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Abstract

This thesis is an analysis if a participatory action research project, involving
several interventions with school students in a series of iterative stages, exploring
ways to take school student career education out of the confines of the schools
themselves and into the wider community; to introduce person centeredness as a
core value in career education; and to explore the effectiveness of using online

social and community networks to support career education generally.

A software probe was de;reIOped consisting of a series of career education web
pages linked to asynchronous online discussion. In the final data gathering trial,
40 people (including 30 school students from two Edinburgh schools and 10 adult
‘community’ participants) contributed to a six week career education programme
involving cycles of face to face classroom work followed by pseudonymous,

asynchronous, online discussion between the school students and the community

participants.

The data analysis shows that despite the open and relatively unconstrained format
of the discussion, topics normally covered in mainstream career education classes

were covered spontaneously by the participants. In addition, however, discussion

ranged more widely, taking a more holistic perspective in some cases and
following the personal interests and issues of concern of the participants (such as
balancing occupational and family concerns). The participants went further,
problematising many of the discourses of conventional career education and
explicitly challenging received wisdom about the value of early occupational

choice and the rational decision making process. The conventional career

education curriculum was both extended and contested.

There is analysis of the benefits of pseudonymity, the role of the adult
contributors, the online forum, and the experience of the student participants.
Ultimately the thesis raises questions about the humanist values underpinning

career education (such as person-centredness, holism and emancipation) arguing
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that Career Education and Guidance can be about value creation as much as

transmission of dominant values.
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Chapter 1: Introduction

1. a. General Comments

‘Every act of understanding is itself tied to its point in time; thus we are
continually seized by flowing time, which ceaselessly brings forth
something that is always new and always unique - viewpoints,
perspectives, visions, ideologies in unceasing sequence’

(Safranski, 1998 p. 51).

This thesis is the culmination of a five-year project exploring aspects of school

student career education. At its heart are three objectives:

* to find ways to take school student career education out of the confines of

the schools themselves and into the wider community;

* to experiment with introducing person-centeredness as a core value in

carcer education; and

* to explore the effectiveness of using online social and community

networks to support career education.

- A series of trials were conducted using modern communications technologies to
involve ‘community’ participants in school student career education and, in
particular, to help school students themselves set the agenda for their own career
education discussions. The final iteration of what was a contingent, localised and
evolving exercise in participatory action research, with several stages of data
gathering, involved 40+ participants in a 6-week online career education
community learning exercise. The research has led to a theoretical challenge to ~
each of the central elements. The value of core concepts such as ‘community’ and
‘person-centeredness’ was questioned. New understandings of the central

~ elements of the research emerged, ultimately leading to a re-contextualisation of

the role of career education in wider educational and political debates and a



refocusing on the importance of understanding the contested values in Career

Education and Guidance (CEG) and creating space for the creation of new values.

My views, the views of the participants, the role of the technology, and the
structure of the Careers Service in Scotland all changed throughout the course of
this long project. The changing landscape of the research provided a powerful
stimulus and although the objectives established at the outset eventually unleashed
what Feyerabend (1993) calls an ‘anarchy of convictions’ (knowledge as an ocean
of mutually incompatible alternatives), the fundamental importance of career

education is ultimately reinforced by the wider controversies that circumscribe it.

This thesis is, therefore, the product of many iterative cycles of understanding and
interpretation. Its objectives and eventual conclusions do not neatly dovetail. The
objective of finding new and productive ways to enrich career education has been
constrained by four important theoretical and philosophical challenges that

became increasingly pertinent as the research evolved and can be summarised as

follows:

* The emerging technical-rational, managerialist, culture in Careers

Scotland (the main employer);

* Networked community building in career education and guidance;

* The tension between social research influenced by enlightenment values,
designed to emancipate and liberate (moving towards social justice), and
research influenced by post-modern thinking, seeking to expose and
unsettle power structures in a process of fragmentation and deconstruction
but viewing ‘progress’ as illusionary and inequality as inevitable; and
therefore

* A tension between methods seeking to establish rules and procedures (for
fairer and more ‘effective’ career education) and methods seeking to

expose the power structures operating in career education and create space

for new values to be created and expressed in career education.



Career education and guidance in Scotland is in the grip of ‘New-Managerialism’
(Randle and Brady, 1997), a variety of ‘scientific’ management that relies
exclusively on quantitative indicators to evaluate success (€.g. examination pass
rates, progression to higher education); in the case of Careers Scotland a
professional class of managers determines the outcomes of guidance centrally.
Contrary to this trend, there have recently been debates about professional versus
community helping (Blustein et al, 2005, Barker et al, 2005) that suggest positive
outcomes need to be determined by the communities being served rather than
bureaucracies. Should parents and relations be involved in career education and
guidance, or must it be left to professional helpers (Irving, 2000)? Put simply, if
the wider community is to be involved in career education and guidance, some
power is inevitably shifted from the guidance professionals to non-professionals

in the community. The community orientation runs counter to the managerialist

orientation.

Secondly, the relationship between education and technology was found to be

problematic. On the one hand Information Communication Technologies (ICTs)
offer ‘Informatics’ solutions to educational problems; automated testing; ready
access to information; distance learning etc. These solutions to educational
problems tend to be rigid and quantitative, creating a world of precise definitions,
measurement and exact answers — people interacting with computer programmes.
On the other hand, ICTs also provide powerful new modes of person-to-person

communication (one to one, many to many, many to one). ICTs seem to provide

both the clarity and certainty of the world of machines, records, routines,
programmes, but also to facilitate a creative, almost chaotic mass of discourses,'an
ocean of mutually incompatible alternatives. Career education has been strongly
Influenced by infomatics (e.g. Sampson, 1994, 1997) in line with the new-
managerialist ethic, but there is little evidence of the expansion of the career

education agenda to include the multiple (community) voices that

communications technologies promise.

Thirdly, a tension emerged in the research itself that can only be properly

understood in a philosophical context, and which has been characterised in this

thesis in terms of the debate between the:



* modermist thinkers who see progress, emancipation, enlightenment and
even historical determinism as driving forces in the development of
education - dialectic progression in the direction of perfection (Critical
Theorists, Critical Realists e.g. Habermas, 1985); and

* those post-modermn thinkers who are suspicious of the idea of ‘progress’
and see power plays as underpinning all change; they seek to expose these
at every turn in order to deconstruct, to undermine, to re-construe all aims

and values; to cynically examine and contest all understandings (eg
Lyotard 1979).

What, after all, does it really mean to be emancipated? Will good career education
and guidance (CEG) lead to enlightened, emancipated students in control of their
own destinies, or can it at best hope to expose the ways our destinies are shaped
for us by social forces more or less outwith our control, helping us understand the
world in personal, radical and unpredictable new ways - resisting both idealism

and the hierarchical and authoritarian systems in which our lives are embedded
(Foucault, 1984, Lyotard, 1979)?

Finally, the last and perhaps greatest difficulty was the problem of how to proceed
with research in this field. Choosing a methodological approach that was both
ethically sound and productive in this politically charged arena was difficult. In
many ways the methodological points made below reflect the philosophical
dilemma outlined above — what is CEG for, and how can we know when it is

effective? Are there simple criteria for measuring outcomes or will the outcomes

themselves be unpredictable?

Out of these four issues, blending practical, epistemological and theoretical
concerns, emerged some fascinating and helpful insights into fresh ways CEG can
be managed; ways in which the wider community can contribute to the evolving

understandings of school students; and also many practical findings about ways

communication technologies can be embedded in education. Critically, a by-



product of the research has been a fundamental re-valuation of the values that

underpin CEG and suggestions for a radical extension of current career education

and guidance practice.

The thesis concludes with some cautionary points on the implications of
bureaucratically controlled career education and some notes on the value of using
new technologies safely to expose school students to an ‘ocean of mutually
incompatible alternatives’, not as an alternative to current career educational
practice, but as a lively new component. A post-modern, pluralist underpinning
might plausibly, it is argued, complement the humanist person-centred values of
some current career education. The research has ultimately enabled a wide-

ranging critique of the values that underpin CEG in the UK.

The first part of the following introduction outlines the professional, social and
personal context of the research, (reflexively) exposing values that underpin the
work. It includes comments on the values that have driven recent developments
in CEG in Scotland; difficulties balancing the social and the personal in CEG

(meeting the various needs of society, communities and individuals); and the
impact of ICTs on guidance. The second part takes a broader perspective,

situating CEG in a wider, more global context.
1. b. Professional, Social and Personal Context
1. b. i. Recent Developments in CEG in Scotland

Working for 7 years in career guidance, and since then, 10 years training guidance
teachers and career advisers, fundamental tensions in career education became
apparent to me in very practical ways. Since being established in the early
seventies, the Careers Service in Scotland has been restructured in two phases. |
The 1993 Trade Union Reform and Employment Rights Act (House of Commons,
1993) transferred the duty to provide a career service from Local Authorities to
the Scottish Office, which was then to invite tenders for the provision of the

- services. In 1995, therefore, the Careers Service was removed from the control of

Local Education Authorities and effectively privatised, with the boundaries of



each new career service company changed to reflect Local Enterprise Company
arcas, and thus were formed ‘Careers Service Companies’. This first upheaval
was designed to remove career guidance from the control of public servants and
local elected councillors, and to address a perceived bias in favour of education.
The goal was to create a commercially oriented competitive business model for
guidance that would ensure career advisers addressed the needs of local
businesses. In line with the new-managerialist project, targets were set for career
advisers to ‘place’ young people in training schemes, employment, and in local
college courses. Rapidly, the competition between companies led to secrecyj,
good practice was rarely shared and diverse management practices led to uneven
service delivery across the country. Pressure to meet targets (e.g. for placement in
training and employment) began to call into question the impartiality and client-
centredness of the service. As Howieson and Semple (2006) note, this resulted in
‘more attention to policies and systems, to resourcing and cost benefit analyses of

services, quality assurance and client evaluations and marketing’ (p. 35). A
government review of the service set up by the Scottish Parliament (Careers

Service Review Committee, 2000), a result of withering criticism of the ‘cluttered
landscape’ of guidance, recommended a second reorganisation just a few years
later. Eventually, in 2002, the Career Service Companies were merged into a
single national organisation, called Careers Scotland (with the exception of
Highlands and Islands Careers Service), under the control of Scottish Enterpriée,
the national parent body of the Local Enterprise Companies. The Scottish
Enterprise remit is to develop the Scottish economy, and this new layer of

business-oriented management has in turn accelerated the shift from a public

service culture.

Many of the elements that characterise modernity came into play — centralisation,
standardisation, and a shift from qualitative outcomes to easy to evaluate
quantitative outcomes based on government and Enterprise Company target
setting. Career adviser’s primary clients became the business sector and the
government (Jeffrey and McCrea, 2004), person-centeredness (where the clients,
such as school students, receiving guidance set the agenda,) gave way to a focus
on the economy. The tremendous multiplicity of possible outcomes of guidance

submitted to a small number of key quantitative measures. The career education



and guidance programmes that Careers Scotland staff deliver in schools were in
turn centralised and standardised; for example, a single package of career
education lessons (aptly named ‘Career Box’) was bought in for staff who, as
recently as 2004, were instructed only to deliver career education lessons from
this central resource. The geographical and economic context of the schools, the
catchment areas, the profile and interests of the school students, and the skills and
abilities of the school career adviser no longer influence the structure and content
of the career education programme; the same lessons are delivered throughout
Scotland. As the career education lessons now come from a central resource,
unqualified employment assistants deliver much career education instead of the
career advisers (normally qualified at post-graduate level). As there is no
requirement to develop CEG lessons in context, there is no need for career
advisers to be involved. The opportunity to deliver standardised services more
cheaply is ‘paid’ off against the more expensive process of customisation to the

specific needs and contexts of the clients by a highly qualified career adviser.

