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 Introduction

The aim of this chapter is to explore policy regard-
ing school-based counseling in Middle Eastern 
countries, namely, Turkey, Egypt, Iran, and Israel. 
These countries were chosen because each repre-
sents a unique culture within the Middle Eastern 
region and has relatively more developed school-
based counseling services than the rest of the 
region. Turkey will be examined more closely, 
since the author is of Turkish origin, and it was 
therefore possible to access more research articles 
in both Turkish and English. A brief history of 
school counseling in these countries will be pro-
vided in order to understand current policy imple-
mentation, challenges and barriers to 
advancement, and policy and research needs for 
the future development of the profession.

 A Brief History of School Counseling 
in Turkey

The modern Republic of Turkey was established 
in 1923 after the collapse of the Ottoman Empire. 
Turkey is located at the meeting point of Europe 
and Asia and is considered a bridge between the 

two continents. Turkey has been a candidate for 
European Union (EU) membership since 1999. 
Although some notable progress has been made 
in the last two decades, full membership in the 
European Union has not yet been achieved. 
Turkey is a secular democratic republic, in which 
the majority of people are Muslim. Today, Turkey 
has a population of 77,695,904 (Turkish 
Statistical Institute [TUIK], 2014). Turkey has a 
relatively young population – the median age is 
30.7 (TUIK, 2014), and school-aged children 
comprise 22.6% of the total population. 
Education is compulsory in Turkey until the 12th 
grade and kindergarten is not part of compulsory 
education.

School counseling as a profession in Turkey 
began as early as the 1950s, in parallel with 
Turkey’s rapprochement to the United States 
between 1945 and 1950. During that time period, 
the United States supported Turkey through the 
Marshall Plan. As a part of the Marshall Plan, 
educational exchanges between the two countries 
were promoted (Pişkin, 2006; Yeşilyaprak, 
2009). Hence, counselor educators from the 
United States visited Turkey in 1950 and con-
ducted a series of seminars on the concept of 
counseling during their visit (Doğan, 2000). In 
the following years, experienced educators were 
sent to the United States to study counseling 
through the Ministry of National Education 
(Doğan, 2000). Therefore, it is possible to say 
that the development of school counseling in 
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Turkey was influenced by American theories and 
practices (Doğan, 2000; Korkut-Owen, Owen, & 
Ballestero, 2009). During the mid-1960s, both 
graduate and undergraduate counseling programs 
were established in some Turkish universities.

The 1970s was considered a “golden era” of 
school counseling in Turkey (Doğan, 1998). Two 
events had a profound impact on the development 
of school counseling during this period. First, 90 
school counselors were employed for the first 
time in 24 secondary schools between the years 
of 1970 and 1971. Second, the Ministry of 
National Education (MoNE) took a step toward 
establishing counseling services countrywide at 
the secondary school level and decided to pro-
vide two counseling hours weekly for each grade 
level during the 1974–1975 academic year 
(Doğan, 1998). In 1996, MoNE also started to 
employ school counselors in elementary schools 
for the first time (Doğan, 2000). From this time 
forward, school counseling in Turkey has been 
mandatory at all grade levels.

The 1980s in Turkey witnessed a rapid 
increase in the number of undergraduate and 
graduate programs in counseling (Doğan, 1998). 
In 1989, the Turkish Psychological Counseling 
and Guidance Association (TPCGA) was 
founded. Following its foundation, it began to 
take a proactive role in improving the quality of 
the profession in the country. It began by publish-
ing the Journal of Counseling and Guidance in 
1990 and Psychological Counseling and 
Guidance bulletin in 1997. It also held the first 
National Psychological Counseling and Guidance 
Congress in 1991 and outlined ethical standards 
of the profession in 1995 (Doğan, 2000). The 
Turkish Psychological Counseling and Guidance 
Association still plays a notable role in advocat-
ing school counseling. Another effort to advocate 
for the profession was established by school 
counselor institution’s department chairs. They 
began to hold nationwide yearly meetings in 
2000 to discuss the problems faced in the school 
counseling field and to lobby for practices and 
policies that enhance the profession (Korkut, 
2007; Stockton & Güneri, 2011).

Thus far, noteworthy milestones in the prog-
ress of Turkish school counseling (from its incep-
tion until the end of the 1990s) have been briefly 

introduced. In the following section, detailed 
information about current policy, practice, and 
research in the field of school counseling in 
Turkey will be discussed, starting from the 2000s.

 School Counselor Education 
in Turkey

School counselors in Turkey are trained at under-
graduate level. School counseling preparation 
programs, often termed “Guidance and 
Psychological Counseling,” are housed in the 
Department of Educational Sciences, with 
Departments of Education. Undergraduate pro-
grams in “Guidance and Psychological 
Counseling” are designed primarily to train prac-
ticing school counselors to meet public schools’ 
needs in the nation (Korkut, 2007). However, 
upon completion of 4 years of undergraduate 
study, students are awarded the title of “guidance 
teacher,” rather than “school counselor” or “psy-
chological counselor.”

The debate as to which title graduates should 
be authorized under has been ongoing since the 
1990s. The Turkish Psychological Counseling 
and Guidance Association and program leaders 
have been involved in advocacy efforts to change 
the professional title from “guidance teacher” to 
“psychological counselor” on graduates’ diplo-
mas since 1997 (Pişkin, 2006). They argue that 
the specialty title of “guidance teacher” led to 
misunderstandings of the counselor’s role in 
schools, since the term “teacher” assumes more 
responsibility for teaching and discipline. In 
addition, this title restricts the scope of work 
opportunities for graduates to only schools, even 
though they should be allowed to apply for and 
be recruited by not just the Ministry of Education 
but also the Ministry of Justice, Ministry of 
Health, and Ministry of Family, due to the need 
for counselors in these fields.

