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CHAPTER |

INTRODUCTION TO THE STUDY

At the center of the short history of the school counseling field is the role andyidenti
confusion of the school counselor (Bemak, 2000; Dahir & Stone, 2009; Gysbers & Henderson,
2001; Herr, 2001; Martin, 2002). This role confusion was exacerbated when it initiatlgcdee
as though school counselors would be left out of the national debate on school reform and
accountability. However, the reality of the wide disparity of achierdgnm the United States
public schools between white middle class students and those students of color and those who
are poor was a compelling reason to bring school counselors into the reform movéfitant
the enactment of the No Child Left Behind requirement for school districtségrégate data
by socioeconomic status and race came pressure for school leaders withienperative to
confront the intractable achievement gap. This reality, coupled with the workgreps
through the Education’s Trust (1997) DeWitt Wallace Reader’s Digestrémsforming School
Counseling Initiative (TSCI), brought school counselors into the national dissusgiarding
accountability and social justice (Bemak & Chung, 2005, 2008; House & Martin, 1998y Marti
2002). Leading counselor educators who advocated for teaching multicultural caunselin
competencies turned to tackling the achievement gap as a social gsie€Cox & Lee, 2007,

Dahir & Stone, 2009; Holcomb-McCoy, 2007).



Background to the Problem

While the national debate about accountability was simmering, leadership among
counselor educators continued to advocate for the implementation of comprehensive school
counseling programs (Dahir, Burnham, & Stone, 2009; Gysbers & Henderson, 2001; Lapan,
Gysbers, & Sun, 1997). Comprehensive school counseling programs were to be developmental
with a programmed sequence of activities designed for all students--nbijsestin crisis. By
the 1990s, national school counseling standards had been developed with an expectation to
incorporate these standards into counseling programs (Campbell & Dahir, 1997 2Da)r
This approach was in direct contrast to the traditional notion that school counsemraental
health providers who worked individually with students and in isolation from the school
community (House & Martin, 1998; Martin, 2002). As some counselor educators weréyactive
advocating and teaching this new vision of school counseling, the TSCI was eqtredyra
advocating that school counselors were the ideal group to tackle the achievemeétargam &
Stone, 2002; House & Sears, 2002; Martin, 2002). They further advocated that counselor
education programs needed to be transformed to teach school counselors how to tahaltate
students and to become educational leaders (Bemak, 2000; Bemak & Chung, 2005; House &
Martin, 1998; Martin, 2002). This conflict resulted in the adoption of the American School
Counseling Association (ASCA) model that integrated both movements, but moved away from

the traditional preparation of school counselors that included mental health (R8G# 2005).



The ASCA Model

The publication of the ASCA model (2005) echoed the voices of counselor educators
who were teaching prospective school counselors to build comprehensive school mgunseli
programs based on national school counseling standards. At the same time, thisfkamew
incorporated the views of the TSCI in urging school counselors to become profiaisitica
data to plan and implement intentional guidance activities aimed at narrowiachibgement
gap. For school counselors to be considered effective, the ASCA model expliditbatkd
two new roles: the educational leader and the social justice advocate. lbidggbese roles,
the ASCA model states that “advocating for the academic success of exkytss a key role
of school counselors and places them as leaders in promoting school reform” (ASCA,. 2005, p
24).

In addition to the call for the development of comprehensive school counseling programs
and the urgency for school counselors to become social justice advocates to remengtbar
student achievement, the ASCA model included the school counseling standards (C&mpbel
Dahir, 1997; Dahir, 2001). These standards and the mandate for school counselors to develop
comprehensive school counseling programs provided the rationale for school counselors to
develop curriculum for social justice education. A cursory review of the stanchatrds a
competencies reveals how teaching for social justice is compatiblenegté school counseling
standards and competencies. For example, within the academic domain, studexpgeces to
“demonstrate the ability to work independently, as well as the ability to veayecatively with
other students” (ASCA, 2005, p. 81); within the career development domain, students need to be
ready to “learn to respect individual uniqueness in the workplace” (ASCA, 2005, p. 83); and in

the personal/social domain, students need to “know how to apply conflict resolutich skills



(ASCA, 2005, p. 85). This is just a sampling of the way that the standards and comgétdincie
under the larger curriculum of teaching for social justice. The ASCA model seg@ord
highlighted the teaching role for school counselors by suggesting the amaurg obtinselors
should spend in classroom teaching: at the elementary school level, 35%-45%, middle school
level, 25%-35%, and high school level, 15%-25%.

The ASCA model (2005) with its integration of the theory behind the development of
comprehensive school counseling programs (Gysbers & Henderson, 2001) and theegdfati
the TSCI (Martin, 2002) clearly define a new vision for school counselors. Althowsgmaoiiel
should have been greeted as a positive development for school counselors, it further added to
school counselors’ role and identity confusion for three reasons. First, school caunseli
programs were still wedded to the traditional model of preparing school cosntseb@ mental
health providers as opposed to the radical new vision proposed in the ASCA model (Bemak,
2000; House & Martin, 2002; Martin, 2002; Pérusse, Goodnough, & Noel, 2001a; Trusty &
Brown, 2005). Further, school principals, who are largely responsible for the evaluation and
supervision of school counselors, are unclear about what school counselors should do and assign
non-school counseling duties to them (Pérusse, Goodnough, Donegan, & Jones, 2004). Finally,
school counselors are perceived as compliant and pliable and not disposed to advocate for the
own role identity (Bemak, 2000; Bemak & Chung, 2005, 2008; House & Sears, 2002). What is
missing from this debate are the voices of current, practicing school cosnmeglarding this

new vision, particularly that of social justice advocate and educator.