This process of centralisation and standardisation challenges the nature of the
impartial and person-centred career education that Careers Scotland promises; the
objective of ensuring that every school, every school student and every client

receives a standard, benchmarked service with clear measurable outcomes takes

priority.
1. b. 1i. Communities and Person-Centredness

Career guidance is struggling in a precarious position between advice and
counselling (see below). The pull of the more directive and advisory approach of
guidance has prevented a formal move from ‘careers advice’ to ‘career
counselling’. Although much literature argues for a move towards a counselling
oriented and holistic approach (indeed arguing that such a move is inevitable, e.g.
Herr, 1997), the useful bureaucratic role the careers service can play in managing‘
the labour market (necessitating some “direction’ of clients), and the lack of
confidence of some career advisers in their own ability to operate holistically as
counsellors, has prevented this shift happening in the UK. In many strands of

counselling, person-centredness is a top value, but in guidance person-centredness



is normally balanced against institutional concerns. In the case of Careers
Scotland this reflects the organisation’s remit to facilitate economic development;

the business and enterprise sector is a privileged community of interest.

To continue with the example of school career education used above, there is
currently little focus on the specific community context of individual schools. As
noted, school career advisers in Scottish Enterprise only deliver career education
lessons from the Career Box resource, there is little flexibility for particular
schools. Furthermore, career education, the part of the school curriculum that
aims to help young people plan their path through life, is delivered exclusively in
terms of a DOTS framework (Law and Watts, 1977). Devised in the seventies,
and discussed in much more detail below, DOTS is an acronym for decision-
making skills, self-awareness, opportunity structure (jobs, training and college
courses) and transition skills. Despite evidence (see results and discussion) that
school pupils resent pressure to choose an occupation too early; that they often see
themselves as unformed and in a process of ‘becoming’ (making the kind of static
assessment that normally constitutes ‘self-awareness’ a counterproductive
exercise); that decisions made at school rarely reflect the final destinations of the
students (Roberts, 1977, 1997); and that some more holistic concerns (e.g. family
planning) are important; DOTS still structures most career education. Vocational
choice 1s strongly emphasised as the key component of career planning even when
school students themselves consider this inappropriate. Critically, although
research suggests parents (Irving, 2000, Whiston and Keller, 2004), and role

models from the wider community (Law, 1981), are the biggest influencers of
young people’s occupational choices, formal career education normally involves
only guidance teachers, career advisers and the school students themselves.
Parents and representatives of the wider community are not involved. Formal
career education is pre-packaged in Career Box and takes place in an institutional
black box; outside interventions are not held to be legitimate. It is clear that
community interests circumscribe person-centredness; but only the interests of

very specific communities hold sway — e.g. the business and enterprise

communities.



Even school student work experience placements with local employers are under
threat. This is a consequence of a culture of risk aversion, which makes health and
safety the overwhelming priority; the difficulty of getting cooperation from
eméloyers; and the withdrawal of career service support for the organisation of
the placements in schools and the resultant increase in administrative pressure on
the schools. Whatever the difficulties, it is interesting that a key opportunity for
school pupils to mix with older generations (and the wider community), outside

the school boundary and as part of the school curriculum, is in decline.

CEQG is therefore unlikely to be customised to a specific school or the school’s
community in general. In recent years both the content and mode of delivery of
career education have been controlled centrally in the same way that the academic
curriculum is. Neither the local community, nor the school pupils themselves, are
involved in setting the career education agenda. Person-centredness and wider

community interests are both circumscribed.

1. b. iii. Professional Status of Career Advisers

Before finishing these introductory comments on ‘person-centredness’ in career
guidance, it is important to comment on training issues in career guidance that
underpin difficult questions relating to the professional status of career advisers.
In some parts of Europe (e.g. Finland), career counsellors are chartered
psychologists, and in North America the job titles ‘career counsellor’ and
‘vocational psychologist’, reflecting very specific psychology based training, are
common. In Scotland, for 30 years, the main route into professional career
guidance has been a 1 year postgraduate masters level course at one of the three
universities accredited by the Institute of Career Guidance (ICG). The ICG has its
own set of learning outcomes that post-graduate students must meet (through
completion of a portfolio) together with the normal university masters level
requirements for a post-graduate diploma. Those diplomates who go on to be
employed by Careers Scotland must then complete five units of a Scottish
Vocational Qualification (SVQ) in guidance at level 4 (although those who go on

to work for other guidance providers are unlikely to be asked to do so).
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It is clear that the tension in practice, between the technical-rational approach that
dovetails with new-managerialism (learning outcomes prescribed in advance,

vocational orientation, concern with managerial goals and targets) and between a
professional model (reflected in an emphasis on theoretical underpinning, ethics,
unique personal learning outcomes for students, professional autonomy and
pluralist practice etc.) is reflected in the training of career advisers. Career

advisers are required to meet the sometimes conflicting demands of a university,
the ICG and an SVQ (Jeffrey and McCrea, 2004).

Students are recruited from a wide range of backgrounds and so do not have a
common undergraduate degree, and in some cases no higher education
qualification. They undertake a 9 month training course, which aims to equip
them to work as professionals, but a course that is in effect a battle ground

between the academic requirements of a university, the need for the main
professional body to retain an element of control, and the desire of the main
employer to ensure potential recruits are tailored as closely as possible to their
current managerial aims and objectives. Diverse theoretical positions that might
support the development of a more holistic (but perhaps uneven) guidance
practice are resisted by the more instrumental focus of the main employer, Career
Scotland, which operates a single model of guidance (which all staff must use)

that is tightly oriented to education and training issues in keeping with its

economic development objectives.

As Howieson and Semple (2006) dryly note, the future qualification of Careers
Scotland staff is “‘currently a live issue’. Careers Scotland have recently (2005)

commissioned an independent consultancy to do a study of training for career
guidance which found that the current courses are “not fit for purpose’ and is
currently working with the Scottish Qualifications Agency to develop a new

qualification customised to meet their organisational needs.'

It can, therefore, be seen that recent political and organisational changes have led

to a less holistic, more tightly controlled model of CEG, closely focused on the

! Chapter 2 (c) includes detailed comments on difficulties managing the CEG qualification base.
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needs of the business and enterprise sector. These developments have in turn
impacted on key debates about the nature and role of guidance, preventing a long
predicted shift from career advice to carcer counselling. Contextual constraints
run counter to the ethos and the training of some CEG practitioners. There are
tensions in the training of career advisers; between professional and more
technical, instrumental approaches. As Howieson and Semple (2006) ask, ‘to what

extent can we still say there is a career guidance profession in the UK?’,

It is now time to turn to turn to a third deeply ambiguous influence on guidance

culture, computers and ICTs.
1. b. iv. ICTs, Guidance and Counselling

New technologies have affected the guidance community in profound ways.
Online ‘counselling’ has become fashionable (Kraus et al, 2004), challenging
many of the most cherished beliefs about counselling and the face-to-face (FTF)
intimacy it is normally associated with. If online counselling is possible then
online guidance too might also be possible. Career services around the world
have begun experimenting with online services, ranging from ‘email-guidance’
(heavily biased in favour of information giving about work and education, Offer
2004), placing in employment or courses (vacancies can be put online), and
information provision (online data bases). Careers Scotland, the Connexions
service in England, the Wales Careers Service and many services abroad have
developed online services leading to interesting new issues for guidance, for
example, what kind of services depend on closeness, sharing the same physical
space, and what kinds of services can be delivered remotely? Significantly, the
implications of the routinisation, ‘automation’, or the “‘mechanisation’ that the
delivery of online services implies (informatics applications) has important
consequences. Computerisation dovetails with a model of guidance focusing on
economic as opposed to personal development goals - managing the labour
market by streaming large numbers of clients. Online assessment, where remote
clients receive a personal profile outlining strengths and weaknesses, or ‘online
matching’, where psychometric tools recommend occupational choices for clients,

are both available on the Internet. The scene is set for career guidance focused on
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what Flyvberg (2001) describes as ‘those properties of human activity by which
humans most resemble machines or Weberian bureaucrats’, The interesting
question, therefore, is whether or not technological developments might further
undermine the person-centredness of the service. Rather than facilitating a
holistic counselling approach, it is possible the technology will faciliate more

technical-rational elements of the guidance process; assessment, advising etc.

While a move to ‘career counselling’ hints at a process of ‘up-skilling’ of career
advisers and a reinforcing of their professional status (Krumboltz, 1996, Irving,
2000), the computerisation of advice and guidance hints at the opposite; career
advisers interpersonal skills becoming less important than their role as mediators
of technological solutions - implementing a standard selection of career education
and guidance tools (e.g. Career Box) provided centrally; a systematic process of

de-professionalisation and disempowerment (in which post-graduate ‘career

advisers’ can be replaced by technician level ‘employment assistants®).

Watts (1996), writing about the impact of ICTs in guidance, raises the possibility
that the technologies have the potential to move career guidance out of the control
of professionals and directly into the hands of the public. Sampson (1999a)
argues ‘the Internet is making an enormous amount of resources available to
individuals without a counselor or guidance professional acting as an
Intermediary.’ (p. 2). The potential impact of clients using guidance resources

without recourse to the guidance professionals who traditionally control access to

resources 1s significant.

It seems that ICTs have the potential to further stall the development of a career
counselling culture in the UK, and, if some writers are to be believed, routinise

and streamline so much guidance that FTF help might rarely be needed.

These technological pressures, like the process of bureaucratisation and new-
managerialism, increase the tension between guidance and counselling in career
work, and between professional and non-professional helping. The practical
implications to date have largely been the development of quantitative,

measurable aspects of career work online, such as psychometric testing
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(assessment and self-assessment), vacancy handling and information provision.,
The application of new technology has in fact bolstered guidance (where
institutional goals mediate the helping provided) and a technical-rational
approach, to the detriment of career counselling (where person-centredness is a

top value) and professional artistry (Schdn, 1983).

Many significant theoretical influences on career guidance, mainly from
psychology and especially counselling theory, such as the work of Carl Rogers
and Gerrard Egan, inter-alia, emphasise the process of helping; the dynamic
relationship between two people. This interpersonal dynamic is, so far, much less
;Nell supported by ICTs. A key question for career advisers will be how to
develop services that utilise the communications potential of the technology, so

far largely ignored in career education and underused in career guidance, but

already being utilised in counselling.

There 1s ample evidence of helping communities springing up on the Internet,
often unmediated by professionals (Rhiengold 2000, Delanty 2003, Castells
2001). A good example of this kind of forum is the well-established ‘Shared

Experience’ cancer support site (www.sharedexperience.com accessed 010206).

In online recruitment there are already web sites that offer participants the

opportunity to engage in active discussion and informal para-professional helping.
If the technology makes many traditional guidance services available to the public
unmediated by professional helpers (information, psychometrics, vacancies) and

is also beginning to create informal networks of non-professional helpers, the
guidance community may need to re-evaluate what it means to be a professional

guidance worker. Perhaps one option is to develop new skills as facilitators of

hélping communities.

Professional Helping <l Non-Professional Helping
Communications Technology | <—> Information Technology
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There are indications that communications technologies might facilitate new kinds
of person-to-person helping (discussed below). Ultimately a lot will hinge on
how successful ‘online counselling’ is in the long term, but especially on how
professional people can interact with the helping communities that spring up on
the Internet (and other contexts). The extent to which the technology can support
rich and complex inter-personal and inter-group communications will be an
important factor in the final impact of ICTs in career work, and on the extent that

career advisers find their role as helpers enhanced or marginalised.

1. b. v. Summary

Career work in Scotland is in an uneasy position between guidance, where advice
giving 1s normal and where professionals might have to balance an institutional
agenda with person-centredness, and counselling, where impartiality and a holistic

and person-centred approach are top values and where advice giving is resisted.

The impact of technology on CEG has so far been to assist with guidance
activities such as psychometrics, information provision and placing services, but
the communications potential of the technology, which might ultimately support a
more counselling oriented approach to career work, has been poorly developed.
In addition, ICTs might reverse some of the centralisation of career education and
guidance, making information and matching resources accessible to everyone,
including non-professional helpers such as parents, and making possible new

kinds of helping communities, which can exist independently of professional

helpers.

The complex pressures on Career Guidance in Scotland invite consideration of

radical solutions:

* Politically, the career service has attempted to balance two arguably
incompatible objectives; managing the labour market to assist with

development of the Scottish economy; and providing a public service

based on person-centred guidance.
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* Professionally, career advisers are torn between a guidance culture (which
might include advice giving, teaching, institutional objectives (targets) and

counselling (impartial, person-centred, holistic).