Turkey has a very centralized educational sys-
tem. The Turkish Higher Education Council (HEC) 
is the only authority that regulates higher education 
policies and all higher education institutions tied to 
the HEC. In 2007, with the aim of standardization 
of counselor education programs throughout the 
nation, the HEC mandated a uniform curriculum 
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for all school counseling training programs across 
the country, without soliciting sufficient input 
from the counselor educators (Korkut-Owen & 
Güneri, 2013). Although the need for uniformity 
in counselor education had already been discussed 
in school counseling literature before 2007, the 
HEC’s requirement aroused indignation among 
academics as their voice was ignored (Stockton & 
Güneri, 2011). This new national curriculum was 
criticized by counselor education program leaders, 
since it was not designed to ensure school coun-
selor competencies (Poyrazlı, Doğan, & Eskin, 
2013), but rather it was based on areas of compe-
tency designed for teachers (Stockton & Güneri, 
2011). As of 2016, redesigning of school counsel-
ing training curriculum has again taken HEC’s 
agenda, and new changes are expected yet not 
announced officially.

Weak communication and management 
between MoNE and HEC also creates some com-
plicated situations in terms of school counselors’ 
training. For instance, while HEC determines the 
curriculum for school counselor education pro-
grams, MoNE sets the role and functions of school 
counselors. Their decisions are often disparate, 
since close unitary alignment between these gov-
ernmental units is insufficient. Additional collab-
orative efforts are needed in order to make sure 
that school counseling policies are aligned and a 
variety of key stakeholder’s voices heard at each 
stage of the policy development process.

In addition to the lack of alignment with MoNE 
guidelines, HEC’s mandated curriculum is also 
criticized as not creating an inclusive and multi-
cultural counseling course, even though Turkey 
has a diverse population (Bektaş, 2006; Kağnıcı, 
2011). Furthermore, although it is argued that the 
applied clinical courses and supervision during 
counselor training programs are not sufficient to 
help students develop necessary skills for practice 
(Korkut, 2007), limited research exists regarding 
the supervision practices of school counselors in 
training (Aladağ, 2013).

Some common core courses in the HEC curricu-
lum include: Theories of Counseling; Individual, 
Group, and Career Counseling; Ethics; 
Psychological Testing; Cognitive Psychology; 
Abnormal Psychology; Developmental Psychology; 

Research Methods; Statistics; Measurement and 
Evaluation; Classroom Management; Teaching 
Principles and Methods; Curriculum Development; 
and the History of Turkish Education and 
Educational Management (HEC, nd).

There are currently 70 public and foundation 
universities that offer undergraduate degrees in 
Guidance and Psychological Counseling (Turkish 
Council of Higher Education Student Selection and 
Placement Center, 2015). Guidance and 
Psychological Counseling undergraduate programs 
accept students based on a two-staged central 
examination held by the HEC’s Center for Student 
Selection and Placement (CSSP). In 2015, 6108 
students placed in Guidance and Psychological 
Counseling undergraduate programs (author’s cal-
culations based on Turkish Council of Higher 
Education Student Selection and Placement Center, 
2015). There are 602 faculty members (113 full pro-
fessors, 110 associate professors, 379 assistant pro-
fessors) employed in Guidance and Psychological 
Counseling programs (author’s calculations based 
on Turkish Council of Higher Education Student 
Selection and Placement Center, 2015).

As of 2011, 21 universities offer master’s and 
14 offer doctorate degrees in Guidance and 
Psychological Counseling (Korkut-Owen & 
Güneri, 2013). As stated above, undergraduate 
“Guidance and Psychological Counseling” pro-
grams are specifically designed to train school 
counselors and graduates to achieve the title of 
“guidance teacher.” On the other hand, master’s 
and doctorate degrees are more generic to the field 
of counseling (Korkut, 2007), and there are cur-
rently no specializations in graduate programs 
(e.g., Mental Health Counseling; Marital, Couple, 
and Family Counseling; Career Counseling; 
Rehabilitation Counseling; etc.) with the excep-
tion of two universities, which offer specialized 
training in career counseling in their Business and 
Human Resources departments (Korkut- Owen & 
Güneri, 2013). Currently, training at master’s level 
is seen as an “intermediate step toward doctoral 
work” or as a prerequisite to obtain work as an 
“administrator of guidance services.” In addition, 
“a doctoral degree is necessary to become a coun-
selor educator or a consultant for the Ministry of 
National Education” (Korkut, 2007, p. 14).
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The level of training needed (e.g., undergrad-
uate degree or graduate degree) in school coun-
selor preparation has been an ongoing debate for 
a long time in Turkey. Some argue that under-
graduate degrees in school counseling are neces-
sary to avoid a school counselor shortage 
(Akkoyun, 1995; Doğan, 2000) (currently, it is 
estimated that number of school counselors will 
soon exceed the hiring capacity of MoNE).

In Turkey, the Department of In-Service 
Training in the Ministry of National Education is 
responsible of providing professional develop-
ment needs of educators in public school system 
including school counselors in practice. Until 
1993, in-service trainings had planned and deliv-
ered as centrally (nationally); however, this sys-
tem was found to be inefficient in many ways. 
Therefore the MoNE delegated this responsibil-
ity to the local national educational directories at 
1993 to be able to better identify the in-service 
training needs of local teachers and make it more 
feasible in terms of the budget (Bayrakcı, 2009), 
although there are still insufficient school coun-
selors in practice, both related to the quantity and 
quality of in-service training provision (Sezer, 
2006). Recent research revealed that practicing 
school counselors’ top four professional develop-
ment needs are bullying prevention and interven-
tion programs, conflict management education in 
schools, preventing sexual harassment, and 
cyberbullying and inclusive education (Köse 
Şirin & Diker Coşkun, 2015).