The New Vision for School Counselors

Despite the call for school counselors to develop comprehensive school counseling
programs, research supports that school counselors are not being prepareddia:. tRiérusse,
Goodnough and Noel (2001a) indicated that in only 15% of counseling education graduate
programs school counselors learned to apply and develop models of comprehensive school
counseling programs. In terms of becoming social justice advocates, schoel@sussem
even less prepared. Although counselor educators urge school counselors to demonstrate
leadership through social justice advocacy, the educational programs do nothiefleew
vision (Bemak, 2000; Bemak & Chung, 2005, 2008; Martin & House, 1998; Pérusse,
Goodnough, & Noel, 2001a; Trusty & Brown, 2005).

The fact that school counseling preparation programs are mired in the tradrimohell
of school counselors performing mental health ancillary services apartifeoachievement
mission of the school is well researched and documented (Bemak, 2000; Bemak & Chung, 2005;
House & Martin, 1998; House & Sears, 2002; Martin, 2002). In response to this reality, the
TSCI directed six school counselor education programs to incorporate these minGplen
the small number of institutions who were given this mandate, it is obvious that thif@duca
has not been widely disseminated (Martin 2002). In a survey of 195 participating school
counselor educators, Pérusse, Goodnough and Noel (2001b) found that counselor educators had a
preference for teaching entry-level school counselors about individual menthldwmaiseling
in favor of techniques suggested by the TSCI to incorporate social justicei@duddterefore,
practicing school counselors who were never prepared for social justice eglaoddeadership

roles must rely on professional conferences (Johnson, 2000).



School Administrators as Obstacles to Social Justice Advocacy

Although school counselors’ academic education has been inadequate te tirepafor
this role as social justice advocates (Bemak, 2000; Bemak & CB0A§, Martin, 2002), once
school counselors are in their positions, they are typically supdrasd evaluated by school
principals. In a study that documented the gap between princggigctations and school
counseling duties deemed appropriate/inappropriate by the ASCA rB80@elof the duties that
principals deemed appropriate for school counselors were not canhsvgte those identified by
the ASCA model (Pérusse, et al., 2004). Further, a qualitative stgdrding the perceptions of
school administrators toward school counselors suggested that schanisadiors have the
expectation that school counselors will work with students who need Inmesaiéh counseling
(Amatea & Clark, 2005). Finally, school administrators typicafigign many non-counseling
duties related to the management of the school that have nothing tithdsowsial justice
advocacy, education or program development (Pérusse, et al., 2004). Thesdygidaly
revolve around administering tests, monitoring the lunch room, or discipktingnts (ASCA,

2003, 2005).

Nice Counselor Syndrome

Nice counselor syndrome refers to school counselors who refuse to define #eir rol
according to the new school counseling initiatives. While social justice adsadagrly enter a
risky domain in their role as transformers of the status quo, school counselorgeate@xo
perform this role without formal education (Bemak, 2000; Bemak & Chung, 2005, 2008;
Holcomb-McCoy, 2007; Trusty & Brown, 2005). When they fail to perform this role, school

counselors are labeled as too nice, “pliable and overly accommodating” to the demands of



administrators, teachers, and parents (House & Sears, 2002, p 155). Nice Coynseton&
(Bemak & Chung, 2008) explains how school counselors become perpetuators of a status quo in

a system that does not provide equity and access for all students.

The Voice of School Counselors in the New Vision

What is being documented about school counseling is conceptual and is written from the
perspective of what school counselors should be doing. Clearly, this story is béieg alybut
school counselors without their voice. Indeed, this conflict between the traditiboal sc
counselor and the new vision incorporated into the ASCA model (2003, 2005) that prominently
includes social justice advocacy and leadership, seems to add to the role confustbiodl
counselors (Bemak, 2000; Dahir & Stone, 2009). What is left out of the literature on thiis topic
how school counselors perceive these changes in their role—especialth&hbélieve they
are doing toward social justice advocacy and education. In fact, Trusty awd B005), in
noting the void of studies regarding social justice advocacy, explicitlyddalleesearch to
examine how current school counselors are meeting these new demands. Fieldearf2(Bdk
documented that “despite the need for student advocacy, literature withiholoésmunseling
profession is sparse when it comes to identifying and measuring essentiacgdaitviors of
professional counselors” (p. 56).

In addition, Singh, Urbano, Haston, and McMahon (2010) lamented the lack of school
counselors’ subjective experience when they wrote, “few published studies ehplore t
subjective experiences of school counselors with regard to what their advocacydeaks li
practice” (p. 135). For this reason, the innovative research strategy Qduletyy is needed to

provide an examination of these subjective perspectives. Q methodology arab/rapplied to



illuminate the patterns of principal and school counselor perspectives regardirvgoitkang
relationship (Jonson, Milltello, & Kosine, 2008). One viewpoint of particular importente

school counseling literature very closely matched the new vision of the schoolloouHsis

viewpoint described a school counselor who collaborates with the school administragor to us
data to design school-wide interventions. Q methodology was used as a resatagih tir

study high school counselors’ views of their leadership behaviors (Janson, 2009). Janson (2009)
found one perspective, the Engaging Systems Change Agent, as being tiigisetiyvaith the
conceptual school counseling literature. Because this role of socia¢jaditocate/educator is

so new, and its adoption has not been completely absorbed into the profession, research designed
to study participants’ subjective responses about their beliefs can illentieaturrent point of

view of school counselors. For this reason, Q methodology, a research straigggdiesgive

voice to practicing school counselors is integral to the study (McKeown & T$)dr&8).

Interpretation of Social Justice

Because scholars from various disciplines have spent their entire carednsimng dee
construct of social justice, the interpretation of social justice app#itcalihis study comes from
education. Although the traditional preparation of school counselors is mired inrited me
health model, a school counselor is also an educator (Bemak, 2000; Bemak & Chung, 2005,
Dahir, Burnham, & Stone, 2009; Dahir & Stone, 2009). Therefore, the interpretation of socia
justice for this study appropriately derives from education.

