsellors with a position of responsibility in some secondary schools of over 500



students that were targeted and selected by the Department of Education (which
became the Ministry of Education in 1989). These schools were generally located in
the new suburbs of large cities where money and community resources were limited
and/or there was a large proportion of Maori and where students were perceived
WRQHHGIXUWKHUGLVFLSOLQDU\FRQWURO,QWKHVFRXQVHOORUVIXQFWLRQHGPRVWO\
as a control agent, rescuer and trouble-shooter for students with social problems,
HQFRXUDJLQJGLIÀFXOWRUXQGHUDFKLHYLQJVWXGHQWVWRFKDQJHWRÀWVRFLHWDOH[SHFWDWLRQV
(Wadsworth, 1970; Winterbourn, 1974). Guidance counsellors were partially or
completely free from teaching so they could meet students frequently and be readily
accessible for dealing with student problems and provide some personal counselling
(Winterbourn 1974).
But providing educational, vocational and personal guidance to all students and
teaching 20-40 % of the time became almost impossible for one person (Miller et al,
1993). So after a major review, guidance networks were established, headed by the
counsellor and involving a wide range of staff (Department of Education, 1971;
Renwick, 1973). University training became mandatory in 1974 and by the late
1980s most post-graduate diploma courses were upgraded to Masters level. The
introduction of guidance counsellors to all secondary schools did not eventuate until
1988 (Department of Education, 1988). From an original remedial/adjustive and
VRFLDOFRQWUROIXQFWLRQWKDWUHÁHFWHGWKHFXUUHQWSV\FKRORJLFDOGHÀFLWWKHRULHVRI
functioning, school guidance counselling in the 1970s moved to focus on personal
GHYHORSPHQWDQGSRWHQWLDOUHÁHFWLQJ5RJHULDQLQÁXHQFHVLQFRXQVHOOLQJWKHRULHV
(Besley, 2000; Wadsworth, 1981). The 1990s saw further changes with some school
counsellors adopting the Foucauldian, poststructuralist approach of narrative therapy
that provides a critique of traditional psychological and humanist counselling
discourses and regimes of power (see White and Epston, 1990; Winslade and Monk,
1999; Besley, 2000).
6LQFHLQDQHROLEHUDOFOLPDWHWKHUHKDVEHHQFRQVLGHUDEOHÁH[LELOLW\LQ
how schools conduct their guidance function, yet almost all New Zealand secondary
schools, state and private, have one or more school guidance counsellors, depending
on the school roll. A guidance counsellor usually heads a guidance department or
network comprising personnel, such as guidance teachers, careers advisors, transition
teachers, youth workers and sometimes social workers. Some schools have guidance
teachers whose role is half counselling, half teaching the health section of the
health and physical education curriculum and who are often in training to become
IXOO\ÁHGJHGJXLGDQFHFRXQVHOORUV7KHWUDGLWLRQDOWKUHHSDUWUROHRIHGXFDWLRQDO
vocational and emotional guidance and has generally been split between other
staff members: e.g. Deans undertake educational guidance (and administration and
discipline for their year cohort) while form teachers and senior staff provide general
pastoral care and discipline. Counsellors do not administer discipline but assist
students who might be in trouble with the disciplinary system, advocating for them
DWGLVFLSOLQDU\KHDULQJVDQGFRQGXFWLQJPHGLDWLRQFRQÁLFWUHVROXWLRQSURFHGXUHV
They also assist in re-integrating students back into school after their exclusion
ends or to enrol at another school or alternative education venue. Careers advisors
and transition teachers specialise in careers guidance and job-work transitions and
often teach heath education (as do some physical education, guidance teachers and
school counsellors) - a curriculum that is similar to PSE. Learning support or special
needs departments and Resource Teachers of Learning and Behaviour (RTLBs) deal
ZLWKOHDUQLQJGLIÀFXOWLHVDQGGLDJQRVWLFWHVWLQJ7KHUHIRUHQRZDGD\VHVSHFLDOO\
in large urban secondary schools, the focus for school counsellors is primarily on
personal counselling for students as a means of removing barriers to learning and
WRKHOSVFKRROVIXOÀODOOWKH1DWLRQDO(GXFDWLRQ*RDOVDQG1DWLRQDO$GPLQLVWUDWLYH
Guidelines (Ministry of Education, 1993).
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Over time there have been many changes. For instance, I.Q and psychological
testing are no longer used and the term ‘guidance’ has been being largely (but
XQRIÀFLDOO\ GURSSHGEHFDXVHLWKDVFRQQRWDWLRQVRIGLUHFWLYHQHVVWKDWQRORQJHU
reflect current school counselling practices. School counselling has become
professionalised and is strongly supported by its professional association, the New
Zealand Association of Counsellors (NZAC) that was initially set-up in 1974 by
and for guidance counsellors and has now become the national professional body
representing counselling in New Zealand. NZAC’s current membership is around
2500, about 400 of whom are school counsellors (Besley, 2000).