 Program Accreditation and School 
Counselor Licensure in Turkey

As stated, HEC-mandated uniform curriculum 
for school counselor preparation programs was 
introduced without a concrete definition of core 
competencies of school counselors. This regula-
tion only created unity in course titles and credit/
hours, not in content (Poyrazlı et al., 2013). Due 
to this policy and practice gap, school counselor 
training institutions lack a common understand-
ing of student knowledge and skills outcomes, 
course characteristics, and content change from 
one university to other (Akkoyun, 1995; Aladağ, 

2013; Doğan, 2000; Korkut, 2007). Given the 
variation that exists in school counselor training, 
defining training standards for school counselors 
and building an accreditation body for counselor 
education seems an important policy action for 
the development of the profession.

The discussion of a need for professional stan-
dards and accreditation of school counselor train-
ing programs has been continually promoted by 
TPCGA and program leaders since 1995 (Korkut, 
2007; Korkut & Mızıkacı, 2008); however, there 
have been no concrete steps taken yet. Korkut 
and Mızıkacı (2008) argue that Turkey’s integra-
tion of the Bologna Declaration, which aims to 
create a common understanding and the ability to 
transfer qualifications in higher education within 
European countries, might be the force needed to 
drive the setting of standardized criteria for 
school counselor training.

There are also no licensure requirements for 
school counselors in Turkey. Most Guidance and 
Psychological Counseling program graduates are 
employed by MoNE and work in educational set-
tings (Korkut-Owen & Güneri, 2013). MoNE 
regulates recruitment of school counselor candi-
dates. Those who wish to serve as school coun-
selors in public K-12 schools are required to take 
a central and highly competitive exam called the 
Civil Service Personnel Selection Exam and are 
appointed by MoNE based on test scores. This 
policy began in 2002. Nevertheless, this exam is 
not considered a licensure examination for coun-
selors since it is a generic examination for any-
one who wants to work in civil service.

 Need for School Counselors 
in Turkey

As of November 2014, 27,798 school counselors 
work in the Turkish public K-12 education sys-
tem. Considering that there are about 17.3 mil-
lion students in formal education in Turkey, the 
school-counselor-to-student ratio is about 650 
(Education Reform Initiative, 2015). Based on 
2011 statistics, MoNE actually needs 38.556 
school counselors in total, which means 19,728 
more counselors are needed to meet the shortage 
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(TPCGA, nd). However, currently vacant posi-
tions cannot be filled because of the school coun-
selor shortage and budgetary concerns of MoNE. 
In the latest report of the Education Reform 
Initiative, it is stated that “MoNE is aware of the 
shortage of school counselors; a significant por-
tion of teacher appointments in 2014 were car-
ried out in the counseling field. However, the 
school counselor shortage continues, and it is 
essential that MoNE continues to address this 
issue” (Education Reform Initiative, 2015, p. 13). 
In spite of this awareness, however, this problem 
continues.

Since there has been a school counselor short-
age for years, MoNE has recruited nonschool 
counseling degree graduates with insufficient 
training in order to avert this shortage. However, 
with the rapid increase in the number of coun-
selor training programs countrywide in recent 
years, it is estimated that in the near future the 
supply of school counselors will soon exceed the 
recruitment capacity of MoNE. At the latest 
yearly regular department chairs’ meeting, it was 
decided to initiate lobbying efforts in an effort to 
decrease the quota of school counseling training 
programs.

Despite all of these facts, MoNE still contin-
ues to recruit nonschool counseling degree grad-
uates and is strongly criticized by the Turkish 
Psychological Counseling and Guidance 
Association, since this disadvantages new school 
counseling graduates and also negatively impacts 
the profession’s reputation. According to 2011 
statistics, out of 18,828 school counselors who 
work in public schools, only 13,419 of them hold 
a degree in school counseling, and the rest of 
them were recruited from other majors such as 
philosophy, sociology, and psychology (TPCGA, 
2011). The lack of MoNE’s national plan in terms 
of workforce planning of school counselors is a 
significant problem (Yeşilyaprak, 2012). There 
should be a nationwide needs assessment in order 
to develop sound strategic planning. If this issue 
is not controlled in a strategic manner, there is the 
risk of continuing uncoordinated policy responses 
to school counselor workforce challenges.

 The Role and Functions of School 
Counselors in Turkey

MoNE (2001) defined the functions of school 
counselors through a document entitled “The 
MoNE Guidance and Psychological Counseling 
Services Regulation.” In this document the func-
tions of school counselors were defined in 19 items 
(Article 50). The following activities were deemed 
appropriate for school counselors: collaborating 
with teachers to present guidance lessons, ensuring 
student records are maintained as related to guid-
ance service; designing guidance and counseling 
programs based on schools’ needs; providing indi-
vidual counseling services to students; planning 
educational and career guidance activities, imple-
menting them or guiding other teachers in imple-
mentation; guiding students with special needs and 
their families within the collaboration of Provincial 
Guidance and Research Centers (GRCs); organiz-
ing meetings, conferences, or panels for parents, 
students, and teachers; evaluating guidance and 
counseling activities at the end of the school year; 
and preparing an evaluation report.