Social justice advocacy in the school counseling literature interpretsdtisas
eliminating barriers and creating educational equity for all studei@€ A 2005; Cox & Lee,

2007, 2007; Holcomb-McCoy, 2007; Trusty & Brown, 2005). This perspective is informed by



the seminal theorist in social justice, John Rawls. Rawls (1999) defined psfiaeness in two
domains: attaining equitable rights and liberties and distributing resoum@sliag to those
who are the neediest (Crethar, Rivera & Nash, 2008). This definition of fairnesdlasced
the work of the school counseling literature in that it urges school counselors to become
proactive in promoting policies of equity and access through targeted interveatinosease
academic achievement of students, especially minority students and thosesdtodent
impoverished backgrounds (Dahir & Stone, 2009; Holcomb-McCoy, 2007; Trusty & Brown,
2005).

This framing of social justice advocacy as working toward the eliromaifi the
achievement gap lends legitimacy to the role of school counselors in an era of school
accountability and reform. This perspective of social justice, however, unaegigesarrows the
focus of school counselors. Although the persistent achievement gap is thgltisilgsue of
our time, there are social justice issues that affect all students. @@e8#@ offered a more
promising interpretation of social justice advocacy that echoes the work & @2@00) in
Pedagogy of the Oppressetthe reflection and action upon the world in order to transform it”
(p- 51). This process of transformational education was conceptualized furtrest'sn H
framework (2001, 2009) of transformational education, the theoretical frarkeWwosen for this

study.

Theoretical Framework

Social justice is defined in this study as the process of transformatior(2B@tt 2009),
clearly influenced by the work of Freire (2000), posited that for authentic ealut@aiccur the
student and the educator are transformed. Both Hart and Freire conceptualizestigaowl

transmission hierarchically as the lowest form of education and the leastantgorthe process

9



of transformation. Freire (2000) referred to knowledge transmission with a ban&iagimar
that reduces education to an act of “making deposits” (p. 57). Freire wrote treddhers’
interests and the status quo are maintained in this exchange. Banking educeatiootige,
stifles creativity, and is dehumanizing. Freire contrasted this type oo with problem-
posing education that stimulates creativity, enhances freedom, and erngdgatssn critical
thinking.

Hart’s contribution (2001) to social justice education and advocacy is that he proposed
six inter-related stages for transformative education. Hart's woskgwaed by the question,
“What would education be if we derived our practice from the deepest view of human ndture a
culture” (Hart, 2009, p. 6)? Hart, clearly influenced by Freire’s work, a¢alle acquisition of
knowledge “the currency of information” (Hart, 2009, p. 15). Like Freire, Hart dieed t
limitations of knowledge acquisition in that “simply processing informatiors ¢ equal or
even approach insight, enlightenment, wisdom or compassion” (Hart, 2001, p.19). Stik, Hart i
not as critical of the initial stage of education as Freire, acknowletlgaghis initial stage is
necessary. Hart described these six interrelated stages of educisminesng with:

1. Information: Begins the learning process;

2. Knowledge: Utilizes information;

3. Intelligence: Applies knowledge to think critically;

4. Understanding: Learns to see through the heatrt;

5. Wisdom: Combines the intellect and the heart into action; and reaching

6. Transformation: Unleashes liberation and freedom.

10



This view of social justice enlarges and integrates all the initiativieeachool
counseling literature. This wider perspective of social justice encongpiesprogrammatic and
teaching function of school counselors and it incorporates the advocacy role for aduity a
access. These stages also embody the traditional education that school conargelsrseived
as well as incorporating the trends of addressing the achievement gamdEnstanding phase
concentrates on those attributes and activities most traditionally dassglowgitgh the education of
school counselors: the cultivation of empathy. The wisdom phase emphasizes puttiagtthe he
into action. By putting heart into action, school counselors who believe that all children ca
succeed, use data to design interventions to ensure success for all. Sihoertagom of the
achievement gap is vital to putting heart into action, Hart's model deepens tteentmpass
the notion that school counselors advocate and provide leadership for the proposition that

education can and should be transformative for all children.

Statement of the Problem

Throughout the short history of the school counseling profession, the role and identity of
the school counselor has been plagued by confusion (Dahir & Stone, 2009; Gysbers &
Henderson, 2001; Herr, 2001). In fact, the stark reality that school counselors weu¢ défthe
school reform movement created a grave concern for the survival of the proféssioreffort
to clarify the role identity of the school counselor and to incorporate the school cognselor
efforts in the educational mission of the school, the ASCA model (2005) defined the school
counselor’s role comprehensively while adding two additional roles: sociakjastvocacy and
leadership. The social justice advocacy role in the ASCA model defineshib@ sounselor as

having a critical role in eliminating the achievement gap between poor anditynstudents and
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their white, more affluent peers. This critically important work, yet nadefmition of social

justice advocacy, limits rather than enlarges the work of the school counseldrisFeason,

this study interprets social justice advocacy as the process l@adgidgcational transformation.
This role of social justice advocate and educator is quite different thavidHerrwhich

school counselors are educated (Bemak, 2000; House & Martin, 1998; Pérusse, Goodnough, &

Noel, 2001a; Trusty & Brown, 2005) and that school administrators expect (Amateal& Cl

2005; Pérusse, et al., 2004). Additionally, as explained by nice counselor syndrome, school

counselors are uncomfortable advocating for their professional identitynenih go the

demands of others who are disposed to tell them what to do (Bemak & Chung, 2008; House &

Sear, 2002). Although the school counseling leaders in the last decade havedissrdito

writing conceptually about school counselors, Field and Baker, (2004) acknowledged there i

dearth of literature written from the perspective of practicing school casasgbr this reason

Q methodology, a research strategy with a system of procedures designely subjective

perceptions, was chosen to describe school counselor viewpoints toward sociaaghsitay.

This study, through the following purpose, addressed both the narrow definition of the

achievement gap to define social justice advocacy and gave voice to practicingcscimselors

to describe the patterns of their practice as they educate and advocateaigustice.