Since the mid-1980s neoliberal political and economic thought has predominated
in much of the Western world (UK, USA, Australia, and New Zealand) (see Kelsey,
1993, 1995; Peters, 2001). The neoliberal managerialist ideology with a political
agenda that supported notions of choice, deregulation, competition and devolution
to self-managing schools was applied to school administration in 1988 and to school
VWDIÀQJLQ 0LQLVWU\RI(GXFDWLRQ ,WUHPRYHGDOORIWKHSUHYLRXVVWDIÀQJ
formula without any critique or consultation of guidance apart from a report on
career guidance (Ministry of Education, 1995). Guidance networks and guidance
FRXQVHOORUVEHFDPHVLPSO\SDUWRIWKHJOREDOVWDIÀQJHQWLWOHPHQWUDWKHUWKDQKDYLQJ
prescribed positions. Counsellors no longer had to be trained teachers and the
counsellor education that the Department of Education had required was no longer
mandatory nor funded. Counsellors were not made redundant, but if they resigned,
VFKRROVKDGWKHÁH[LELOLW\WRQRWUHSODFHWKHPRUWRUHSODFHWKHPZLWKFRXQVHOORUV
or personnel from other helping professions, such as social workers, educational
psychologists, psychotherapists etc who may not have been trained teachers.
,QWKHQHROLEHUDOHUDRIÀFLDOSROLF\DERXWVFKRROFRXQVHOOLQJLVDPELYDOHQWDQG
inconsistent. Although there is no formal requirement for secondary schools to have
school counsellors, the Education Act (1989) requires schools to offer guidance
and counselling to students and families involved in disciplinary proceedings, but
D VFKRRO FRXQVHOORU LV QRW VSHFLÀHG WR SURYLGH WKLV VHH 0LQLVWU\ RI (GXFDWLRQ
 7KH0LQLVWU\RI(GXFDWLRQ·VYoung People At Risk of Suicide: A Guide for
Schools (Beautrais, Coggan, Fergusson, and Rivers, 1998) endorses the work of
school counsellors, but does not say that schools must have a counsellor. Yet most
New Zealand secondary schools have continued to have school counsellors who are
trained teachers, promoted to a middle management position status. This indicates
not simply inertia, but an awareness of the importance of counsellors remaining
within the school structure, of the increased stress on adolescents following welfare
cutbacks in the 1990s, and that ‘trained school counsellors remain the cornerstone
of provisions for adolescent mental health and development in secondary schools’
:HEES )URPWKHVWDUWLWZDVFRQVLGHUHGLPSRUWDQWWRDSSRLQWWUDLQHG
teachers to be further trained as specialist guidance counsellors. This was because,
ÀUVWWUDLQHGWHDFKHUVKDYHDFOHDUNQRZOHGJHDQGXQGHUVWDQGLQJRIWKHVWUXFWXUDO
components of the school system. Second, they have experience and expertise in
dealing with adolescents. Third, being a teacher enables school counsellors to more
effectively gain the trust and support of students, teachers and Principals. Fourth,
guidance counsellors usually lead school guidance networks of other staff involved
in pastoral care, so being a teacher enhances acceptance and credibility.
School counsellors not only deal with crisis management, but also function
proactively to promote safe, healthy behaviour through individual, group and
sometimes family counselling, and that deals with sexual harassment, sexual abuse,
bullying, violence, physical abuse, suicidality, drugs, grief, family traumas etc. They
organise itinerant services such as health clinics and co-ordinate programmes such
as ‘Peer Support’, ‘Peer mediation’, ‘Safe Schools’ and ‘Eliminating Violence’.
They usually adopt a multi-disciplinary approach, working collaboratively or as
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the ‘lead agency’ as part of a team with school health nurses, resource teachers,
HGXFDWLRQDOSV\FKRORJLVWVSDHGLDWULFLDQVWUXDQF\RIÀFHUVSROLFH\RXWKDLGRIÀFHUV
social workers, other professionals from specialist agencies and of course, family.
Although many school counsellors are trained to deal with sexual abuse and trauma,
VXLFLGDOLW\GUXJDQGDOFRKROSUREOHPVDQGIDPLO\FRXQVHOOLQJGXHWRWLPHDQGVWDIÀQJ
limitations, they will sometimes refer students to specialist outside agencies. But
there is a real advantage in having counsellors in schools. For one they are seen as
part of the fabric of the school, not as an add-on. For another they are not seen as part
of a medical/mental health centre so being stigmatised and pathologised by medical
PRGHOVDUHODUJHO\UHPRYHG<RXQJSHRSOHUHDGLO\WUXVWDQGFRQÀGHLQWKHPLIZKDW
they do and how they do it are publicised at school, if they behave ethically and if
FRQÀGHQWLDOLW\LVH[SODLQHGDQGDOZD\VUHVSHFWHGH[FHSWLQLQVWDQFHVRIVHULRXVKDUP
as per the NZAC Code of Ethics.