In the same regulation, inappropriate activities 
for school counselors to partake in were also 
delineated (Article 55). Included in the list of 
inappropriate activities were the following: sub-
stituting for absent teachers, performing clerical 
and administrative duties, hall monitoring, and 
acting as an invigilator. Although addressing 
school counselors’ appropriate and inappropriate 
job functions in a formal government regulation 
might give power to practitioners in performing 
their job, these guidelines have been found to be 
vague by many academicians (Korkut, 2007; 
Korkut-Owen & Owen, 2008) since these tasks 
and major functions were not dependent on 
clearly defined role descriptions. Besides that, 
since this regulation was put into practice in 2001 
before the infusion of a comprehensive approach 
to school counseling, it is thus questionable 
whether defined functions of school counselors 
in this regulation meet the functions of school 
counselors with respect to preventative and com-
prehensive developmental perspectives.
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In Turkey, all undergraduate students who 
study for any degree in an education faculty have 
to take a course focusing on the practice of guid-
ance counseling before graduation (HEC, 1997). 
This requirement may help to educate future 
teachers and principals in developing a greater 
appreciation for the roles and responsibilities of 
school counselors. However, there is no research 
on how this course shapes future educators’ 
understanding of school counselors’ role and 
functions nor overall school counseling services. 
Due to this fact, this mandatory course can be 
interpreted as an indicator of the essential value 
of school counseling services (Korkut-Owen 
et al., 2009).

Along these lines, several recent studies were 
conducted to determine principals’ and teachers’ 
perceptions of the responsibilities of school 
counselors. For example, Korkut-Owen and 
Owen (2008) found similar patterns of role 
expectations and valued counselor activities 
between school counselors and school principals, 
both of which placed less emphasis on adminis-
trative duties as school counselor functions. In 
contrast, some other studies revealed that school 
principals do not have sufficient knowledge of 
the scope and the purpose of counseling services 
(Nazlı, 2007) and they continue to perceive 
administrative and clerical tasks, and substitute 
teaching, as functions of the school counselor 
(Aydın, Arastaman, & Akar, 2011).

In recent years, the leadership (Köse, 2015) 
and advocacy role of school counselors has also 
opened up for discussion in school counseling lit-
erature (Gültekin, 2004; Keklik, 2010). The 
debate about the role and main functions of 
school counselors is likely to continue in the 
future.

Lastly, the Provincial Guidance and Research 
Centers (GRCs) plays an important role in pro-
viding school counseling services in Turkey. 
GRCs are governmental units tied to MoNE and 
available in each province. Their main function is 
to carry out special education services, deliver 
some counseling services to schools that lacked 
school counselors, and provide extra support to 
counseling services to schools in the region 
(Korkut-Owen & Güneri, 2013).

 A National School Guidance 
Program in Turkey

One major recent development in school coun-
seling in Turkey was the adoption of a compre-
hensive developmental school guidance program 
in 2006. This program aims to position school 
counseling services as an integral part of the 
school mission and place school counselors in 
proactive role to serve all students, not just those 
with mental health needs. With the adaptation of 
a national scheme for school counseling services, 
school counselors are required to meet the needs 
of students in educational, career, and personal/
social domains, and a focus on preventive and 
developmental counseling in schools has gained 
importance (Ergüner-Tekinalp, Leuwerke & 
Terzi, 2009; Korkut-Owen et al., 2009).

The American School Counselor Association 
(ASCA) National Model was taken as a template 
in the preparation of this comprehensive develop-
mental school guidance program for Turkish 
schools (Nazlı, 2006). Prior to its current model, 
this program was piloted in some curriculum lab-
oratory schools between 2000 and 2003 (Nazlı, 
2006). Since the pilot study produced positive 
outcomes, such as increased study skills, adapta-
tion skills, decision-making and problem- solving 
skills of students, and positively affected students’ 
acceptance of self and career development (Nazlı, 
2006), the comprehensive developmental guid-
ance concept was consequently extended to all 
elementary and secondary schools countrywide in 
2006 (Ergüner-Tekinalp et al., 2009; Korkut-
Owen et al., 2009). Part of this effort, a frame-
work program called “Elementary and Secondary 
Class Guidance Curriculum” was developed by 
MoNE and was implemented in 2006.

Starting from 2006, the MoNE Board of 
Education gradually added one mandatory 
“guidance hour” to the overall curriculum at all 
education levels, and classroom teachers were 
made responsible for delivering classroom guid-
ance lessons with the collaboration of school 
counselors, in line with the “Elementary and 
Secondary Class Guidance Curriculum” of 
MoNE (the term “guidance hour” instead of 
“guidance class” was chosen so that it would not 
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be perceived as a regular lesson) (MoNE, 2006). 
This implementation was widely considered a 
positive gain for the profession and forms the 
backbone of the comprehensive developmental 
guidance program (Şensoy-Briddick & Briddick, 
2015). However, Turkey had a major policy 
reform in the education system during the 2012–
2013 academic years. Compulsory education 
was extended from 8 years to 12 years and 
divided into 4 years elementary, 4 years middle, 
and 4 years high school education (publically 
called as 4 + 4 + 4 system). In this way, religious 
schools have become optional for the middle 
school stage of education. As part of this policy 
reform, a number of elective courses (religious 
elective courses added) were also increased in 
the national public school curricula. To be able 
to open up a place to newly added elective 
courses, mandatory guidance hours were eventu-
ally abandoned by 2015 in elementary and mid-
dle schools (MoNE, 2014). The removal of 
guidance hours that were previously part of the 
general school curriculum jeopardized the 
implementation of a comprehensive develop-
mental approach. Instead, the 1-h mandatory 
“Guidance and Career Planning Lesson” was 
added to the overall curriculum only for students 
in grade eight, and classroom guidance teachers 
were tasked to teach this lesson in line with the 
framework program provided by MoNE (MoNE, 
2014). Classroom guidance activities still con-
tinue at high school level as part of “Secondary 
Schools Guidance and Orientation Lesson” 
(MoNE, 2011).