Purpose of the Study

The purpose of this study was to describe the perspectives of school counselars towar
their role as leaders for social justice advocacy and education and to ekaludtart’'s (2001,
2009) theory of transformational education might inform the social justice sahawelor

advocacy literature. The study interprets social justice advocacyiypresing a theoretical
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framework that describes education as a process of transformation. Altiveuschool
counselor’s role has been defined conceptually through the publication of the ASCA model
(2005), and school counselors have been charged with responsibility for leadershigl in soc
justice advocacy, the majority of current school counselors have not been foraiaéy to
perform this new role (Bemak, 2000; Bemak & Chung, 2008; Pérusse et al., 2001; Stone &
Dahir, 2009; Trusty & Brown, 2005). Similarly, these initiatives are so new thatithkitle
evidence on the practical implications of this role on student outcomes (Trustywéa B2005).
The body of literature on this subject is largely being written about school tansns®ot by
school counselors or from their viewpoint. For this reason, this study was expl@uadory
descriptive in nature, examining the perspectives of school counselors towardléas social
justice advocates and educators. Because the intent of this study was twedbsqoerspectives
toward social justice advocacy and education from school counselors’ perspectd/&és
evaluate the relevancy of Hart's (2001, 2009) theory of transformationatemiuto the social
justice school counseling literature, the researcher chose Q methodologyh@latogy is
suited to extracting these subjective perspectives so that school counsghdradditheir
authentic voice to the new vision of school counseling that has been created for them.
Furthermore, the procedures of Q methodology are also suited to theory building (8980).
Q methodology was ideally suited to illuminate these subjective perspect/és @evaluate the
relevancy of Hart's theory (2001, 2009) to the social justice school counseling advocac

literature.
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Research Questions

This study seeks to explore the perspectives of current school counselais ceteair
role as social justice advocates and educators. Specifically, the shgdipaanswer the

guestions:

1. What are the patterns of perspectives of school counselors toward theirsat&hs

justice advocates and educators?

2. How does Tobin Hart’s theory of transformational education inform the sodiegjus

advocacy and education role of school counselors?

Research Strategy

This study adds to the knowledge in the school counseling literature by illumitizsey
school counselor perspectives and interpreting how they fit with an educaticrgldhe
transformational education. The study employs the strategies and pracedd@Qrenethodology,
a research methodology suited to studying such subjective perspectivesoivMt& Thomas,
1988). This innovative methodology gave voice to school counselors as they related their
perspectives as social justice advocates and educators. Furthermoredtan retsategy
evaluated the relevancy of a transformational education theory to the schoséling

literature. The following explanation of terms largely defines thragdrom this methodology.

Definition of Terms

Achievement Gap: When one group of student consistently performs below the levehef anot
group. In contemporary education literature, this refers to students of color anttdhose

impoverished backgrounds performing unequally on standardized achievemegtraeiss,
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course taking patterns, and college completion rates in comparison to their middle and uppe

middle class peers (Cox & Lee, 2007; Holcomb-McCoy, 2007).

Advocacy: Those activities taken to advance the cause of a marginalized group.

Concourse: In Q methodology, the concourse represents “the flow of communichtiantree
phenomenon being studied (Brown, 1993). For the purposes of this study, the concourse

represents communication about social justice education and advocacy amongachselors.

Condition of Instruction: The directions that are given to participants when thestaternents
from the Q sample. Typically, as part of condition of instruction, the reseavihask

participants to determine which statements are “most like them” and fileatem.”

Factors Arrays: Patterns of viewpoints or perspectives regardingnarpbaon that emerges

from the study.

Factor loadings: correlation coefficients (McKeown & Thomas, 1988). Rentits’ sorts will
either load or not load (show statistical significance) on one of the factoestieage from the

study.

P-Set: The participants in the study. The researcher sought to find regresemapoints

regarding a phenomenon through selection of a purposive, yet diverse group of pésticipa

PQMethod 2.11: A statistical program that supports the procedures of a Q-study.graenpso
maintained by Peter Schmolck and can be downloaded free at www.lrz-

muenchen.de/~schmolck/gmethod/down.pgx.htm.
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Q Methodology: A method developed by William Stephenson to study subjectivity
scientifically. Its application is found in psychology, communication and joumapslitical

science, and education (McKeown and Thomas, 1988).

Q-sample: The set of statements chosen from the concourse to represent the phemotmenon i
study. While the concourse attempts to represent all the known statements gegardin
phenomenon, the statements in the Q-sample are the most representative statevaentfor

the study.

Q-sort: This is the activity when participants rank order the statemenigtie Q-sample

through a forced distribution.

Social justice: This study defines social justice as an educational ptheeteads to the
transformation of students. It acknowledges that the school counseling litesetgrsocial
justice advocacy and education as working intentionally to remove barriegdkiant students

of color and those students from impoverished backgrounds to achieve academically.

Subjectivity: “a person’s communication of his or her point of view” (McKeown & Thsgpma

1988, p. 12).

Assumptions

Assumptions in this study include,

1. Q methodology was determined best to meet the purpose of this study in that it
specifically is designed to explore the subjectivity of school counselors towartbtbeas

social justice educators and advocates.
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2. The sample statements that the school counselors sort are taken frorarttecéhe
model proposed by Hart (2001, 2009) on transformational education and represent an appropriate

Q-sample for this study.
3. The anonymity of participants in this study supported honest and reliable responses.

Limitations

1. The viewpoints reflected in this study do not necessarily reflect all pppsitdpectives

that school counselors may have toward their role as social justice educators aateadvoc

2.  The results from Q-studies are not to be generalized inductively. Viewgwmht&re
illuminated in Q-studies can be generalized back to the phenomenon--perspeuataressocial

justice, but not to a larger population of people.
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CHAPTER Il

REVIEW OF THE RELEVANT LITERATURE

This review of the literature begins with a discussion of the various sociakjusti
concepts in the school counseling literature and the theoretical framewatieddta this study.
The discussion traces the historical movement within the field of school cogntsetransform
the role of the school counselor to include leadership and social justice advoaogvi€v
considers how school counseling leaders incorporated these trends into the ASCA model
Chapter Il examines the mandate for school counselors to become leadersaindssicel
advocates and the gap between these roles and the education of school counseldssié\nfana

the curriculum initiatives in educating for social justice follows.