* Technology has so far facilitated career advisers’ traditional guidance
activities, such as psychometric testing, interest guides, placing services
and information provision, but has also made those services directly
accessible to non-professionals in career work, such as teachers, parents
and the clients themselves. The communications potential of the
technology in career education, and the opportunities to support new kinds

of informal helping communities, have barely been explored.

* There are questions about the ways the professionalisation of helping
disempowers informal helping communities (Furedi, 2004, Dineen, 1999),
and the ways that the communications potential of technology might help
career professionals to deliver counselling-style services online;. or even to

facilitate the lay and para-professional helping communities already in

evidence on the Internet.

These tensions are not unique to CEG. They reflect wide and far-reaching

changes in the modern world; the relationships between individuals and the state;

between professionals and non-professionals; between communities and society;
and between our social and cultural values and our technologies. The ways we
choose to apply technology reflect ethical concerns, choices about the right way to
live, and, as such, our choices about how to apply technological solutions in CEG
reflect political changes and questions of cultural values. Turning away from our

neighbours and speaking to distant voices in cyberspace might have a profound

impact.

It is remarkable that the communications potential of ICTSs has been so poorly
explored in school CEG, when ICTs have been so actively adopted to provide
information. The cultural commentator Myerson (2001) quotes Karl Jaspers (p.
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12) ‘Philosophic truth sees all human beings as possible others with whom it
remains our task to communicate’ and wonders why this universal communication
has not arrived. He too (like Bauman, 2001) sees ICTs as undermining communal
understandings and despairs that modern communications technologies, ‘the most
rich of technological developments’, redefine knowledge as information: ‘To
learn now means to have the right information pushed at you as efficiently as
possible’ (p. 58). For Myerson, the global reach of technology undermines
knowledge as locally constructed community understandings and he calls on
Heidegger to explain: ‘communication is good when an answering voice arises
not far from the initial utterance, not far in space or time maybe, but more
profoundly, not far in human understanding’(p. 49). Clearly the application of
new technologies in CEG is at the cusp of issues about the future of career
guidance, whether or not career advisers are to be de-professionalised, and
whether or not CEG is bureaucratically centralised and standardised rather than

customised to respond to the needs of multiple communities.

When we consider the social forces that are unfolding around us, Careers
Scotland’s tight focus on the labour market (and perhaps a concern with CEG
generally) might seem parochial, almost quaint. The Scottish labour market is
increasingly dependant on global forces (and multinational companies) and the
influence of an organisation like Careers Scotland must be at best marginal. In
fact, for many, career guidance should be a process of helping people consider
their place in the world; understanding the influence of wider social forces. It
makes a difference whether or not, to borrow from Habermas (Myerson, 2001),
people are glued together by common procedures and rules (system integration) or
whether they stay together through shared understandings (social integration).
For social integration, shared understandings, career guidance needs to involve

consideration of personal and social values as much as labour market information.

It a career is a ‘path through life’, then global forces that limit or extend available
paths (or even our ability to imagine alternative paths and ‘ways of being’) must
be taken very seriously. The following discussion develops these points and
exposes some of my own perspectives and values; it is influenced by rhetorical

analysis of the role of technology in society and is intended to show that the value
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conflict engulfing CEG in Scotland reflects wider, but closely related, global

('JOI'IC(?«I'IIS«.2

1. c. General Context: Changing World

1. c. i. Globalisation, Community and Technological Determinism

1. c. 1. I. Somnambulistic Globalisation

Career Education and Guidance is responding to dramatic social forces, and the
application of ICTs in guidance is inextricably linked with the ways in which the
technologies support (or perhaps determine) a process of globalisation. For
example, the EC allows Polish workers the right to live and work in Scotland
(although without the same employment rights as Scottish workers), and access to
the same services, including career services. Equally, Scottish services compete

with European, and worldwide career guidance services on the Internet. This

process of globalisation is not something that policy makers can control in any
significant way; it is not subject to votes and approval by the Scottish Parliament.
It seems inevitable, unstoppable. In terms of both ICTs and social policy,
globalisation profoundly affects the nuts and bolts of CEG at a local level. CEG is

being transformed by global forces entirely out with democratic control as it is

normally understood.

Arguments for and against globalisation can become circular and alienating.
Ironically, in order to prevent nation states annexihg each other, we submit to
annexation by bureaucracy; ‘voluntarily’ join larger political units with more and
remote bureaucratic control of the regions. National currencies are giving way to a
single currency, there is talk of European tax harmonisation, indeed writers on the
liberal left (e.g. Monbiot, 2003) are calling for a world government to replace the
United Nations. The decisions that affect our daily lives are being made more
remotely, further away from the citizen than ever — centralisation, standardisation,

and ‘free trade’ are the major political themes in Europe. As states merge, the

? The methods adopted in this research emphasise the importance of reflexivity — see chapter 3
(e.g. 3.a.1. p. 98).
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‘state’ 1s expanding. Government is closer than ever on a micro level, regulating
our smoking, drinking and eating habits, our childcare habits, recording our
personal digital communications (Investigation and Regulatory Powers Act,

2000), just as on a macro level it seems increasingly remote.

Foucault (1991, fp. 1975) anticipated many current arguments about the
relationship between government and technology. It can be argued that new
technology supports both globalisation (through unlimited communications and
commerce) and the creation of more and more powerful and effective state
apparatus (through databases and surveillance). He carefully demonstrates the
way surveillance (and examination) supports the ‘means of correct training’ of
citizens (in institutions such as schools, prisons, religions). Recent UK
Government and European legislation on the recording of personal digital
communications represents a powerful intensification of surveillance. Drawing
on the English philospher Bentham (1999), Foucault points out that “The perfect
disciplinary apparatus would make it possible for a single gaze to see everything
constantly’ (p. 173). He argues that the effect of intense surveillance ‘is to induce
a state of conscious and permanent visibility that assures the automatic
functioning of power.....the surveillance is permanent in its effects, even if it is
discontinuous in its action’ (p. 201). All it takes to make us censor our own
communication is the knowledge of the possibility that it is being surveilled, as on
the Internet. Poster (1984), contrasting Foucault’s ‘mode of information’ with

Marx’s ‘mode of production’, notes that ‘surveillance is the flow of information
from the object under scrutiny to the authorities.... ..the existence of this network
of information and the awareness of it by the scrutinised population constitutes the
technology of power’ (p. 163), but rather than simply appropriating labour as in

the mode of production, in the mode of information it is our consciousness that is

appropriated:

The reversal of priorities Marx saw in the factory whereby the dead
(machines) dominate the living (workers) is extended by the computer to
the realm of knowledge.....Like mechanical machines, the computer
shapes the mind of its user; unlike older contrivances, it engages the users

consciousness. Its powers seem to enchant users who become absorbed by
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the capabilities it offers. Which is the subject, computer or individual?

Which has the capacity to generate knowledge, has the greater mental
powers? (pp. 166-167)

In Foucault’s analysis the technology of power (the Internet in this case) actually
appropriates our consciousness; the values of the state and commerce become

internalised and increasingly difficult to question.

Baudrillard too dwells extensively on the ways government relies on technology.
Suspicious of the idea that progress has to mean bigger, more centralised, more
controlling government, Baudrillard (2002) is eloquent about the ways centralised
government and technology are linked. European governments ‘follow their
course 1n spite of any opinion to the contrary’ (Baudrillard, 2002, p. 82). Events

do not unfold in response to ethical and moral choices, they appear value-free,

technology and government, the real and the virtual, merge:-

Europe as it 1s emerging is a simulation model projected into a scene of
social desertification — an obligatory virtual reality, to be slipped into like
a data suit. (Baudrillard 2002, p. 82)°

1

A perfect example of this process of standardising everything (which Baudriliard,
1983, calls the ‘curse of the self-same’), is the recent attempt by the OECD to
establish a common definition of the ‘(apparently unsatisfactorily)* plastic concept
‘career guidance’ — this enterprise hints at both the importance state bureaucracies
place on influencing the career development of individual citizens, but equally,

given the role of the OECD, at the desperate need of capital (‘a monstrous,

3 ‘Europe is a fine example. It is the archetype of the contemporary event, the vacuum-packed
event, the vacuum-packed phantasmagoria. Europe will not have happened in the heads, dreams or
natural inspiration of anyone whatsoever. If it has happened it has been in the somnambulistic
space of the political will, of the dossiers and speeches, the programmes and
calculations....Europe as it is emerging, is a simulation model projected into a scene of social

desertification — an obligatory virtual reality, to be slipped into like a data suit.” (Baudrillard, 2002,
p. 82.)

* The implications of this “plasticity’ will be returned to in Chapter 6, Discussion p. 240,
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unprincipled exercise’ Baudrillard, 1981 p. 15) to guarantee the economic
productivity of the next generation. The OECD did not consult career advisers in
the UK, some of whom define career guidance in terms of personal, rather than
economic, development. The OECD definition belongs to a virtual space, ‘the

somnambulistic space of the political will’.

So CEG must be uniform and standardised. ‘Progress’ implies that the state, or
even more remote organisations such as the OECD, should arbitrate the hopes and
dreams, the life plans, the careers, of young citizens. Inevitably the role of parents
and local communities in setting the guidance agenda is marginalised. CEG
provides a clear example of the ways questions of community and identity are
disturbed and reframed by the forces of technology, global capital and political
bureaucracy. Distinct communities with particular values (for example, the UK
Muslim community) are increasingly difficult to accommodate in the monoculture

of global ‘society’.
1. c. i. II. Community

Society and ‘community’ are sometimes seen as being in opposition to each other.

The extent to which the global village, ‘society’, will replace our communities
remains to be seen. Bauman (2001) suggests that community only ever existed in
a perfect, impossible past. Hobsbawn (1996) argues ‘never has the word
community been used more indiscriminately and emptily than in the decades
when communities in the sociological sense became hard to find in real life’
Certainly the idea of community as a warm circle, a naive immersion in human
togetherness, seems bizarre and romantic in our modern world. But psychologists
(and guidance workers) cannot neglect the social environments into which our
lives are stitched, despite the fact that what constitutes our notion of community is

evolving.

Kurt Lewin, a key figure in ‘action research’, formulated the famous equation
B={(P,E), behaviour is a function of the person, the environment and the

interaction between the two (Orford, 1992), to remind us that individual behaviour

cannot be understood outwith the social systems in which it is expressed. While
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sociologists have agonised over how to define community and whether or not it is
‘real’, psychologists have tended to adopt a pragmatic approach; communities are
simply gr&ups of pecople with something in common, geographically based, as in
neighbourhoods, or relationally based, interest groups, friends, religious
congregations etc. For Sarason (1988), one of the earliest Community
Psychologists, what mattered was the sense of community and the social capital
(Nelson and Prilleltensky, 2005). Community has four domains according to
McMillan and Chavis (1986): membership; influence; integration and fulfilment
needs; and shared emotional connection. We live in multiple, and overlapping,'
communities, which intersect and compete over the four domains. Bourdieu
(1986) argued that an individual’s position in social space relates to two
coordinates, the volume and composition of the capital they detain, that capital
having three principle dimensions; economic, cultural and social. For Bourdieu
social capital is the resources accrued by virtue of membership of groups — or
communities. Communities, as well as individuals, have ‘social capital’; social
capital can be seen as ‘the potential of communities to improve the well-being of
their members through the synergy of associations, mutual trust, sense of
communication and collective action’ (Nelson and Prilleltensky, 2005 p.95). This
intersection of community and social capital provides a context for CEG, a way of
seeing clients, not as socially isolated individuals, but as keyed into multiple

communities each with their own social capital. Community resources become as

important as personal resources.

The Community Psychology approach links ‘community’ to issues both of power

and of ‘emotional connection’. Communities stand or fall in relation to their
ability to improve the well being of their members. They increase the power of
individuals through collective action as well as providing an emotional connection

and sense of integration that might be important for our sense of identity.