A recent study revealed that this shift in the 
Turkish education system from a traditional guid-
ance model to a comprehensive developmental 
school guidance model has been embraced by 
school counseling practitioners, since it provided 
explicit goals for the school counseling program, 
made school counselors’ role definition more 
clear, and opened up a method of collaboration 
with teachers (Terzi, Ergüner-Tekinalp, & 
Leuwerke, 2011). On the other hand, there have 
been some challenges to successful implementa-
tion. Some of these challenges include a high 
student-counselor ratio (Nazlı, 2006; Ergüner- 

Tekinalp et al., 2009; Demirel, 2010); some defi-
ciencies in counselor education programs, such 
as graduates who are not trained to implement a 
preventive, developmental counseling program 
(Ergüner-Tekinalp et al., 2009); availability of 
evidence-based preventive curriculums or group 
interventions for use by counselors (Köse Şirin & 
Diker Coşkun, 2015); and classroom teachers 
with insufficient training in delivering guidance 
lessons (Demirel, 2010; Siyez, Kaya, & Uz Bas, 
2012; Terzi et al., 2011). All of these have been 
highlighted as some of the significant difficulties 
faced in trying to implement a comprehensive 
developmental guidance program in Turkey.

Although a comprehensive developmental 
approach to school counseling has been imple-
mented in Turkey since 2006, there is no clearly 
defined national model in which the mission, 
role, and functions of school counselors or ser-
vice delivery components are thoroughly consid-
ered. The existing model is more like a framework 
curriculum that gives structure for school-based 
counseling services.

Research that evaluates the impact of a com-
prehensive developmental school guidance pro-
gram is very limited, although empirical evidence 
showing the benefits of this program is needed 
(Ergüner-Tekinalp et al., 2009; Stockton & 
Güneri, 2011). In addition to this, the model has 
been criticized, since the program has not been 
revised nor improved since 2006. Also, as stated 
earlier, recent removal of classroom guidance 
lessons from the overall national public schools’ 
curricula is thought provoking in terms of future 
of comprehensive school counseling programs in 
Turkey. Education policy in Turkey is highly con-
troversial, incredibly polarized, and a debated 
issue in society that lasts a couple years. It is 
argued that current government, as part of their 
political agenda, implicitly implements policies 
to shape both the content and structure of educa-
tion system more religious at the expense of sec-
ular academic schooling. In such current 
sociopolitical environment, it is getting challeng-
ing to agree to a common vision about what 
school counseling programing should address at 
the national level.
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 Refugees and School Counseling 
in Turkey

Currently, the Syrian refugee issue is one of the 
most debated topics in Turkey. More than 4 mil-
lion refugees from the Syrian Civil War have left 
their home country since the start of the war, and 
Turkey has taken in the largest number of Syrian 
refugees of any country in the world. Nearly 2.5 
million Syrians have taken refuge in Turkey since 
2011 (United Nations High Commissioner for 
Refugees [UNHRC], 2016), and of those, more 
than 1.7 million live in refugee camps (Darcy 
et al. (2015) Close to half of these are children 
under the age of 17 (UNHRC, 2016). As of the 
2014–2015 academic year, 150,000 Syrian stu-
dents have been integrated into the Turkish edu-
cation system (Istanbul Bilgi University Children 
Study Unit [ÇOÇA], 2015). Many of these stu-
dents have experienced psychological difficul-
ties, such as symptoms of post-traumatic stress 
disorder (PTSD), since they were exposed to vio-
lence in Syria, and further stressors, such as pov-
erty after immigration and difficulties integrating 
into a new culture, all of which make their situa-
tion worse (ÇOÇA, 2015).

A recent study noted that these students unde-
rutilize school counseling services, and school 
counselors do not offer any interventions for 
them, since they feel either inadequately 
resourced or skilled to serve this population. 
High counselor-student ratios and language bar-
riers are also highlighted as factors that nega-
tively impact the school counselor’s ability to 
help this population of students (ÇOÇA, 2015).

Considering that there are also other refugee 
populations, totaling approximately 36,000 indi-
viduals, from countries such as Iraq, Iran, 
Afghanistan, and Somalia, the education and 
mental health needs of refugee students should 
be taken seriously (Şeker & Aslan, 2015). The 
MoNE should provide support for school coun-
selors (e.g., handbooks, in-service training) to 
equip them with the knowledge and skills to help 
these students in a school setting, and more 
school counselors should be appointed to those 
schools where there is a high occurrence of refu-
gee students.

 Egypt

School counseling services in Egypt are deliv-
ered by “psychological professionals,” and their 
utilization is mandatory in schools (Mikhemar, 
2013). The term “psychological professionals” 
has been found to be problematic since it does 
not reflect the professional identity of school 
counselors. Although mandatory, many public 
schools lack counseling services due to a short-
age of qualified professionals and budgetary con-
cerns of the Ministry of Education. Based on 
Ministry of Education data from 2011, the total 
number of “psychological professionals” in mid-
dle and high schools was 9,082 and the demand 
for school counselors in that same year was 
31,736 (Mikhemar, 2013). Results from a study 
found an overall statewide student-to-counselor 
ratio of 3080:1, and in the same study, it was esti-
mated that the population of Egypt would surpass 
83 million and rise to 100 million by the year 
2025 (Jimerson, Alghorani, Darweish, & 
Abdelaziz, 2010). All this data reveals that insuf-
ficient numbers of school counselors will become 
an important issue that negatively impacts the 
quality of school counseling services in Egypt, 
unless the Ministry of Education takes action to 
eliminate the shortage.