Concepts of Social Justice

The contemporary social justice leadership and advocacy movement within school
counseling began as a reaction to school counselors being left out of the school reform
movement (Bemak, 2000; Martin, 2002). Cox and Lee (2007) acknowledged this reaction in
describing the way school counseling has been transformed in the last detiadethstiathe
goal of school counselors is “to be visible leaders in national reform movements . . . tpdedica

on the leadership and principles . . . of social justice” (p. 6). The social justiciiaiefvithin
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the school counseling literature is largely centered on the extremely anfydotit nevertheless
narrow focus of the achievement gap.

Both Cox and Lee (2007) and Holcomb-McCoy (2007) defined the differences in grades,
standardized test scores, course selection patterns, and college comgiesitretween students
of color and impoverished students and their upper and middle-class white peersraeafide
the achievement gap. In addition to these differences, Holcomb-McCoy (2007) déed e
overrepresentation of Native American and African American children inadeltication as a
further example of this intractable and negative difference. According BSGA model
(2005) and leading voices in the school counseling field (Bemak, 2000; Bemak & Chung, 2005,
2008; Cox & Lee, 2007; Dahir & Stone, 2009; Holcomb-McCoy, 2007; Trusty & Brown, 2005)
school counselors become leaders when they use data to show inequities betweenrstyment g
endeavor to change beliefs, and assess problems while they offer solutionsvdlkesirisk as
school counselors challenge the very institutions for which they are working. Hoavebéious
and important working toward the elimination of the achievement gap is, tmgidafis

ultimately too narrow.

The Theoretical Framework: From Information to Transformation

There are very few counselor education and school counseling programs thmatenteg
social justice into the education of school counselors, yet those programs tttht teech and
integrate this perspective into fieldwork consider transformation of its stuaketite objective
(Bemak & Chung, 2007; Ivey & Collins, 2003; Steele, 2008). As Hart (2001, 2009) and Freire

(2000) described, transformation is at the center of genuine education. Howevearihert
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elimination of the achievement gap might be, social justice advocacy must hapeesg thss
reactive purpose.

Who can argue with the notion that a dramatic play, a ballet performanceirong st
opera has transformative power? Yet in many schools across the country, @tandithe
performing arts are sacrificed to devote more time to drill the basis skilihat standardized test
scores might be raised. Often, impoverished students’ only access to tedladagh school
programs. School counselors can have an impact on the achievement gap, but must also
challenge the status quo regarding the narrowing of the curriculum to teachdstilfes Hart
stated, “looming standardized tests, and general anxiety push us toward movirgotheat
moving into” (Hart, 2009, p.1). By defining social justice advocacy as educating for
transformation, school counselors’ work retains a deep purity of purpose.

Hart's (2001, 2009) six-stage model for educating toward transformatessesr
teaching for deep meaning. For the school counselor, these six stages inedrpibr#te
traditional mental health education as well as the new vision for prepahoglsounselors.

The model begins with information, the least important but nevertheless nectagargf

learning. Here the school counselor shows competence in understanding the components of the
ASCA model. In the next phase, knowledge, the school counselor applies the knowledge of the
model to build a comprehensive school counseling program. In the intelligence phase of the
model, the school counselor sees the complexity of problems and uses information and
knowledge to help reframe problems. The self-aware school counselor uses both intuition and
rational problem-solving strategies. In the understanding phase, the counseé&s ‘@oppathy,
appreciation, openness, accommodation, service, listening, and loving presence” to school

problems (Hart, 2001, p. 89).
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In the wisdom phase, the counselor puts heart into action. These activities gmost ali
with the new vision of the school counselor. In this phase, the school counselor acts wisely by
translating “the power of the intellect and the sensitivity of the heart méppropriate form”

(Hart, 2001, p. 117). The school counselor enters the wisdom phase by challenging the status
quo, designing intentional guidance activities to eliminate the achievemennddpy a

advocating and teaching genuine, transformative education for all studeatssfofimation

involves a creative act that fundamentally changes both the student and beaetuse of their
interaction. The purpose at the heart of transformational education is fantsttmachieve

inner freedom. Hart (2009) described education for transformation this way:

Education for transformation does not to try to impose, force, or even teach liberation but

provides liberating (transformative) habits and tools that include strengtii,aflavity

of mind, compassion of heart, and power of critical dialogue. . . . Transformative

education enables us to avoid getting caught in our own little whirlpool of exisgence

that we may live in the whole river of life (p. 163).

Social justice advocacy and education interpreted as educating for traatgdorm
therefore, goes beyond the elimination of the achievement gap. This theoratrealbrk
allows school counselors to define and transcend the political agenda of school refmoh. Sc
counselors engaged in transformational education work for deep systematie tttangsults in

a permanent role for school counselors that is with a purity of purpose.