Debates about ‘community’ are brought into stark focus by powerful effects of
globalisation. The destruction of communities in the face of an overpowering
global society 1s seen by some as an assault on the social capital of minority
groups. If a traditional requirement of communities has been that they are

distinctive (having an element of us and them), small (insiders interacting in an
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all-embracing way) and self-sufficient, then the global village presents a challenge
to each aspect. The Internet is, therefore, part of a process that has seen
‘community’ increasingly problematised. Despite the potential for the Internet to
create new forms of community (‘communities of interest’), celebrated by,
amongst many others, Rheingold (1993), Bauman (2001) takes a very different
tack, arguing that the open and free flow of information is a factor in undermining

a key component of communities; the ‘shared understandings’:

The mortal blow to the ‘naturalness’ of communal understanding was
delivered, however, by the advent of informatics: the emancipation of the
flow of information from the transport of bodies. Once information could
travel independently of its carriers and with a speed far beyond the
capacity of even the most advanced means of transportation, the boundary
between “inside’ and ‘outside’ could no longer be drawn, let alone
sustained. (p.13)

The role of the Internet, as a facilitator or as a destroyer of communitys, is
~controversial. Some see it as a radical way for marginalised people (or people
with marginal interests) to network (and thus gain social capital). Others see it as
a tool for transforming knowledge from Feyerabend’s (1993) ‘ocean of mutually
incompatible alternatives’ into new law tables, universal prescriptions about the

right way to live (if a word is not recognised by the computer spell check — there

can be no such word!) and, therefore, as a mortal blow to ‘community’. As such,
the application of new technologies in career education further complicates
already difficult philosophical questions that underpin the ways our school
students prepare for their paths through life and the role of CEG in mediating
aspects of individuality and conformity. Every level of bureaucracy, from our

schools to the OECD, has an interest in this fascinating social question: how can

we manage our paths through life?’

* Discussion of implications of Futureperfekt for community in CEG can be found in Chapter 6(b)
p. 249.
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1. ¢. ii. Technological Determinism, and Indeterminacy

The complex relationship between technology and education was hinted at above
with regard to Myerson’s view that ICTs facilitate the process of information
supplanting knowledge. Many commentators go much further, arguing that
technologies are challenging what it means to be human, beyond the normal
evolutionary processes. It is sometimes hard to step outside ourselves and see just
how deeply technology has changed the way we live, as Sosnoski (1999) notes:
‘although humanists sometimes oppose the use of various technologies in their

work, they often misread the ways the technology infiltrates their everyday lives’

(p. 128).

The language of the debate about technologies is often extraordinarily colourful,
at times bordering on apocalyptic. Many theorists have considered the dramatic
consequence of the momentum to develop and apply more and more sophisticated
technologies, including Jurgen Habermas (2003, The Future of Human Nature),
Fukiyama (2002, Our Post-Human Future), Baudrillard (1981, Simulacra and
Simulation) and even Ulirch Beck (1999, World Risk Society). Genetic
engineering is of interest in this regard of course, but it is the growth of
cyborgism, our increasing intimacy with our technologies, that is most significant
for this thesis.® The ways we interact with machines are changing the quality of
‘human-ness’. Indeed the decline of humanism, and a reappraisal of the
relationship between humans and knowledge, has been a strong theme in post
modem thinking. Foucault concludes in ‘The Order of Things’(1970):

As the archaeology of our thought easily shows, man is an invention of

recent date. And one perhaps nearing its end. (p. 387)

Wearable computers and mobile phones (communicating with aural implants
using bluetooth technology) wired into clothes are available already. Biometric

identification will become standard in passports within a decade and biometric ID

cards will soon be compulsory in the UK. Greenwood (2005) writes (sceptically)

6 ‘Progress has enabled humans to reproduce like potatoes’ Baudrillard, 1981, p. 95 (e.g. Cloning)
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about a future ‘of constant surveillance, enabled by ‘truth technologies’ where
biometric identity cards, global positioning systems and two-way screens allow
malevolent forces to track you wherever you go....the authorities control society
through one vast, ongoing, stop and search operation.” In the light of the rapid
changes that are taking place, it might not be too fanciful to argue that humanist
values (such as person-centredness, traditionally at the core of CEG) may well be
out of place in a world where what it means to be human is as much a
consequence of engineering as evolution.” A CEG philosophy premised on the

humanist value of person-centredness must be questioned.

These forces may represent an irresistible social trend, but will certainly have
unpredictable implications. One of the earliest and most celebrated contributors
to the debates about our relationship with machines and what has been dubbed
‘cyborgism’, Haraway (1991), in her ‘Cyborg Manifesto’, takes a thought
provoking perspective. In cyborgs she sees creatures of a post-gender world, the
resolution of the feminist struggle might be, as she puts it, the ‘final appropriation
of women’s bodies in a masculinist orgy of war’, Just as some of our current

concerns, such as sex and gender discrimination, might become redundant, new

concerns are emerging. She writes:

Late twentieth-century machines have made thoroughly ambiguous the
difference between natural and artificial, mind and body, self-developing
and externally defined... Our machines are disturbingly lively, and we
ourselves are frighteningly inert. (p. 293-4)

For Haraway, the boundary between the physical and non-physical has become
‘eerily imprecise’. Ultimately, the danger, she says, is that the coming together of
man and machine in the most intimate ways will be about the final imposition of a
grid of control on the planet. To return to the comparatively prosaic world of the
use of technology in CEG, it seems that on the one hand there is a view that new
technologies can augment and enhance what it means to be ‘human’, perhaps in

relation to our communications for example, and on the other that there is a

7 See Conclusions, Chapter 7 (b)



danger of us becoming steadily less human and more like the machines we are
now so intimately involved with. Harraway is adamant that our task in taking

responsibility for the social relations of science and technology means refusing
metaphysics of anti-science and a demonology of technology; we must, she

argues, reconstruct the boundaries of daily life.

Even as long ago as 1984, Turkle (p. 320) writes that computers ‘challenge our
ideas about what it is to be human, to think and feel. They present us with more
than a challenge. They present us with an affront, because they hold up a new
mirror in which mind is reflected as machine.” The ways we use new technology
to tackle social and educational problems have already had far reaching
implications for western societies. It is perhaps arguable that the technology itself

Is neutral, but it is incontrovertible that the ways we choose to apply it are
politically charged; will have dramatic implications for all levels of society; and
are statements of values. In considering the politics of this process, and
particularly in considering how the technologies might be applied in CEG with

due regard for questions of social responsibility, scientific methodology alone is

insufficient.
1. c. iii. Methods

Appropriate responses to technological determinism (or the crisis in ‘community’,
or the impact of Globalisation) will not be clarified by scientific enquiry alone.
Flyvbjerg (2001) argues that science has ‘not contributed to the reflexive analysis
and discussion of values and interests, which is the prerequisite for an enlightened
political, economic, and cultural development in any society and which is at the
core of phronesis’ (p. 3). The Arnistotelian concept of phronesis is useful, practical
wisdom and judgement that goes beyond analytical and scientific knowledge,
technical and practical knowledge, it involves ‘judgements and decisions made in
the manner of a virtuoso social and political actor, it is a kind of prudence and

practical wisdom’. Like many earlier philosophers, such as Shopenhauer and

Nietzsche (Cates, 2003), Flyvbjerg argues that many writers have overemphasised
scientific and technical knowledge at the expense of practical judgement and

‘wisdom’. Too much weight, it is argued, is given both to the empirical nature of
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thought and the passion for classification that has become an end in itself.®
Aristotle (2004) insists that ‘man is a social being’ (1097b10) and that ‘questions
of conduct and expedience have little fixity about them...admit no precision...do
not fall under any professional tradition’ and that ‘agents are compelled at every
step to think out for themselves what the circumstances demand... as in the arts’
(1104a5). Over emphasis on empiricism, classification, and ‘objectivity’ are at
the core of what Flyvbjerg dubs the ‘rational fallacy’; ‘raising analysis and
rationality into the most important mode of operation for human activity, and
allowing these to dominate our view of human activity...’, and, as noted above,
‘focussing on those properties of human activity by which humans most resemble
machines or Weberian bureaucrats’ (p. 22-23). The point, of course, is that the
application of science and technology in CEG can be evaluated in terms of
efficiency, productivity, and economic benefits, but it also needs to be evaluated
in terms of social responsibility (questions of conduct and expediency). How

does it actually make life better, and what will that mean?

A greater emphasis on practical wisdom might usefully inform methods to tackle
the complex social, political and ethical dilemmas that the application of
technologies in education, and in CEG, imply. In order to ‘reconstruct the
boundaries of daily life’ we need to tackle questions of values and judgement as
much as those of episteme and techne. Questions of daily life must be seen as
‘context dependent’ — in terms of an ‘open ended, contingent relation between
contexts, actions, and interpretations’ (Flyvbjerg, 2001). This position suggests
that ultimately, reflexive analysis of goals, values and interests is a precondition
for an enlightened development in any society. This is not a task suited to science.
With phronesis, practical wisdom, one has the ‘knowledge of how to behave in
particular circumstance(s) that can never be equated with or reduced to knowledge
of general truths. Phronesis is a sense of the ethically practical rather than a kind
of science’ (Flyvbjerg, 2001, p. 57). One way of addressing the dominant values

of modernity, and the consequences of the emphasis on rationalism and

® Nietzsche, with characteristic bluntness, calls this ‘a rut minded addiction for the routine
combined with a herbalistic passion for collecting data and drawing up indices’ Cates 2003 p.

204.) Baudrillard (1983, p. 81) warns, ‘microscopic observation promotes such an alteration in the
object that knowledge of it becomes imperilled.’
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empiricism is to develop an equally strong emphasis on judgement, ethics and,

especially, of reflexive analysis of values and the creation of new values.

A key element of this thesis is an exploration of the underpinning values of CEG,
particularly in terms of the ways CEG applies technologies, and the ways it
mediates the contested ground between society and community. For the task of
‘revaluation of all values’ we need to cultivate ‘the art of dividing without making
inimical; mixing up nothing, ‘reconciling’ nothing; a tremendous multiplicity

which is none the less the opposite of chaos’ (Nietzsche, 1908, p. 43).

1. c. iv. Summary

Emphasising values, this thesis considers the ways in which ICTs might influence
the delivery of career education and guidance and the implications of shifting
patterns of values for all the parties involved, in particular the tension between
databases and networks; it will investigate the possible application of ICTs to |
establish a sense of community and stakeholder involvement in career education;
and it will explore ways in which careei' education might become more person-

centred and less reliant on institutional (and social) agendas.

Without losing sight of the wider context of the research, and the political and

philosophical debates that enmesh it, the core objectives remain clear:

* to find ways to take school student career education out of the confines of

the schools themselves and into the wider community;

* toexperiment with ways of preserving person centeredness as a core value

in career education; and

* to experiment with using emerging technologies in career education.

Underpinning this investigation is a tension in wider society, between the idealism

of modernist thinkers and a post-modern spirit of deconstruction, iconoclasm and
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analysis of power. The methodology is situated in a hermeneutic framework and
although empirical (generating data), it has resisted the subject/object divide and
the positivism of science in favour of a reflexive, constructionist approach that
emphasises the political nature of the social sciences; psychology as a moral

science.

The project is an attempt to take up the challenge laid down by Haraway (1991,
above), amongst others, to find small ways to reconstruct the boundaries of

everyday life and (to paraphrase Foucault) play with ‘the order of things’.

The next chapter reviews a wide range of relevant literature. The focus is on the
special place of guidance, which is situated uneasily between the more directive
process of advice giving and the normally non-directive process of counselling.
Particular attention is paid to the implications of the application of technologies in
CEG. It was also essential to note some of the main issues arising from the
related and highly relevant literature on the social psychology of the Internet,

online learning, and the changing nature of community.
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Chapter 2: Literature Review

2. a. Orientation to CEG Literature

2. a. i. Career versus Careers, Counselling versus Guidance

The language of guidance and counselling can seem arbitrary and confusing, in
particular, the jumbled use of the words ‘career’, ‘careers’, ‘guidance’ and
‘counselling’. Indeed, there has been a strong anti-theoretical stance in career
guidance that is reflected in the professional journals (Heaviside, 1995, Closs,
2001) and some professionals and writers would argue that worrying about this
terminology is irrelevant semantics. Closs (2001) writes ‘Practitioners are often
introduced to theories during their training but make no use of them in their day to
day work... .Advisers should concentrate on getting on with the job’ (p. 38). The
language writers choose to use is rarely accidental and is often underpinned by
implicit theory and a political, value driven perspective, for example, both Closs
and Heaviside were in favour of the traditional terms “careers officer’ or ‘careers
adviser’. Closs was an early advocate of computerised matching systems
(matching people to jobs) which many once feared might make guidance workers
redundant, and Heaviside, Head of the Careers Service Branch of the DFEE in the
1990s, was Instrumental in unsuccessful moves to shorten the training of careers
advisers (therefore making it cheaper) and to lower the post-graduate status of the
job, referring in print (1995) to ‘the craft of guidance’.! The combined impact of
the computerisation of guidance work and moves to ‘deprofessionalise’ guidance
workers have not yet made career guidance workers redundant, but in England
(although not yet in Scotland and Wales) the term “careers adviser’ is already

redundant in some areas - replaced by the more generic term ‘key-worker’. The

- terminology used is highly controversial and has important implications for the

roles of the guidance workers.