School counselors in Egypt generally gradu-
ate from Psychology Departments that are housed 
in Colleges of Arts (Amer, 2013). There is no 
higher education institution that offers special-
ization in school counseling (Amer, 2013; 
Mikhemar, 2013). Therefore, a mental health 
model of counseling is the primary focus of 
counseling services in schools, and counseling, 
consultation, direct interventions, primary pre-
vention, and psychometric assessments (e.g., 
intelligence tests) are reported to be the main 
work activities of school counselors (Jimerson 
et al., 2010).

It is pointed out in the literature that non- 
counseling tasks, such as clerical and administrative 
duties, take up much of a counselor’s time and the 
profession faces role disparity and unclear responsi-
bilities, which lead to the underestimation of coun-
selors’ functions in the schools (Jimerson et al., 
2010; Mikhemar, 2013). In addition, insufficient 
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resources (Jimerson et al., 2010) and the govern-
ment’s unfair payment policies for school counsel-
ors (Mikhemar, 2013) are also highlighted as 
significant problems that negatively impact the 
profession.

There are two psychological associations in 
Egypt, namely, the Egyptian Association for 
Psychological Studies and the Egyptian 
Psychologist Association (Jimerson et al., 2010); 
however, there is no professional association for 
counseling nor school counseling (Mikhemar, 
2013). The counseling profession in Egypt is not 
considered a unique and distinct discipline from 
psychology (Amer, 2013; Mikhemar, 2013); 
therefore, the profession faces an identity crisis. 
Amer (2013) asserts that “the roles of school ver-
sus clinical psychologist are sometimes contested 
and psychological practice is often conflated with 
social work or psychiatry” (p. 26). As it is not 
seen as an independent profession, there is no 
national system of certifying school counselors 
(Amer, 2013).

Research on school counseling in Egyptian 
literature is limited. The lack of funding resources 
for scholars and language barriers impede the 
advancement of research. It is pointed out that 
even if there is some valuable published research 
on counseling, it is not widely read internation-
ally due to the limited language ability of the 
Egyptian researchers and therefore their inability 
to publish in Western journals (Amer, 2013; 
Mikhemar, 2013).

Political instability, overpopulation, within- 
country immigration, and poverty are the main 
social problems in Egypt. These socioeconomic 
hardships have had many consequences for 
school-aged children (Amer, 2013). For exam-
ple, one recent research report shows that during 
the Egyptian political conflict (the so-called 
Arab Spring) children whose schools were 
located close to the main conflict areas (Tahrir 
Square) suffered from depression, PTSD, and 
anxiety symptoms, since they witnessed consid-
erable violence (Moussa et al., 2015). 
Nevertheless, resources to support these students 
are limited. It can be concluded that these issues 
should be addressed in school counseling poli-
cies in Egypt. Lastly, the need for culturally 

appropriate approaches in counseling is also 
highlighted as an issue that should be shown 
attention in the future, since Western Models do 
not always fit the religio-cultural context of 
Egypt (Amer, 2013).

 Iran

The history of school counseling in Iran started in 
the 1960s when the Iranian Ministry of Education 
sent a group of local experts to Western countries 
such as the United States, Canada, and England 
to study counseling and related fields. These 
experts established and developed the counseling 
profession when they returned from abroad 
(Fatemi, Khodayari, & Stewart, 2015).

Following their inception, in 1967, the first 
counselor education programs were opened at 
both the undergraduate and master’s levels in 
Departments of Education and Psychology at 
Tehran’s Tarbiat Moallem University. Starting in 
1986, a number of counselor education programs 
were developed in Tehran and also doctoral level 
studies became available (Korkut-Owen, 
Damırchı, & Molaei, 2013). A notable event 
occurred in 1971 when school counseling first 
started to be implemented at middle school level. 
Efforts to increase school counseling services in 
the education system were accelerated, mostly in 
middle schools, starting from 1985 (Korkut- 
Owen et al., 2013). Currently, school counseling 
is mandated for secondary schools in Iran (Harris, 
2013), and there has been no updated information 
collected about the school-counselor-to-student 
ratio. However, Harris (2013) states that there are 
not enough trained counselors for every school in 
Iran, especially in rural areas.

A School Counseling degree is offered at 
undergraduate, master’s, and doctorate levels in 
Iran in the Departments of Psychology and 
Education. There are 18 undergraduate, 15 
master’s, and 5 doctoral level programs cur-
rently available in the country. While most uni-
versities offer a generic psychological 
counseling degree, in some of them, school 
counseling is offered as a distinct specialization 
(Korkut-Owen et al., 2013). As the Iranian 
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education system is centralized, the Ministry of 
Science and Technology has begun to regulate 
the curriculum of counseling programs at all 
levels (Korkut-Owen et al., 2013). Counselor 
training programs are criticized, since many of 
the concepts and theories taught in these pro-
grams have been adopted from Western coun-
tries without critically evaluating whether they 
are culturally relevant to Iranian society 
(Birashk, 2013; Fatemi et al., 2015).

Iranian school counselors (officially termed 
“consultants”) are expected to provide educa-
tional counseling, preventive counseling, career 
planning, and individual/group counseling for 
students who need special attention (Fatemi 
et al., 2015). They encounter some problems, 
which impede their effectiveness. First, other 
school employees are not fully aware of the pro-
fessional roles of counselors (Fatemi et al., 2015). 
Second, they lack necessary valid measures when 
working with students, such as interest invento-
ries, among others (Alavi, Boujarian, & Ninggal, 
2012; Fatemi et al., 2015). Third, they don’t have 
enough in-service training opportunities to 
improve their counseling knowledge and skills 
(Alavi et al., 2012). Lastly, nonschool counseling 
graduates are appointed to school counselor posi-
tions due to scarce numbers of counselors, and 
this is considered one of the biggest challenges 
for the profession (Korkut-Owen et al., 2013). 
Further studies are needed to identify the barriers 
and problems of school counseling in Iran (Alavi 
et al., 2012).