A New Vision for School Counselors: The ASCA Model

Throughout the short history of the school counseling profession, the role of the school
counselor has been ill-defined and, consequently, has gone through severaloada@stbers
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& Henderson; 2001; Herr, 2001). Initially, sparked by the work and writing of Fran&ri2atbe
role of the school counselor was to help students find suitable careers (Parson, 1909). In the
1930s through the 1960s, the role changed toward a more clinical/psychological perspécti
school counselors working individually with students. From the 1970s to the present, in response
to increasing accountability for all school employees, school counselorsirgeto develop
comprehensive school counseling programs with a sequence of activities aithsthdeats
(Gysbers & Henderson, 2001; Herr, 2001). To further develop the content of comprehensive
school counseling programs, Campbell and Dahir (1997) developed school counseliagistand
To attempt to address the accountability and school reform movement, counselor sducator
endeavored to link comprehensive school counseling programs to student achievement,
producing a mixed result (Dahir & Stone, 2009; Lapan, Gysbers & Sun, 1997; Whiston &
Sexton, 1998). To respond to the school accountability movement and the pressure inherent in
NCLB, the TSCI initiatives defined the school counselor as an educator who isahagthouse
of data and, therefore, in the ideal position to tackle the intractable achievapdhlogise &
Martin, 1998; Martin, 2002). These initiatives both redefined the role and attempteustorira
the educational preparation of school counselors. In an attempt to address this usiecamia
sweeping and comprehensive manner, ASCA published this model to integrate the
comprehensive school counseling literature, the creation of school counseling staartthtbe
initiatives of the TSCI. This counseling framework, the ASCA model, also added twimlssy
to the school counselor’s role: school leader and student advocate.

Gysbers and Henderson (2001) were the main authors offering a framework to school
counselors to develop comprehensive school counseling programs. In designing thesesprog

Gysbers and Henderson (2001) stressed the need for school counseling prograsnsdatac
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the perspectives of human development. This model stresses the traditional schobhgounse
activities of counseling, consultation, and coordination (Gysbers & Henderson, 2001; Stone &
Dahir, 2009). It also offers the structural components of school counseling prograsthobl
counseling programs should consist of curriculum, individual planning, responsive Seavide
systems support (Gysbers & Henderson, 2001). These structural elementscogrerated into

the ASCA model (2005).

The development of school counseling standards (Campbell & Dahir, 1997) added
content to comprehensive school counseling programs. As school counseling leaders were
developing these standards, however, the school counseling profession received a ret@nal w
up call: School counselors were omitted from Goals 2000, a document about the roles of school
personnel and school accountability (Dahir, 2001). This slight seemed to underline the
perception that school leadership outside of school counseling did not understand the role or
work of school counselors. Essentially, school counselors were perceived to perfocesse
that were ancillary to the achievement of students.

The ASCA school counseling standards clearly delineate that school counselas have
role in helping all students achieve. The standards are broad statementdittetimitontent of
comprehensive school counseling programs. These standards encompass three domains:
academic, personal/social, and career development (ASCA, 2005; Campbell and @5hi
Dahir, 2001). While these standards are very broad, they are accompanied bteccrap that
are more detailed and stress what students will be able to do as a result of acastsming
program. Sample items from each domain include:

Students will acquire the attitudes, knowledge, and skills that contribute toweffect

learning in school and across the life span;. . . . Students will acquire the skills to
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investigate the world of work in relation to knowledge of self and to make informed
career decisions; . . . . Students will acquire the attitudes, knowledge, and sateaper

skills to help them understand and respect self and others. (Dahir, 2001, p. 324)

Comprehensive School Counseling Programs and Student Achievent

Despite this effort to bring school counselors into the role of having an effetttdams
achievement, the empirical efforts to show a correlation between comprehehsigke s
counseling programs and student achievement are limited. In a studyrtimexhis exact
relationship, Whiston and Sexton (1998) used Gysbers’ and Henderson’s framework to study thi
relationship. In examining 50 programmatic school counseling interventionsdref®88 and
1995, the authors did not find significant evidence to support academic achievement, but did find
that interventions aimed at remediating problems were effective. Bp#gif\Whiston and
Sexton (1998) found that the following school counseling interventions were succegsfy:
counseling with elementary students to affect behavior, social skills trainougy gounseling
for family issues, and peer counseling.

Similarly, a study by Brown and Trusty (2005) warned that the link between the
development of academic achievement and comprehensive school counseling pogreaks i
The authors cautioned that studies that boast such claims, such as the one perfoapead,by L
Gysbers, and Sun (1997), fail to control for other variables such as socioecstainsand
prior academic achievement. In turn, the authors advocated that school counselars advan
strategic intentional interventions aimed at influencing school variabtethan publish those
results rather than focus on proving a correlation between broad sweepingnsragch
academic achievement. In fact, Dahir and Stone (2009) advanced this position. Theggattour

school counselors to engage in action research. Action research initiatives intiolvle sc
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counselors collaborating with teachers to impact student achievement. Bintangentional
guidance activities that impact student achievement of all students, school@sunseessarily
will influence the reduction of the achievement gap. Stone and Dabhir (2009) claitmethat

implementation of these intentional activities is social justice advocacy.

Transforming School Counseling Initiative

While leading counselor educators were advocating for comprehensive schoelioguns
programs and national school counseling standards, the Education Trust through the
Transforming School Counseling Initiative (TSCI) was concerned with thitesgtives. First, the
Education Trust documented and communicated the widespread achievement gap between white
middle class students and those who are poor and from minority groups. Second, it
conceptualized the notion that school counselors were the ideal school group to canbat thi
intractable achievement gap (Hanson & Stone, 2002; House & Spears, 2002; Jackson , Snow,
Boes, Phillips, Powell, & Painter, 2002; Martin, 2002; Musheno & Tolbert, 2002). Finally, the
TSCI set goals and identified a new vision for school counseling preparation abvlisket! six
universities that would begin teaching this new vision (Martin, 2002). The TSCI waslthe
educational reform effort that targeted school counselors as the primary gahgoto bring
about a reduction in the achievement gap. At the heart of the new vision for schooliogunsel

preparation was educating school counselors in this specific type ofjsstiz advocacy.