Those from an “anti-theoretical’ position use language as carefully as those who

want to develop consistent, theoretical perspectives to underpin guidance. It is

! Both these issues, length of training and professional status, are still live, see below, p. 55.
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important for the purposes of this thesis to be clear about what is certainly
confusing nomenclature. Many writers use the terms career adviser, careers
adviser, career counsellor, careers counsellor, career guidance, careers guidance,
guidance worker and adviser loosely and interchangeably, while yet others have a
strong preference (Watts et al, 1996, for Career Adviser, and Herr, 1997, for

Career Counsellor). Further confusion is caused by differences in Scottish and
English educational systems (in England schools have ‘careers teachers’ but not in

Scotland, and in both countries schools employ guidance teachers).

Choice of the word ‘career’ versus the word ‘careers’ essentially reflects a broader |
debate about holism in career(s) guidance. Those preferring the traditional use of
the word ‘careers’ tend to see careers guidance/advice as being focused on
occupational and educational choices; often the words ‘careers’ and ‘jobs’ come
to mean practically the same thing in this context. The alternative position, of
those who prefer to drop the “s’, argues that you do not ‘choose a career’ — your
career is a ‘path through life’ which is a consequence of a sequence of choices
about occupations, education, and lifestyles. Of course you may still ‘choose’ a
job, or a college course. This position is associated with advocacy of a holistic

perspective: career guidance cannot be separated from occupational, social, family

and lifestyle issues, there is a need to work with the ‘whole person’ and

occupational choices must be made in a broad social context (Herr, 1997, Watts
and Kidd, 2000, Watts et al, 1996, Peavy, 1992).

In a revealing development, the Institute of Careers Guidance changed its name,
after years of debate, to the Institute of Career Guidance in 2000, a controversial
move at the time. Even leading academics have been unsure how to proceed with
the issue of nomenclature; in 1996 the authors (Watts et al, 1996) of a key text
book, ‘Rethinking Careers Education and Guidance’ argued that although they
preferred the term ‘career’ they would use the term ‘careers’ throughout their text

book as it reflected current custom and practice (reinforcing the status quo).

Debates about the relationship between guidance and counselling are similarly
entrenched, the choice of the words advice, guidance and counselling has far

reaching implications for the ways workers practice. Some see counselling as a
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guidance activity, and one of the most widely used definitions of guidance,
produced by the Standing Conference of Associations for Guidance in
Educational Settings, includes counselling, along with teaching, informing,
feeding back, assessing, enabling, and advising, as a guidance activity (SCAGES,
1993). However, the British Association for Counselling (BAC, now the British
Association for Counselling and Psychotherapy) was completely independent of
both SCAGES and the Guidance Council (Watts and Kidd, 2000). Many

counsellors view counselling and guidance as quite separate activities, believing

counselling to be ‘non-directive’ and guidance ‘directive’.

Watts and Kidd (2000) argue ... guidance and counselling need to maintain their
links with one another. Counselling is a critical part of guidance provision.
Counselling skills underpin good guidance practice. There is much congruence of
core values across the two fields.” (p. 493). Herr (1997) argues that there is so
much overlap between guidance and counselling, and such a compelling argument
for a more holistic perspective in both career and educational guidance, that it is
inevitable they will converge and likely that the term ‘career counsellor’ will
become increasingly accepted in the UK as it has been in the USA. But, as noted
in the Introduction, 10 years down the line there is no evidence of such a shift in
Scotland. Indeed, the current political climate is such that Careers Scotland have
abandoned the term Career Guidance altogether'in favour of the even narrower

‘Career Planning’ (Howieson and Semple, 2006) in keeping with their focus on

economic development.

Throughout this thesis the word career will be preferred to the word careers except
where ‘careers’ refers to a job title, book or article title, or is included in a direct
quote. Generally the term ‘guidance worker’ will be used to include any
professional helpers, and the terms “‘counsellor’ and “counselling’ will be reserved

for people or organisations marketing themselves as solely concerned with

counselling activities.

It is considered helpful to see counselling and guidance as broadly overlapping

activities, the key difference being that guidance workers combine a client-centred

perspective with institutional and political concerns (those employed by
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Enterprise Companies or Local Education Authorities, for example, have an
institutional agenda) and counsellors as being accountable only to their

professional associations and their clients.
2. a. ii. Outline of Literature Review

The literature on applying ICTs in CEG is already a substantial body of work,
with articles regularly published on the topic since the beginning of the ICT
revolution. Indeed, an important landmark was the 1978 Journal of Occupational

Psychology (V38, No.1) symposium on the theme of ‘Computers in Vocational
Guidance’.

Many of the key themes raised in this early special edition journal continue to be
preoccupations of the guidance community. It is the purpose of this chapter to
review developments in the applications of ICTs in guidance since then,
emphasising that infomatics applications outnumber applications using the

communications potential of the technology. In particular, the significance of the

shift in emphasis from ‘Information Technology (IT) to ‘Information

Communications Technologies’ (ICTs) has not yet been reflected either in the
career guidance research literature or the practice of the UK guidance community.
The review will underline the fact that the communications potential of the

Internet has still to be tapped in career work and the implications for guidance are

as yet poorly understood.

In parallel to the growth of ICTs, there have of been significant developments in
guidance and counselling theory in the last 20 years, developments that have
emphasised the power of communication and social interaction, storytelling and
the cultural context of the helping strategies (Chen, 1998, Peavy, 1992, Cochrane
1997). Kidd et al (1994) argue “The dominant models (underpinning career
gutdance) have changed over the last two decades, in favour of ones which
emphasise interpersonal and relationship skills’. The theoretical developments
emphasise generic guidance skills over expert knowledge as the basis for
professional practice. The literature suggests that the application of these

‘interpersonal and relationship skills’ using communications platforms emerging
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on the Internet may prove to be of fundamental importance to the development of
guidance. Indeed, some evidence suggests that a model of professionalism based
on ‘expert knowledge’ may risk the downgrading of guidance work to technician-
level tasks, given the effectiveness of ICT infomatics applications in guidance.
There is a further danger that computer based solutions to guidance problems
reduce the ‘person-centred’ focus of career guidance, leading to the imposition of
standardised and mechanistic ways of working that are practically the same for all

clients rather than tailored to individual needs.

Given the inter-disciplinary nature of the research, it has also been necessary to
pay attention to the rich literature on online learning, the psychology of the
Internet, and research into online communities generally. Online learning has
developed so rapidly that there are already whole universities that offer online
courses exclusively. The lessons learned from these exercises in computer-
assisted learning are inevitably helpful when applying ICTs in CEG, especially
with regard to understanding the ways in which learning is changed by the
technology. Similarly, psychological research into online aggression,
disinhibition, dépaysement, and anonymity and pscudonymity has much to tell us
about the benefits and risks of Internet communication. Lastly, it was necessary
to consider the work of those researchers who are particularly interested in the

nature of online communities (or networks), given the objective of using ICTs to

embed CEG in the wider community.
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2. b. Technology of Guidance

2. b. i. Pioneers in the applications of IT

Computer technology is often parodied as impersonal and cold, facilitating
technical processes while ignoring human dimensions. In fact, the tension
between nomenclature, ‘IT” and ‘Information Communications Technologies’,
reflects this schism. Information technology perhaps suggests coldness, precision,
accuracy, facts and truth, while ‘communications’ technology suggests tools for
bringing people together and places the computer in a historical perspective that
links it with postal services and the telephone as technologies harnessed to
facilitate our human need to communicate. This tension is reflected in the earliest
work in the field of guidaxice, where, as would be expected, a great deal of stock

is placed on personal contact.

It is remarkable looking back to 1978 just how prescient many of the writers in
the guidance community were. Donald Super (1978), for example, clearly
foresaw the significance of attempts to devise computerised guidance systems that
do more than manage information and the traditional process of matching people
to jobs. He reports on research which, even at that stage, was attempting a
‘painstaking logical analysis of the counselling processes’ (p. 26) to identify
functions best performed by computers. Watts (1978) discusses the need for
computers to be used as a learning tool and used on an interactive basis to
underpin guidance for ‘career development through which individuals define who
they are and the kind of lives they lead’ (p. 39). At the earliest stages of the
development of ICTs there was immediately an interesting tension between the
use of computers to facilitate the technical components of guidance and the

counselling components.

There was also an early view that computing technology may be more or less
appropriate depending on the theoretical models of guidance preferred by the
practitioners and that computers were often best suited to supporting information

driven and matching (best fit of people to jobs) approaches. Closs (1978), for
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example, reflects on the way computer systems may or may not fit into the
preferred models of guidance workers (e.g. directive; non-directive; matching;
developmental) noting ‘they will judge the acceptability of a system in so far as its
design concept accords with their philosophy’ and argues that it may be possible
to develop a programme structure ‘which permits a maximum degree of flexibility

in style of usage to accommodate such different philosophies’ (p. 45). This
echoes Closs’s position, noted above, that theoretical differences are best
addressed by simply ‘getting on with the job’; computers it seemed, could provide

solutions no matter the theoretical perspective of the guidance worker.

The potential of the new technologies to facilitate the counselling approach to
career work rather than just the information and matching (advising) approach is a

key issue for this thesis and key theme in much of the literature.

It will be impossible to comment in detail on the increasingly sophisticated

software being developed to facilitate matching, assessment and placing. There is
a wealth of research on the effectiveness of widely used tools such as Matchpoint,
Cascade, Jiig-Cal, and Centigrade. As Closs (1978) noted, use of this type of
software will not be acceptable to all guidance workers, but it is certainly here to
stay. It meets the needs of some clients, but most significantly, as Gothard (2001)
points out “The number of systems has expanded greatly, partly because of the
Government seeing them as cutting the cost of guidance’ (p. 133). So matching
software, for better or worse, is firmly established. Access to some of the most

established tools such as Holland’s Self-Directed Search are readily available on

the Internet, where clients can use them with or without the support of a guidance

worker.?

Many of the themes identified below are hinted at in the pioneering papers of

1978 and are themes that are regularly revisited by subsequent authors (e.g.Mallen
and Vogel, 2005), despite the fact that when this particular journal was written the
Internet was embryonic and the potential of computing technology to facilitate

interactive communications applications was unimaginable.

2 http://www.self-directed-search.com/
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2. b. ii. Centre for the Study of Technology in Counseling and Career

Development

The work of James Sampson and the Center for the Study of Technology in
Counseling and Career Development at Florida State University has been

influential and his extensive list of publications widely cited.’

In a 1994 paper in the British Journal of Guidance and Counselling, Sampson
echoes Closs’ (1978) examination of the ‘promises and pitfalls’ of computers in
career guidance. Sampson (1994) reflects on ‘factors which facilitate and factors
which inhibit’ effective computer assisted careers guidance (CACG). In 1994 the
Internet was only just beginning its insidious journey into every aspect of our
daily lives, so Sampson’s paper emphasises information processing as opposed to
communications. Reductions in the cost of hardware and the increasing power of
processors are cited as important factors facilitating usage. In the early 1990s

computers were expensive and still more closely associated with workplaces than

with home and personal use. At the time of writing, the cost of computers

continues to fall and, of course, the personal computer is now ubiquitous at home

and at work.