In 1988, the Iranian Psychological Counseling 
Association (IPCA) was chartered. This associa-
tion serves to advocate for the counseling profes-
sion, creating international connections and 
promoting research in the field. Also, the IPCA 
monitors and gives work licenses to psychologi-
cal counseling clinics (Korkut-Owen et al., 
2013). Although private practitioners in counsel-
ing are required to obtain licensure, there is no 
such regulation for school counselors (Fatemi 
et al., 2015).

Fatemi et al. (2015) state that larger societal 
events such as the Iran-Iraq war, which continued 
for 8 years, and large-scale natural disasters such 
as the Tehran earthquake of 1990 increased the 

demand for counseling services in Iran. Currently, 
a prevalence of substance abuse among adoles-
cents, high youth unemployment rates, and 
Iranian youths’ struggles in seeking a balance 
between Western and traditional values (Fatemi 
et al., 2015) are cited as common societal con-
cerns. How national school counseling policy 
guidelines aim to address these large-scale social 
issues was beyond the scope of this work.

 Israel

The school counseling profession was actively 
integrated into the Israeli education system dur-
ing the early 1960s when 34 school counselors 
(officially termed “teacher counselors”) were 
appointed to different public schools (Karayanni, 
1996). Since then the number of school counsel-
ors has increased rapidly, and currently there are 
about 4300 school counselors working in Israeli 
schools (Israelashvili, 2013) and the student- 
counselor ratio is approximately 1:570 (Erhard & 
Erhard-Weiss, 2007; Harris, 2013). School coun-
selors are required in all educational settings in 
Israeli schools (Israelashvili, 2013).

School counseling in Israel has been influ-
enced by the American counseling tradition. In 
the formative years of school counseling, the 
American School Counseling Association’s 
(ASCA) approach was taken as a guide while 
establishing the school counselor’s role and the 
main functions of school counseling services in 
Israel (Rantissi, 2002). When school counseling 
first entered into the education system in the 
1960s, it was perceived as a means of addressing 
the vocational needs of students, assisting disad-
vantaged pupils to improve their learning 
(Karayanni, 1996) and responding to the mental 
health needs of high-risk students (Erhard & 
Harel, 2005). During the 1980s, a need for redefi-
nition of the function of school counseling ser-
vices arose, since the remedial focus of counselors 
was considered ineffective, as they spent the 
majority of their time working with limited num-
bers of students rather than devoting their efforts 
to improving the whole school system (Rantissi, 
2002). Therefore, in the 1980s, the focus of 
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school counseling shifted from individual guid-
ance and counseling to primary prevention 
(Erhard & Harel, 2005). From that time to the 
current day, the role of the school counselor in 
Israel has transformed to address the develop-
mental needs of all students (Erhard & Harel, 
2005), and currently, the ideal approach to school 
counseling is considered developmental, preven-
tive, and systems-oriented (Klingman, 2002). 
Erhard and Harel (2005) state that “[t]he profes-
sion in Israel as in many other countries is being 
transformed from various marginal, ancillary and 
supplemental services to comprehensive counsel-
ing that is integral to the total school education 
program” (p. 87).

Recent research conducted with 681 school 
counselors in Israel revealed that 40% of the 
counselors in the sample allocated a greater 
amount of their time to direct individual counsel-
ing to students and focused on crisis and remedial 
counseling, whereas 20% of the counselors 
mainly focused on preventive activities through 
classroom guidance or small group counseling, 
and finally 40% of them equally divided their 
time between remedial and preventive counseling 
(Erhard & Harel, 2005). Frequent paradigm shifts 
(individual intervention versus systemic orienta-
tion and prevention versus remediation) in the 
understanding of the school counseling profes-
sion are considered one of the causes of role con-
fusion concerning school counselors in Israel 
(Shimoni & Greenberger, 2014). It is also stated 
in the Israeli literature that the use of counselors 
for non-counseling tasks is prevalent and this has 
also exacerbated the difficulty in clarifying the 
professional roles (Shimoni & Greenberger, 
2014). Standards for the Professional Practice of 
School Counseling, which were prepared based 
on ASCA National Standards for School 
Counseling, were published in Israel in 2009 
(Shimoni & Greenberger, 2014). This develop-
ment is promising in terms of resolving the ten-
sion over ideal professional roles (Shimoni & 
Greenberger, 2014).

Besides their myriad and disparate responsi-
bilities, the unique needs of Israeli society have 
also impacted the roles of Israeli school counsel-
ors. For example, responding to war-related 

trauma of students is considered one of the main 
responsibilities of Israeli school counselors 
(Israelashvili, 2013), as Israel has been involved 
in several major armed conflicts since it was 
established in 1948. As schools are considered 
the major source of social support and a facilita-
tor of recovery (Abel & Friedman, 2009), school 
counselors are expected to debrief the children 
when cities are under attack and enable them to 
interact with one another in order to seek social 
support and help conflict-affected pupils 
(Israelashvili, 2013). In addition, when violent 
political conflict occurs, they are considered the 
main actor in the schools in taking a leading role 
in “consultation [with] school administrators and 
educators with regard to their difficulties in con-
ducting situation-relevant classroom discussions 
and handling pupils’ stress reactions” (Klingman, 
2002, p. 248). They are also “encouraged to edu-
cate students and advocate their participation in 
the ongoing peace process” (Abel & Friedman, 
2009, p. 267). Due to these realities of the profes-
sion, it is not surprising that war-related literature 
and research in school counseling in Israel is 
prevalent and crisis intervention is emphasized in 
almost all school counseling preparation pro-
grams (Karayanni, 1996).