School Counselors and the Achievement Gap

Authors from the TSCI wrote critically regarding the current preparatidrpeactice of

school counselors. House and Martin (1998) were particularly disapproving of the emphasis i
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school counseling preparation programs on mental health counseling. The authaditg logica
concluded that given school counselor case loads are typically more than 30Gstaihem
counselors can be only very poor providers of mental health services. Instead, Housetiand Ma
(1998) described a new vision: School counselors were no longer “dream-breakeosildut ¢
become “dream-makers” (p.87). They outlined a new model for school counselors vidtuthe
changed from the individual student who needs mental health services to a whole-school,
achievement-oriented focus. Martin (2002) summarized this social justice gispe
“traditional mental-health focused training provides to school counselors. . . . Adlple s
development for practitioners to help students with personal and social challengefglisut it
devastatingly short of helping students succeed academically in schools of tben2dst” (p.
149).
To prepare school counselors for this new vision, school counseling leaders from the

TSCI proposed five new areas of focus in school counseling programs:

e Teaming and collaboration

e Leadership

e Assessment and use of data to bring about change

e Advocacy

e Counseling and Coordination. (Musheno & Tolbert, 2002)
The purpose of these newly-designed programs redirected the emphastsgoeparing school
counselors to be educational leaders who advocate for the high achievement ofral stude
(Martin, 2002).

Pérusse, Goodnough and Noel (2001b) examined how the initiatives of the TSCI were

being absorbed into school counseling programs; their study yielded mixed.rigsalsurvey of
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195 counselor educators, the conclusions indicated that counselor educators Sgrereglyvih
the five areas of focus (teaming and collaboration, leadership, assessmem ahdatia to

bring about change, advocacy, and counseling and coordination). However, thaglstidl r
teaching prospective school counselors mental health counseling as morentriparta

teaching school counseling students how to intervene in school-wide reform e$fog<ata.
This research indicated a gap between what the current school counssiatgritdescribed as
the new focus in school counselor preparation and education and the reality of whabcounsel

educators considered most important in their teaching priorities.

The Contents of the ASCA Model

The ASCA model, first published in 2003 and revised in 2005, endeavored to integrate
the practice of designing comprehensive school counseling programs, the schoolrgunsel
standards, and the initiatives of the TSCI. The revision in 2005 added the thecagtoale for
the model. The ASCA model (2005) comprehensively describes and delineates thadoles
responsibilities of the school counselor. At the center of these responsilslitiesurgency for
the school counselor to develop a program that is “preventive” in design and “developmental”

nature (ASCA, 2005, p. 14). Each school counseling program has the following components:

e Framework: The framework informs the reader what the student will know and
be able to do as a result of a school counseling program. It consists of the
beliefs, philosophy, the domains (academic, career, personal/social) and the
school counseling standards.

e The Delivery System: This describes how the program content is tramsmitte

There are four aspects to the delivery system: the curriculum, individual
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planning, responsive services, and system support. The curriculum focuses on
the skills that are taught. The individual planning component describes
systematic activities that help students develop goals and plans. Responsive
services address students’ current, immediate needs. Finally, systentsappor
those activities that help to maintain and enhance the comprehensive school
counseling program. This might consist of professional development, and
planned time to collaborate with school personnel.

e Management Systems: These activities address on whose authority the program
rests and why and when the activities take place. This is the component that
addresses the achievement gap and the intentional activities that arel ptanne
address it.

e Accountability: These activities demonstrate how students will be diffaseat
result of the systematic activities that are structured to address stugeuts.
(ASCA, 2003, 2005)

In addition to these components, the ASCA model calls for school counselors to be
leaders and advocates. This leadership theme (as will be discussed in the rsextions)
seemed to be motivated by the new vision that compelled school counselors ttheackle

achievement gap. The following describes the leadership role for school counselors

Working as leaders, advocates and collaborators, school counselors promote student
success by closing the existing achievement gap whenever found amongssbéident

color, poor students or underachieving students and their more advantaged peers. ... In
this way, school counselors can have an impact on students, the school, the district, and

the state (ASCA, 2005, p. 24).
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The ASCA model explicitly links the leadership and advocacy roles of school cosn3di

relationship will be explored in greater depth in the next two sections of thevrevie

School Counselors as Leaders

Although the ASCA model compels school counselors to act as educational leaders, the
is a dearth of research on school counselors as educational leaders (DoR&diBi&sysbers &
Henderson, 2001; Janson, 2007; Trusty & Brown, 2005). The need for more focus on this role of
the school counselor was identified in the Delphi study where school counselor educators
acknowledged the need for more research on school counseling leadership behavior and its
impact on student achievement (Dimmitt, Carey, McGannon, & Henningson, 2005).Tehere ar
two exceptions to this apparent lack of literature on leadership within the solioskting field:
the call for school counselors to be leaders of their comprehensive school coymsgjrams
and the notion that school counselors are leaders when they advocate for samalBestak &

Chung, 2005: Dahir, 2001; Dollarhide, 2003: Gysbers & Henderson, 2001).

School Counselors as Program Leaders

Gysbers and Henderson (2001) advocated for school counselors to be leaders of their
school’s comprehensive school counseling program. In a qualitative studydh@ahed one
school counselor’s leadership behaviors, Dollarhide (2003) applied Bolman and R@a@B} (
leadership theory to this aspect of school counseling. In Bolman and Deal’s medehre four
contexts of leadership: structural, human resources, political, and metaphoraggllyiing the
structural frame, the school counselor understands and demonstrates knowledge gnduildin

comprehensive school counseling program. Under the lens of the human resources frame, the
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school counselor interacts with everyone in the school system to build relationships antl suppor
for the school counseling program. In applying the political frame, the wise schootlmyuns
demonstrates the ability to manage conflict and finally, the school counselor koovie use

the metaphorical lens to access important rituals, symbols and stories to bu#dcontinued
success of the comprehensive school counseling program (Bolman & Deal, 2003; @mllarhi
2003). In her study, Dollarhide (2003) found that the school counselor had the greatestydiffic
applying the political context of leadership. Dollarhide (2003) hypothesized that

temperamentally, school counselors find it difficult to manage conflict.