Sampson argued that:

. practitioner experience of the (relatively) new technology was on a steep
leamning curve;

. the emergence of a set of professional standards and codes of ethics; along
with

° Increasing developer responsiveness to feedback,

* Sampson was especially influential in the development of Careers Scotland’s service delivery
model, and has been invited to speak to staff at several CS events. CS has adopted his
‘Differentiated Service” model, which attempts to categorise client need in order to deliver
services more efficiently. An extensive list of references can be found at

http://www.career.fsu.cdu/documents/bibliographies/CCIS %20Bibliographies.htm (July 2006).
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were some of the factors which might allow the rapid development of ‘computer

assisted guidance systems’.

To some extent it is possible that guidance workers, generally social and ‘people’
oriented workers (Holland, 1997), were unlikely to be early adopters of new
technology. Despite the fact that information databases and computerised
matching systems were being developed and implemented in the mid 1980s,
Sampson identifies resistance to mechanisation of the guidance process by some

guidance professionals, along with the limited technical ability of some staff, as

holding back implementation in the UK.

In relation to ethical standards for the use of ICT's in guidance, Sampson notes
several north American initiatives to establish guidelines for practitioners ‘The
ethical standards of several professional associations include specific standards
related to the design and use of computer applications in counselling and
guidance’ (p. 94). As yet, there are no widely used standards or ethical guidelines
in the UK and there has been practically no national debate about the increasing
computerisation of guidance. The British Association for Counselling and
Psychotherapy has a set of guidelines for online counselling but these are not
widely used by the guidance community. The European Commission’s Socrates
programme recently funded production of ‘Guidelines for Web Based Guidance’
(Aridane, 2004) but these devote only three pages to ethical issues and in the main
simply reiterate Beauchamp and Childress’ (1983) classic four principles of
ethical practice (beneficence, non-maleficence, autonomy and justice) and note

that ‘many ethical problems have no solutions’.

Regarding increasing developer responsiveness, it is useful to note that the
evidence given for responsiveness focuses on the systems themselves rather than
the ways in which they are used, and is exclusively related to the technical
components of guidance. Sampson identifies the development of larger
occupational and educational information files, increased flexibility in generating
occupational alternatives (matching), and additional support materials for users

and practitioners. In short, better information and more sophisticated matching



39

are given as the outcomes of iricreasing developer responsiveness. This reflects
the position of career guidance in the UK both in 1994 and to a large extent
subsequently; there are very few interactive Internet based communications

systems in use in the UK and so little opportunity for a feedback loop to emerge.

Sampson also writes enthusiastically in the same paper about the potential of
interactive-video disc technology. His remarks indicate how powerfully guidance
applications are driven by the technology. In the 12 years since he was writing
Interactive DVD technology and CD-ROMS have been rapidly deployed, but,
simultaneously, there has been a dramatic increase in Internet bandwidth allowing
faster data transfer and the emergence of video streaming technology. It is likely
that in the next 10 years, live streaming technology, which allows synchronous
communication and remote interactivity will make the ‘hardcopy’ represented by

CD-ROMS and DVD’s obsolete before there have been significant applications in
guidance. The advent of commercially viable online gaming, and even facilities

to download entire movies (both of which require huge bandwidth) suggests that

this process is already well underway.

The pace of technological change is reflected in the ways Sampson’s work
develops. Three years later, some of the issues relating to the communications
potential of the technology were beginning to be addressed. A growing sense of
caution about the implications of the technology is reflected in the headings used
in the work, from Closs’ earlier ‘promises and pitfalls’, to Sampson’s ‘facilitating
and inhibiting factors’; 1997 finds Sampson writing with colleagues about future
‘possibilities and potential problems’; now the focus is on the potential of the

Internet to facilitate career counselling.

Sampson et al’s (1997) paper is a mature survey of what was still an embryonic

field and identifies a number of important issues of relevance to the guidance
community. In particular, it deals with communication issues, and especially the
opportunities for counselling on the Internet. The authors give a detailed account
of the available mechanisms for Internet counselling, dealing with a range of the
tools available such as on-line chat, file transfer, video-conferencing etc., all of

which can be combined to provide a multi-purpose toolkit for information sharing
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and knowledge creation. The authors do not discuss the nature of the processes
involved, and there is no evidence about the effectiveness of these methods or
about the ways in which they differ from conventional methods. This is
significant to the extent that it points in the direction of the convergence of

communication and information tools.

The authors draw attention to two other important aspects of the technology; the
opportunity to use the Internet to deliver self-help resources that may reduce the
need for personal guidance (or free guidance workers to work more effectively

with a smaller group of clients); and the opportunity for professionals to use the

technology for supervision and case conferencing.

There are other examples of how more sensitive personal guidance issues began to
be tackled. The (Sﬁmpson et al, 1997) paper raises a series of important ethical
questions that the authors believe need to be addressed if Internet counselling is to
be developed. These include issues about the security of Internet
communications, confidentiality, the quality of information available, and
inappropriate or poor quality counsellor interventions (for example by over-
estimating the computer literacy of the‘client). Two other issues raised directly
affect the value of the Internet as a tool for addressing social exclusion and
geographical isolation; the risk that the cost of the hardware, software and Internet
access make this kind of help out of the reach of the poorest sectors of the
population; and the more subtle problem of world wide access to counselling
services creating difficulties arising from cultural and social differences that could
undermine the credibility of services (some minority groups may not relate to a
global cultural context). These particular ethical problems are certainly not
unique to Internet counselling, some apply equally to face to face (FTF)
counselling - but it 1s important that innovators are aware of any ethical issues
relating to computer mediated communication (CMC) and as noted above, this

awareness raising of subtle ethical and professional practice issues has only just

begun.

A presentation by Sampson to the International Association for Educational and

Vocational Guidance (Sampson, 1999) provides more evidence that interest in
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ICT applications in guidance was beginning to shift away from an exclusive focus
on technical applications and ‘mechanisms’. He raises more questions about the
communications potential of the technology, arguing, without going into details,
that there will be interesting opportunities for group and co-operative learning
arrangements. He continues, ‘The Internet has the potential to change the way
people learn and communicate’ (p. 2), a position already well established in the
wider educational community (online leaming is discussed below). Sampson
does provide helpful suggestions for further research topics, but strangely does not
include new ways of ‘learning and communicating’ amongst them. It is
significant that, practically for the first time, he comments on the political and

management issues the technology raises for guidance workers.

The core of Sampson’s (1999) concems is as follows: - ‘the Internet is making an
enormous amount of resources available to individuals without a counsellor or
guidance professional acting as an intermediary’ (p. 2). The impact of clients
using guidance resources without recourse to guidance professionals who have, in
the past, controlled access to resources is potentially dramatic. In addition,
Sampson also argues that the opportunity for anonymity the Internet affords may

encourage many people who previously have been reluctant to seek assistance to

seck out the resources and services they need (one of the earliest mentions of the

important issues relating to anonymity and pseudonymity on the Internet which

are addressed in more detail below).

This (1999) paper dwells on the potential limitations of Internet services and
especially the implications of cutting out the ‘intermediary’ (professional helper).

Sampson (1999) 1s concerned about unintended negative consequences:

. Confusion between well validated assessment and information resources

and those with no evidence of validity:

. inadequate account of significant cultural differences between users;

. services that do not indicate when FTF counselling is needed;
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. breaches of confidentiality; and

. clients becoming overwhelmed by the information available.

The issue of protecting clients from poor quality resources (unmediated by
‘professional’ help) is echoed in Sampson’s concern about helpers with
inadequate credentials offering help and support. Suddenly, issues of professional
demarcation and control are evident and suggest the emergence of a tension
between, on the one hand, the role of the Internet as a facilitator of group and co-
operative helping, and, on the other, as a source of poor quality resources and
helpers with inadequate skills and credentials. This is one of the most thorough
early expositions on a central concemn of this thesis. At its simplest the problem is
simply one of the ‘legitimation’ (Habermas, 1973) of knowledge. The

information and database resources being developed for clients project a

comparable legitimacy, despite often being contradictory and partial. Equally, the
professional and para-professional help that is provided by online networks
(communities) has a very similar problem with legitimation, the decontextualising
and levelling effects of Internet communication mean that it is not always clear
who speaks with ‘authority’, legitimately. The social networks are reflexive,
evolving and open to contest and challenge in ways online databases are not —
they facilitate interactivity and debate. Sampson’s remarks suggest that the ways
power and authority are expressed in online communication are becoming a

central concern in CEG.

Very significantly, questions are left open about how ICTs might affect debates

about the balance between guidance and counselling in career work and the role of
informal communities of helpers. If advice and information-giving (guidance) is
the main orientation of career advisers, then it is clear that ICTs might, to a large
degree, undermine any sense that they have something special to offer. On the
other hand, if career advisers are moving towards a career counselling orientation,
then Samson’s concern about ICTs “potential to change the way people learn and

communicate’, and the related potential to create a wider community of helpers,
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become very important in the context of finding a more counselling (perhaps a

groupwork) approach to developing the professional skills of career counsellors.

Whilst Sampson’s 1999 presentation indicates important changes of emphasis, in
particular by acknowledging the communications potential of the technology in
guidance, there is a sense of an emerging threat to the profession as a whole.
Clients can bypass ‘officially sanctioned’ and quality controlled services and he
argues that there is, therefore, a need for ‘urgent monitoring of what is out there
by guidance professionals and the provision of a free ‘consumer protection’
service that reviews examples of what is on offer’ (p. 8). Rather than celebrate the
opportunity to create a new, decentralised form of community helping in career
guidance and counselling, Sampson’s response is to indicate that professionals
need to find new ways to reassert control. Although he recognises the
communications potential of ICTs, he does not discuss the ways in which the
processes of personal development might be different using CMC compared to
FTF communication. There is no indication of the potential advantages that the
new communications applications provide, such as widening the range of
participants in the guidance community (both clients and helpers) and developing
new communication networks generally. Rather, Sampson urges ‘the effectiveness

of the use of the web sites can be improved by systematically integrating web sites

into existing services’. New players in the guidance networks are characterised as

constituting a potential threat to professional delivery of services and must be
integrated in a top down ‘tree’ structure. The potential of the Internet to create a
network of help in a rhizomatic pattern that might leave career advisers to

compete with non-professional helpers is a threat.



2. b. iii. NICEC

The National Institute for Careers Education and Counselling (NICEC) is a UK
organisation aiming to develop theory, inform policy and enhance practice in
career education and counselling.* It is a network organisation with a variety of
sponsors. In the UK, many of the published papers on ICTs and guidance have
been written under the aegis of NICEC or its members. Leading writers in the
field include Tony Watts (the director of NICEC) and Marcus Offer, both of
whom have had close links with Jim Sampson of the Florida based Center for the

Study of Technology in Counseling and Career Development (and indeed they
have published joint papers together).

NICEC has reported some empirically based research, but the bulk of its
publications relate to reviews of the development of ICT applications and have

until recently been focused on Information Technology as opposed to

communications (¢.g. Watts et al, 1996). Even the earlier work reflects some of
the themes already identified above, especially the concern with the potential
effects of independent use of the new technology. Referring to ‘stand-alone
versus assisted’ computerised tools, Watts (1996) is concerned about the ethics of

‘allowing’ clients access to systems that do not involve the participation of a

professional guidance worker.

Quoting the American Association for Counseling and Development, he raises the
spectre of clients accessing the technology who are ‘intellectually, emotionally or
physically’ incapable of using it; clients using inappropriate software; and the
possible difficulty following up clients and ‘corfecting mistakes’. Watts also

outlines a number of alternatives to the ‘stand alone’ model, including a

‘supported model’ (shoulder to shoulder as opposed to face to face) where the

client and adviser work together, a model where the computer application is

* The National Institute for Careers Education and Counselling (NICEC) was cstablished in 1972
by the Careers Research and Advisory Centree (est 1964) at Hatfield Polytechnic, with support
from the Leverhulme Trust to extend guidance research, development and training. Prof. AG
Watts became NICEC's Director. A list of NICEC fellows is available at

http://www .crac.org.uk/nicec/fellows/fellows.htm (July 2006)
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‘incorporated’ into another guidance intervention, and a progressive model where
computer resources are ‘integrated’ into a programme of guidance interventions.
In a single sentence in this lengthy article Watts makes a fascinéting comment that
is left undeveloped (p. 276); ‘The peer-counselling opportunities offered by paired
usage scem to offer particularly rich possibilities which can be effectively
harnessed within a group context.” Although it is clear he has in mind use of
matching software rather than Internet communication tools such as online chat or
bulletin boards, the possibility of peer to peer helping, facilitated by the

communication aspect of ICTs and supported by the information aspect is left as

an intriguing possibility.