Most school counsellors voluntarily belong to NZAC that now requires members
to have tertiary-level counsellor education, follow the Code of Ethics, receive
UHJXODUVXSHUYLVLRQDQGPDLQWDLQFHUWDLQSURIHVVLRQDOVWDQGDUGV,QOLHXRIRIÀFLDO
government policy, the Ministry of Education (1997, 1999a, 1999b) endorses
NZAC professional standards and supervision reports as exemplars of appropriate
performance management. In 1998 NZAC produced a policy that outlines the
FXUUHQWUROHRIVFKRROFRXQVHOORUVDQGDGGHGDIRXUSDJHDSSHQGL[RQKRZWKLVIXOÀOV
or contributes to all the Ministry of Education’s National Educational Goals and
National Administration Guidelines (see Besley, 2000). School counsellors are fully
accountable and are appraised according to their job description, and evidence of their
effectiveness is provided from a range of performance evaluations, measurements,
assessments, supervision reports, and feedback. It is this sort of model that could
be adopted in Scotland – one that builds on the existing system but moves towards
a more specialised professionalised school counselling service.
CONCLUSION

An analysis of both the McCrone and McConnell Reports, has provided the policy
rationale to suggest introducing full-time guidance teachers and/or school counsellors
into Scottish schools, similar to the model used in some New Zealand schools.
School counsellors in Scotland could provide a full-time, in-school counselling
service focusing on personal and possibly vocational counselling, but be largely
non-teaching (apart from some PSE). There could still be guidance teachers who
focussed more on educational and vocational advice and teaching PSE, but a more
specialised counsellor position might provide an alternative career path for teachers.
Counsellors would be part of, or may lead, a school’s Student Support Services - a
holistic, multi-disciplinary, collaborative team that may include professionals from
outside agencies, school departments and parents. Trained and experienced teachers
would be appointed to a promoted position after achieving a Master’s degree in
FRXQVHOOLQJUHÁHFWLQJWKHOHYHORIUHVSRQVLELOLW\DQGDGGLWLRQDOVSHFLDOLVHGWUDLQLQJ
beyond initial teacher education. To allocate a reasonable workload and minimise
UROHFRQÁLFWDFOHDUO\GHÀQHGMREGHVFULSWLRQWKDWVHOHFWHGIURPYDULRXVIXQFWLRQV
would need to be established to suit the needs of individual schools. To ensure the
best possible professional standards with safe, ethical practice school counsellors
would be expected to join a relevant professional counselling association, to adhere
to their code of ethics, attend regular counselling supervision, have regular on-going
professional development in counselling. It is important that whatever modality
RIFRXQVHOOLQJLVDGRSWHGWKDWWKHGHÀFLWQRWLRQVWKDWKDYHEHHQSUHYDOHQWLQWKH
medico-mental heath model and some forms of therapy and counselling and which
inadvertently pathologise pupils does not occur. One possibility would be narrative
therapy. By establishing school counselling, some of the barriers to learning that
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students face could be addressed and teachers could concentrate on their prime task,
that of teaching.
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NOTES
1. I use the terms ‘guidance teacher’ and ‘guidance or school counsellor’ almost interchangeably,
elaborating on these terms later. I suggest a system that might include a full-time school counsellor
and guidance teachers who only teach PSE.
2. The author was a trained secondary school teacher then completed an MEd in counselling and was a
school counsellor in three large urban secondary schools in New Zealand over a period of 12 years.
During this time, she was in a middle management position as Head of the Guidance Department at
RQHVFKRROIRU\HDUVSULRUWRFRPSOHWLQJKHU3K'LQ(GXFDWLRQ
3. Here are a few general points of comparison in terms of the social context between Scotland and
New Zealand. Many New Zealanders have some Scots ancestry, which has undoubtedly had some
LQÁXHQFHRQVRFLDOYDOXHV1HZ=HDODQGKDVDURXQGPLOOLRQSHRSOHFRPSDUDEOHZLWK6FRWODQG·V
5 million, and is highly urbanised. The largest city, Auckland of over 1 million is a similar size to
Glasgow; the capital Wellington, is a similar size to Edinburgh. A point of difference is the ethnic
PL[ZKHUHRIWKHSRSXODWLRQDUH0DRUL7KH\DORQJZLWKSHRSOHRI3DFLÀF,VODQGGHVFHQWDUH
the worst off in terms of socio-economic indicators (health, unemployment, imprisonment, social
ZHOIDUHEHQHÀFLDULHVHGXFDWLRQDODFKLHYHPHQWHWF IRUWKHFRXQWU\7RDFHUWDLQH[WHQWDOWKRXJK
‘social exclusion’ is not a term used in New Zealand, these people would be in a similar position
to those deemed to be socially excluded in Scotland. In New Zealand the extremes of poverty are
less severe and the use of heroin and cocaine is very limited whereas alcohol and cannabis are used
H[WHQVLYHO\HVSHFLDOO\DPRQJ0DRUL3DFLÀF,VODQGHUVDQG\RXWKIURPDOOVRFLRHFRQRPLFJURXSV
Just as in the UK there is a current debate about decriminalisation/legalisation of cannabis.
 )URPWKHDXWKRUZDVLQYROYHGRQWKHFRPPLWWHHWKDWGHYLVHGWKHSLORWSURJUDPPHFDOOHG
‘Effective Practice’ in Waitakere City, West Auckland, prior to it being adopted nationwide and renamed.
5. The GTCS is currently developing a Code of Professional Ethics for teachers.
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