Another unique aspect of Israeli society, 
which also affects the roles of school counselors, 
is its identity as a multiethnic, multiracial, and 
multi-religious society. Israel is considered the 
homeland of Jews the world over and therefore 
accepts many immigrants who have connections 
to Judaism (Israelashvili, 2013). Also, about 20% 
of Israel’s population is composed of Palestinian 
Arabs. School counselors are expected to deal 
with the specific needs of immigrant children 
who come from different racial and ethnic identi-
ties (Karayanni, 1996). Even in the 1990s, when 
nearly a million immigrants from the former 
Soviet Union arrived in Israel, schools provided 
extra counseling hours for this purpose 
(Karayanni, 1996). Related to this issue of diver-
sity in Israeli society, Tatar and Horenczyk (2003) 
argue that “[t]hree main areas seem to become 
pivotal in the professional agenda of Israeli 
school counselors in the 21st century: working 
with multicultural populations; implementing 
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conflict resolution strategies, especially for deal-
ing with violence and antisocial behavior; and 
developing a systemic self-awareness as agents 
for social action and change” (p. 378). It is also 
noted in the literature that building multicultural 
competencies in school counselor trainees is 
essential in Israel, since schools are culturally 
heterogeneous institutions (Erhard & Sinai, 
2012; Horenczyk & Tatar, 2004; Tatar, 2012; 
Tatar & Horenczyk, 2003) and counseling of 
immigrants and students from minority groups 
should receive more attention (Horenczyk & 
Tatar, 2004).

School counseling training is generally offered 
at graduate level within schools of education 
(Israelashvili, 2013; Lazovsky & Shimoni, 2007). 
As of 2012, six universities offer graduate degrees 
(master’s and doctoral) in school counseling 
(Israelashvili & Wegman-Rozi, 2012). After 
graduation, school counselor’s in-service training 
continues under the supervision of their munici-
pal counseling inspector (Israelashvili, 2013). 
Currently, in Israel, there are no state laws and 
regulations for licensure on professional school 
counseling. Despite a great deal of effort having 
been put in by the Israeli Association of School 
Counselors, these efforts have failed (Israelashvili 
& Wegman-Rozi, 2012).

 Integrative Summary 
and Concluding Remarks

In this chapter, an overview of school counseling 
in Middle Eastern countries, namely, in Egypt, 
Iran, Israel, and Turkey, is given. This literature 
review revealed that the profession of school 
counseling in these countries is promising and 
rapidly evolving. In addition, they have some 
commonalities with regard to challenges that the 
school counseling profession as a whole faces. 
Table 25.1 summarizes some aspects of school 
counseling in these four countries.

First of all, the school counseling profession 
in these countries struggles to establish a clear 
professional identity. With the exception of 
Egypt, comprehensive developmental counseling 
models are considered the best approach to 

school counseling, although there are no written 
national models that reflect the unique cultural 
and organizational needs of these societies. 
Developing national school counseling program 
models would shape the professional identity of 
school counselors, so that they might have a 
clearer professional vision and ground their iden-
tity based on these national models. Related to 
this identity issue, the variety of titles that has 
been used for school counselors in Middle 
Eastern countries is noteworthy. Considering that 
professional titles frame implicit and explicit 
assumptions about the scope of professional 
practice and professional identity, disparate and 
often confusing titles should be universally 
replaced by the title “school counselor.”

Secondly, there are no accreditation standards 
or counselor certification requirements in these 
countries. A strong initiative is needed to create a 
legislative process for the accreditation of school 
counselor training programs and school coun-
selor licensure.

Thirdly, in Middle Eastern countries, there is a 
clear need to develop culturally relevant theories. 
Equally, measurement instruments and tech-
niques used in school counseling have been cited 
as especially important areas for researchers to 
focus on and develop. Since the emergence of 
school counseling started with the significant 
impact of the Western model in Middle Eastern 
countries, many theoretical approaches and mod-
els in counseling were imported from the west 
without any consideration of cultural adaptation. 
There is a strong need to assess their cultural 
validity and limitations.

Fourthly, high school-counselor-to-student 
ratios and nationwide school counselor shortages 
are another significant problem in all these coun-
tries. Policy solutions used to alleviate this prob-
lem in Turkey and Iran bear some resemblance. 
In both countries, nonschool counseling gradu-
ates have been endorsed as school counselors to 
eliminate shortages and have created undergradu-
ate programs to fill the gap in a shorter time 
period. It appears that a discrepancy between the 
recommended student-to-school-counselor ratio 
and the current ratio in Egypt will worsen due to 
a rapid increase in the population. Further 
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research is needed regarding possible reasons for 
the shortage, and a nationally representative 
needs assessment is required to make future pro-
jections. Based on the evidence of current 
research, both policy-level decision-makers and 
counselor education institutions should commit 
to create a unified solution to the shortage.

Unfortunately, the Middle East is a conflict- 
prone region. Often, school-aged children are 
affected by war, internal violence, terrorist 
attacks, and political instability. Due to this fact, 
Middle Eastern school counselors should be 
trained to respond to trauma, because school 
counseling cannot be considered in isolation 
from larger societal events. Therefore, they have 
to be equipped with the knowledge and skills 
necessary for school-based emergency crisis 
interventions in the event of mass tragedies, psy-
chological first aid, and the necessary skills to aid 
in the grieving/healing process. It appears that 
the Israeli school counseling literature is relativ-
ity more well developed in terms of this need and 
might prove useful for other Middle Eastern 
school counseling professionals. In addition, 
school counselors can also play a “change agent” 
role with regard to social conflict. For example, 
peace education and multicultural education can 
be easily integrated into school counseling activi-
ties. However, in order to translate such ideas 
into practice, policy-level regulations are needed.
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