This debate, resurrected by both Sampson and Watts, can be traced to Holland
(1966) the Psychology of Vocational Choice, and the associated development of
Holland’s ‘Self-Directed Search’. This influential paper-based (now
computerised) matching tool was designed as a stand-alone mechanism (i.e. it did
not require the intervention of a guidance worker), to provide a profile of the
vocational personality of the client and suggest occupations worthy of
consideration.” The development of this tool was based on the premise that many
clients do not need ‘career counselling’ but simply an indication of their
‘vocational personality’ and some related occupational suggestiong. Holland

argued that this better met the needs of some clients and allowed the professional

career counsellor to devote time and attention to those most in need. Holland’s

SDS was one of the first of many matching tools to be made available online.
Since then, there has been rapid deployment of ‘self-help’ career guidance web
sites online, driven partly by the success and proliferation of recruitment sites
such as Monster and Stepstone. The debate about the ethics of standalone
services 1s, in some ways, now redundant. There is no possibility of limiting
client access to the huge range of formal and informal services already available.
The key question has become; how should formal guidance services respond to

these developments that are, essentially, outwith their control.

> http://www.self-directed-search.com/ (July 2006)
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A landmark NICEC publication, which clearly recognises the potential for
interactivity and communications potential of computing technology, was ‘The
Internet and Careers Work’ (Offer and Watts, 1997). Essentially a briefing paper
for practitioners and instructional in tone, it is important because it acknowledges
the potential development of communities of self-helpers although, interestingly,
it places online chat, email, and bulletin boards firmly within a context where they
are cither gateways to professional help or at least moderated by professionals.
Implicit in this seems to be the concern noted above about the marginalisation of
professional helpers as a result of the networking potential of the technology.
They argue that chat and ematl provide ‘a warm up: a safe way to sample the
relationship with the counsellor before embarking on a personal contact’ (p. 4),
and emphasise that newsgroups and bulletin boards should be moderated:-
‘newsgroups where contributions are monitored before posting, offer a new way

of encouraging group members to learn from each other, with help from a
facilitator’ (p. 4).

They also note that matching software and information provision are already
available and can be accessed without the intervention of guidance workers
“Through file transfer or direct access to remote databases, the Internet could
make it possible to access the full range of computer-assisted guidance systems

‘online’, not just what happens to be available in the local school/college or

careers centre. Such systems might then be used without mediation or support

from a guidance worker’ (p. 3).

The team at NICEC has been very effective at proselytising communications
applications of the technology in guidance and the work has been both visionary
and practical, but like the examples given from Sampson above, it neither
addresses the potential effectiveness of self-help communities, nor gives advice

about the management of such services. The challenge to professional helping by

informal services is identified but left unexplored.
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2. b. iv. British Educational Communications and Technology Agency

In some regards, the above mentioned NICEC briefing, in its educational and
instructional tone, is a forerunner to two high-profile British Educational
Communications and Technology Agency (BECTA) publications, 1998’s
‘Connecting Schools, Networking People — ICT Planning, Purchasing and Good
practice for the National Grid for Learning’, and 2001’s ‘Connecting Careers and
ICT’. Both these publications, the first primarily aimed at schoolteachers and the
second career services, focus on demystifying ICTs and providing an insight into
applications via instructional material and case studies. Neither is intended as an
academic or theoretical treatise, and evidence of the effectiveness of the

applications is restricted to the short (but helpful) case studies that provide

anecdotal evidence of successful outcomes.

‘Connecting Schools, Networking People’, provides an indication of changing
attitudes to the role of ICTs and the importance of the technology. Without
providing detailed evidence, it shares a vision of a new kind of school, a
‘networked school” where boundaries are dissolving, using the technology to
provide close links to other schools (locally, nationally and internationally), local
homes and the local community. It is technologically oriented and full of
practical advice, but does not discuss the effects and impact of the new
‘networked school’ or make a detailed case for the educational advantages. The
later ‘Connecting Careers and ICT” is a similar publication with broader ;COPG,
and 1t does not pretend to evaluate the educational or social benefits of the
technology. It is focused exclusively on advocacy and implementation of

networked solutions.

Sampson’s work in Florida, NICEC’s work in the UK, and BECTA, all open up
quéstions about the ways communications technology will begin to change CEG
and link schools and communities in new ways. The legitimation of information
resources and databases; the legitimation of online helpers and online helping
communities; the facilitation of peer suppport; the relationship between

professional and para-professional helping; the possibilities of online career
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counselling; and the possibility of many new stakeholders involved in career

education, have, amongst many other issues, all been raised as by this work.

2. b. v. The wider context: The Internet and Castells

The value of the work of the authors and organisations discussed above is obvious
in terms of orienting guidance practitioners to the Internet. However, there is a

tendency to be unreflexive about the pros and cons of Internet based guidance; the

broad theoretical context provided by Castells, widely regarded as one of the

foremost thinkers on the ‘Age of the Internet’ helps contextualise the guidance

research.

Castells argues that in our ‘networked society’ there is a fundamental tension
between the network and the self (Castells, 1996). In the Internet Castells sees the
rise of ‘networked individualism’; each of us individually builds virtual and
corporeal networks related solely to personal values, interests and needs.
Networked individualism, therefore, reduces the ways our social world is based
on geographical proximity or ethnic and familial identities and may, as Rhiengold
(2000) also suggests, radically call into question the nature of community
(Balganesh, 2004). BECTA'’s objective, ‘Connecting Schools, Networking

People’ might, therefore, seem paradoxical in this context in the sense that the

network frees the individual and undermines the community of the school. It is

possible that networked individualism might prove detrimental to corporeal

sociability.

For Castells, the Internet is a “space of flows’, the interconnection of many
different kinds of networks and a place where various kinds of social organisation
can be constituted and expressed. In particular, the space of flows is a space
where powerful managerial and bureaucratic forces can organise. Power is
embedded in this space of flows and is not susceptible to local control. This new
formless, geographically rootless, space presents a challenge to our sense of self
and ultimately reframes questions of identity. We can have our identity
legitimised by the managerial and bureaucratic structures that are expressed on the

Internet, or it can be a place where people co-operate to develop ‘resistance
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identity’ (1997) based on oppressed groups forming communities of interest, or it
can allow us to enjoy forming a sense of identity through a common project (such
as environmentalism or disability rights). The balance between identity
legitimation and resistance identities will be key to the ultimate power of the
Internet, and Stalder (1998) is concerned that the means for power to be expressed
in a global scale implies that traditional democratic interests (i.e. the ‘civil
society’) are being voided of meaning and legitimacy.® Castells (2001) argues
that the discourse of power and control now revolves around control over the
Internet (the key medium of communication) and that the possibility of some
‘local’ control for people will be key. Indeed, Castells raises the spectre of the
‘electronic panopticon’ and individuals ultimately internalising the process of
censorship, unable to resist the powerful managerial and bureaucratic forces.’
Balganesh (2004) writes ‘The Internet is therefore today’s site for the liberation
challenge — but the principle challenge is not from civil society to state, but from

the state and commercial interests to civil society’ (p. 9).

The sense of the impact of the Internet on our wider values and social organisation
that Castells, amongst others, gives us 1s absent from most of the research on
guidance and the Internet. BECTA'’s objective of creating a ‘networked school’
with closer links to homes, the local community and nationally and internationally
1s very ambitious but unreflexive. As Castells warns us, the ‘local’ and the
‘community’ may themselves be under threat from the networked individualism
of the Internet. Indeed the Internet may be opening schools up to impossibly
powerful discourses of control; the electronic panopticon, the state, and the world
of commerce. Both NICEC and BECTA neglect consideration of the values that
might ultimately underpin Internet based guidance.

There 1s a need for careful testing of the pros and cons of opening up schools to
the ‘space of flows’ and thoughtful and critical consideration of the implications.
What will it really mean if BECTA succeed in ‘networking’ people?

® Calling to mind the comments on globalisation, technology and government by Foucault and
Baudrillard noted in the Introduction (p.19)

" See also note on Foucault (p.19)
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2. b. vi. Applications of Information and Communications Technologics in
CEG

It can be seen that many of the main writers and organisations involved in
guidance have recognised the significance of the communications potential of
ICTs, but it is rare to find detailed consideration of either the likely long term

effects or evidence about the benefits (although there is a growing body of

research investigating applications in counselling and psychotherapy).

The ‘technical’ components of guidance, especially career guidance, characterised

in the SCAGES definition (detailed above) as teaching, informing, and assessing,

are already extremely well catered for on the world wide web (WWW).

2. b. vi. I. Information

Previously inaccessible and in some cases, expensive, information is now freely
available on the Internet. An interesting example is the Association of Graduate
Careers Advisory Services (AGCAS) occupational information, which at one time
was only readily available to a small sector of the population (mainly students).
The excellent AGCAS web site now has a searchable database of occupational
information that is freely accessible to anyone (AGCAS, 2001). On a grander

scale, there is evidence of large, national, web sites beginning to offer public

access to a mass of labour market and occupational information, a good example
being the US Department of Labor's Occupational Outlook Handbook (US Dept.
of Labour 2001), which provides employment projections along with detailed

occupational information. Similar resources are being developed in the UK with

the DFEE's Datasphere (DFEE Datasphere, 2001) and Skillsbase (DFEE
Skillsbase, 2001) web sites. There are now many competing sources of
information across national boundaries. Although there is as yet no empirical data
on the effect of the Internet on searches for career-related information, it is
possible that for many clients the formal career guidance services will not
necessarily be the first stop for occupational information in the future. In fact, it

may be difficult for local career service companies to compete with the large
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organisations already providing excellent on-line information. A key issue long
term will be ease of access; unless the data available is manageable, easy to

understand and access, it is unlikely that the majority of the population will find it

useful without mediation by a professional guidance worker.

The effect of this peculiar combination of fragmentation (many suppliers of
information) and centralisation (single sources of information instantly updated
and available globally) is to call into question the role of career service providers
as suppliers of 'impartial' information. In future it may be necessary for career
guidance services to change their emphasis from validating information sources as
'accurate’ or 'impartial' (as suggested by Sampson above), to helping clients

choose from a range of information sources appropriate to their particular needs

and values.

2. b. vi. II. Assessment and Psychometric Testing

Assessment and matching tools are some of the earliest guidance resources to be
made available on the Internet. Professional interest groups have tightly
controlled this lucrative area of applied psychology. In the UK the British
Psychological Society (BPS) maintain a list of 'approved', qualified, psychometric

testers. Their code of good practice for testers insists:

People who use psychological tests in occupational settings are expected

by the British Psychological Society to take steps to ensure that they are
able to meet all the standards of competence defined by the Society for the

relevant Certificate(s) of Competence in Occupational Testing, and to

endeavour, where possible, to develop and enhance their competence as

test users.

Naturally the BPS offers training in occupational testing. Many career companies
have paid large amounts of money to have career advisers trained as ‘Level A’

psychometric testers. There is a strong element of professional and commercial

ownership; the 'right' to use psychometric tests is carefully managed in case the
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tests should be misused. On their web site the BPS argues (British Psychological
Society, 2001) that users must:

Store test materials securely and ensure that no unqualified person has

access to them.

In contrast the Internet is providing alternatives for those unwilling or unable to
pay the high price of training for testers or the high price of the tests themselves.”
It is unlikely that any single professional group could control or even monitor all
the testing resources available on the web. The tests are numerous, spread around
the world and accessible to everyone. Clients no longer need guidance workers to
provide and administer tests for them, and the service providers may not need to
Invest expensive resources in managing paper-based tests when there are
appropriate Internet resources. Use of the tests cannot be restricted to those with

qualifications and it is likely that a whole new set of guidance issues will emerge
as a result of the proliferation of accessible tests. This is, obviously, evidence of

another key guidance activity (assessing) that is being dissipated by services on
the Internet. Once again it is a ‘technical’ process — one that mainly involves the

client interacting with computers rather than people.

2. b. vi. 111, Placing Services

Career guidance has traditionally had matching processes at its core, both
matchi'ng people to jobs, and matching people to education and training
opportunities. Managing local employment and training vacancies for school

leavers has been a long-standing function of career companies. Local career

companies are in a good position to understand the needs of local employers, and

Many varieties of test are already available on the www, from occupational interest guides to intelligence tests. The

standard of these resources varies, but, significantly, alongside the usual nomothetic tests there are interesting examples of
attempts to provide idiographic tools in a new interactive way e.g. Career Storm (Career Storm 2001). The ‘Career Key'
(Career Key 2001), a free public service to help people make sound career decisions, based at North Carolina State
University, sits seamlessly beside University of Central Lancashire's personality and career management quizzes
(Department of Education and Employment / University of Central Lancashire 2001) on the web. Tests that categorise,

assess and label clients are available alongside more ambitious tests that attempt to profile clients,
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those employers have valued the pre-selection process offered by career
companies. In recent years there has been criticism of the ethics of mixing
placing and guidance activities, some arguing that information gathered in
confidence for guidance purposes should not then be used to pre-select candidates
for interviews by employers. Until recently, it was quite possible that a job seeker
may not hear about a good vacancy unless the career service company (now
Careers Scotland) contact them to offer an interview slot. On the other hand, hard
to fill (less attractive) vacancies were advertised openly in the career service

offices. Parents, and teachers, and anyone else who has difficulty accessing the

office itself, were unlikely to have a clear picture of what vacancies were

available locally, and even inspecting the career service vacancy notice boards

themselves may not give a clear picture.

ICTs now provide the opportunity to make all vacancies public and accessible out
with career service offices, using on-line databases. By implication, pre-selection
for vacancies may either have to end, or at least become transparent and subject to

challenge by the clients themselves. So far, career companies in the UK have
been slow to put vacancies on-line and until recently there were few operational

examples, but one or two have offered a sophisticated service (eg. Grampian
Careers 2001).

It is possible to speculate that the reasons for delays implementing online placing
in the public service (unlike in the commercial sector) might include a desire to

control the information about vacancies, a desire to secure the opportunity to offer
employers a pre-selection service (therefore encouraging employers to use the
career service providers to fill vacancies) and lack of time and resources to
maintain web pages daily. It is also likely that, in areas where there are few
vacancies, a very modest selection of vacancies on the web may undermine the

credibility of the career companies as an essential portal to vacancies.

There is evidence that this attempt by career companies to maintain their placing
function by controlling access to local vacancies is unsustainable. The UK
government’s Employment Service has already made the decision to put all its

vacancies on-line (UK-Online Worktrain, 2001). And the proliferation of
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commercial on-line recruitment agencies indicates the increasing attractiveness of
this kind of job-hunting and the extensive marketing and advertising of these
services is further evidence of their growth. Indeed some are marketing
themselves aggressively as alternatives to statutory services (Monster.com used
the tag For Real Career Guidance' in a recent TV campaign) and it is possible that
youthful career service clients are a segment of the population most likely to
experiment with on-line job search. It is also inevitable that parents will soon

want the facility to browse for suitable vacancies with their children from the

comfort of their home.

The impact of this fragmented picture and uneven delivery of service is that the
career service’s role as a placing agency is being challenged. Information
technology makes the process of matching clients to databases of vacancies so
much simpler to manage that yet again one of the processes of guidance is being

removed from the day-to-day activities of guidance workers and centrally

managed and controlled using technological solutions. In 2006 Careers Scotland

decided to stop taking job vacancies for under eighteen year olds altogether, but

will retain a placing service for training vacancies.

It can be seen that many of the core areas of career guidance work are being
influenced directly by the application of ICTs. Furthermore, the technology is
challenging demarcation between professions and creating new levels of

competition both within the UK and internationally between service providers.

2.b. vi. IV. On-line guidance and support

Despite the proliferation of on-line counselling (National Board for Certified
Counsellors, 2001) and even on-line psychotherapy (The Road, 2001), there are
practically no examples of on-line interactive CEG services in the UK other than
Invitations to make face-to-face appointments or to request information by email.
This contrasts with Finland and Canada for example, where there are entire on-
line career development courses, supported with synchronous chat, bulletin board
services, mailing lists and web based exercises underpinned by hypertext. In the

UK there is widespread suspicion about the dangers of losing the opportunity to
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read body language and develop empathy by face-to-face (FTF) communication.
However, provision of new services need not replace face-to-face client contact
but can operate in addition to it, enhancing provision and, for example, enabling
online follow-up contact after face-to-face guidance. Some research (Sampson,
1997, Sampson, 1999) suggests that provision of on-line, computer-mediated
services actually creates extra demand for FTF contact. It is possible that having
become accustomed to contact with a guidance worker via email or on-line chat,

clients may be encouraged to seek out FTF contact.

Other evidence suggests that by using the Internet to network and make contacts,
support groups can emerge that are able to provide help unmediated by
professional helpers. Miller and Gergen (1998) quote a user of a bulletin board as
saying ‘I can honestly say that in some cases it's better to talk to your peers.
Someone going through what you’re going through’ (p. 199). Indeed, they
highlight the fact that the potential for users of these support groups to be able to
help others in a similar situation is therapeutic in itself; ‘several participants
mentioned the help they had received by virtue of their being able to help others’
(p. 199). Rather than seeing these kinds of emerging peer support networks as a
threat, leading to de-professionalisation, the career services may be able to
develop an understanding of online helping communities, perhaps finding a new
role bringing together isolated job seckers; not simply as expert mediators, but as

facilitators of self-help and support groups. Indeed, the Internet might support a

shift from ‘professional’ guidance to ‘community guidance’ or ‘community
helping’, a model where the career adviser (or career counsellor) is one player in a

network of helpers with a wide range of perspectives (see below).
2. ¢. Dominant Underpinning Theory in CEG

It is out with the remit of this thesis to undertake a full review of the theory
underpinning guidance work, but developments in theory, gathering pace over the
~ last 20 years, have impacted on the issues raised by the applications of ICTs in
guidance. The dominant practice (and implicitly the dominant theory) has tended

to be technical-rational, facilitating an economic development model of guidance
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and perhaps repressing some alternative theory. Some writers have begun to
reject the more “‘technical’ aspects of career guidance, such as provision of
information, assessment and matching, in favour of a more person-centred,
humanist, model, which sees individuals as social beings and attempts to place
them in a wider social context. Guidance skills are seen as being generic, and
specialisms, such as marriage guidance or career guidance, are resisted on the
basis that one cannot separate and disentangle the different components of peoples
lives in a neat way; choosing to get married is very much an aspect of a career for
example (see 2. d.). In much of the recent literature, constructivist, social-
constructionist and narrative approaches to guidance are emerging (Chen, 1997,
Brott, 2004), influenced by developments in counselling’. Harris (1999) takes an
unusually sociological perspective to policy in career guidance and her work is
discussed in detail in Chapter 6 (p. 246).

Underpinning theory in guidance generally, and especially career guidance, has
tended to be divided between models of personal and career development, and
models of helping. On the one hand there are theorists (such as Donald Super)

Interested in the typical stages that describe career, and on the other there are

theorists who are interested in helping strategies (such as Gerard Egan). Kidd et
al (1994), 1n a thorough examination of the use of theory in career guidance,

identify three broad types of relevant theory:

Theories of guidance and counselling

-Roger’s Client Centred Model
-Egan’s Skilled Helper Model

-Rodger’s Seven Point Plan

Career Development Theory

-Developmental Models (Super, Gottfredson etc)

-Trait and Factor Models (Holland, Dawis and Lofquist)
-Psychodynamic Models (Roe, Klein)

-Opportunity Structure Perspective (Roberts)

? Discussed in more detail in 2. f. below.
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-Community Interaction Theory (Law)
-Social Learning Theory (Krumboltz)

Related Psychological Theory
-Personal Construct Psychology (Kelly)
-Transactional Analysis (Berne)

One of many interesting findings in this major study was that the ‘theories which
are primarily influential upon their interview practice are guidance models, rather
than theories which attempt to explain how career development occurs’ (p. 402).
Structural explanations of career development were less useful than models of
helping - it 1s the models that focus on the process of helping, such as Rogers
(Person Centred Counselling) and Egan (Skilled Helper Model) that are most
influential for career advisers. These process-oriented models are precisely the
models that form the basis for ‘generic’ guidance skills, that is, they are common

to all guidance workers (not just career advisers). “The dominant models have

changed...in favour of ones which favour interpersonal and relationship skills’ (p.
402). Matching models, which simply focus on ‘knowledge of the person,
knowledge of occupations, and true reasoning to find the best match’ were the
least preferred models. Paradoxically, matching is still the dominant approach to
career guidance in Scotland, where, with the emergence of a single national
organisation for public sector delivery of career guidance, a standardised
framework of career planning — the Career Planning Continuum, based on the
Nottingham Trent model of ‘well-informed, realistic decisions’ (a revisionist
matching model) has been implemented. It is also important to note the limited
representation under the general heading ‘Theories of guidance and counselling’,
there is no mention of social-constructionist, psychoanalytic, narrative,

community and emancipatory communitarian perspectives, for example, all of

which were strongly influencing counselling (and some guidance) practice even in
1994."

1% Of course, some theory, such as psychodynamic models, can provide both career devclopmént
theory and models of helping useful in guidance and counselling.
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The institutional emphasis on well-informed, realistic decision making regarding
occupational and educational choice (matching) is, according to Jeffrey and

McCrea (2004) underlined by the Institute of Career Guidance’s recent definition

of career guidance:

Career guidance is a process of interventions designed to empower
individuals to make realistic and well-informed decisions about work and
learning which are right for them. Career guidance practitioners must
maintain a unique set of skills, knowledge and personal qualities to enable
them to support clients in making transitions throughout their lives. The

process has benefits to both individuals and to society. (ICG ‘Front Line’,
2002)

This technical-rational definition limits ‘career’ to ‘work and leaming’. Schén
(1983) argues that, ‘in the process of seeking professional status, aspirant
professions seek to resist theoretical confusion and diversity and show that their
knowledge base is specialised, firmly bounded, scientific and standardised,
downplaying craftsmanship, creativity, artistry and the uniqueness of specific
problems or clients in order to generalise, to create diagnostic and problem-
solving techniques’ (p. 23) — moving relentlessly towards a ‘technical rational’
position’. The ICG definition, Jeffrey and McCrea (2004) argue, is information
based and appeals to the common sense view that there is a ‘real world’ on which
we can all agree. The emphasis on being well informed is itself problematic,
‘information’ can never be seen as objective, it is always selective, partial, and
representative of a particular perspective. Does being well-informed mean
recognising the truth of one body of information, or view of ‘reality’, over
another, or does it mean challenging and questioning the basis of all information
provision? The concept ‘realistic’ is also problematic, hinting that what we
believe to be real is not simply a consequence of our own search for meaning, our
history, culture, power relationships and values, but an expression of objective
reality. Despite Kidd et al’s (1994) research, showing practitioners value models
of helping over structural theories, there is still an institutional focus on applying a

formula, perhaps in order to resist theoretical confusion (and pluralism).
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The debates have been rumbling on for very many years with no sign of any
conclusion until recently. Indeed, it can be argued that theory has simply diverged
further and further from practice as theoretical positions have diversified and
evolved while practice has been relatively static. In 1986, 20 years ago, the
University of Cape Town published a leaflet containing the text of the inaugural
lecture of a new professor of applied educational psychology, R B Burns, titled
‘Career Education in South Africa — social control or a subversive activity’. This
leaflet gives a snapshot of the difficulties providing career education in a society
riven by turmoil and change, demonstrating how the emphasis in career education
and guidance tends to be on social control. In particular, Burns exposes the way
guidance was used ‘to entrench the racial and occupational privileges of whites
and teach blacks their place in society’ (p. 14). The political tensions and social
forces he sees underpinning guidance in South Africa, and especially his concern
with the ways in which the values of the dominant social classes are expressed in
the delivery of career guidance, are still relevant. They hint at the difficulties
career advisers in the UK have moving towards a person-centred and counselling
oriented perspective and away from the social engineering and labour market

management perspectives that focus on matching people to jobs and managing

skill shortages.

Burns (1986) argued that there is massive shift underway from a traditional
reductionist view to a more holistic paradigm. ‘Care