The Link between Social Justice Advocacy and Leadership

In documenting the lack of research on school counseling leadership, Janson (2007)
pointed out the link between school counselor leadership behavior and school counselor social
justice advocacy. Janson (2007) cited a conceptual article by Bemak and Chung (2005) tha
outlined a leadership role for school counselors that is advocating for socd.jégtcording to
this viewpoint, Bemak and Chung (2005) defined the central work of the school counselor as
working for the equitable treatment of all students and designing school-widesnitens to
help eradicate the achievement gap. The authors explicitly urged schoollomuttsseek
further education in leadership skills to be successful in advocacy workkEema& hung
(2005) conceptualized school counselor leadership as a means to achieve sociadjustiaey.

The only resource exclusively devoted to leadership skills for the school cousselor
volume written by DeVoss and Andrews (2006). An examination of DeVoss and Andrews’
leadership framework, Integrated School Counselor Leadership Model, sdated to social
justice advocacy. This relationship suggests that there is a link between thecscimseling

leadership and the role of the social justice advocate. The authors argued that@oheebrs
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show leadership behavior when they advocate for social justice, use datanadrtesigntions,
and challenge the status quo.

These leadership behaviors are also outlined in the school counseling litdrature
discussed those actions needed for school counselors to advocate effectsatyalgustice
(ASCA, 2003, 2005; Bemak, 2000; Bemak & Chung, 2005; Cox & Lee, 2007; Holcomb-McCoy,
2007). These behaviors also reflect the actions needed to educate for transfoionatl in
Hart’s work (2001, 2009). Bemak and Chung (2005) posited that school counselors emerge as
leaders when they advocate for the elimination of the achievement gap. Deddssdaews
(2006) argued that effective school leaders lead their schools to transforrmatsostudy
posited that genuine education leads to transformation. It is evident that thesioewfor school
counselors includes two roles that are inextricably linked: the school counseladeasdnd the

social justice advocate.

School Counselors as Social Justice Advocates

Although the school counselor’s role as leader and social justice advocim&edethe
school counseling field does have a beginning voice to advance a separate helsdbobl
counselor to act as a social justice advocate. This advocacy role clearlytsaomfkience of
the TSCI on the role of the school counselor. As Trusty and Brown (2005) noted, student
advocacy is at the center of the ASCA model (2005). “As educational leaders, cminosélors
are ideally suited to serve as advocates for every student meeting highdsandarSchool
counselors work as advocates to remove systemic barriers that impedadémia success of

any student” (p. 24).
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On the surface this seems like a well-intended role for school counselorsca&asel
Robinson (2001) and Svec (1990), however, acknowledged that these “systemic bamiers” ca
often be the institutional rules and policies. This pits school counselors and thuiomstitor
which they work directly against each other. To confront these institutional bamerto
remain working for these institutions, counselors must possess personalggasititbnal
factors, knowledge, and skills.

In explaining their advocacy model for school counselors, Trusty and Brown (2005)
defined school counseling advocacy as a central school counseling activity ntifieglanmet
needs of students and follows through with action to change the circumstances cbhsstent
with the notion that at the center of social justice is action that is transieerfar students. In
delineating their model, Trusty and Brown (2005) described a model that betfirtbevi
disposition of the counselor, moves to describing a base for knowledge, and finallg tefine

skills needed for effective advocacy.

Personality or dispositional factors associated with effective sosiét¢ advocacy:

e School counselors must be aware of and embrace the advocacy role;
e School counselors must be altruistic and exude an ethic of caring;
e School counselors must be willing to take risks.

Knowledge associated with effective social justice advocacy:

e The school counselor is knowledgeable about resources within the school and
community;

e The school counselor is knowledgeable about school policies and legal rights;
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e The school counselor is knowledgeable about conflict resolution and systems change
theory.

Finally, the school counselor demonstrates the following skills:

e The school counselor is an effective communicator;

e The school counselor collaborates actively with the whole school community;

e The school counselor applies problem assessment and problem solving ability. (Trus

& Brown, 2005)
In describing this model, Trusty and Brown (2005) readily acknowledged thatstiksevere
not being developed in counselor education programs and that research needs to address whether
there is a relationship between the model and effective social justice aglvocac
Ratts, DeKruyf, Chen-Hayes, and Stuart (2007) augmented this framieyapplying

the American Counseling Association’s (ACA) social justice advocacy niodehool
counselors. In this application, Ratts et al., (2007) described three levels cdd@dveicst, the
school counselor intervenes directly with a student or family. At this levelvafcacy, the
school counselor might help a student advocate with a teacher for more equettilent. At
the next level of advocacy, the school counselor might intervene at the schoolgadicy |
Perhaps the school counselor notices a disproportionate number of Latino students dropping out
of school, the school counselor might intervene at the school level so that these stiglgnts
receive more support through an English Language Learner progratiy, Eireaschool
counselor might need to intervene at the public policy level. An example of this imetude
reaching out to board members and state policy makers on funding public education more

equitably.
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School Counselors as Social Justice Educators

The ASCA model clearly defines a teaching role for school counselors (ASCA, 2005).
Nonetheless, the researcher searched for social justice curriculum pifidestudies surfaced
under the search descriptors, “social justice curriculum and school counselorabsEnee of
work is widely acknowledged by the authors of these studies and the following nobrame
typical: “Social justice and diversity are rarely integrated fully ictwosls and counseling”
(Zimmerman, Aberle, & Kritchick, 2005).

There are many possible reasons for the absence of documentation for thikexdehas
been no mandate for what school counselors might teach other than to offer broad student
standards and competencies (ASCA, 2005); counselors are assigned non-counseliagdiuties
consequently do not have time to teach (Bemak, 2000; Pérusse, et al., 2004); school counselors
are teaching to other standards and competencies; school counselorsveoekatid) with
students as though the school were a clinical setting because that is wharihénained to do
(House and Martin, 1998; Martin, 2002). This slim offering of studies, however, does Gapture
snap shot of school counseling curriculum that confirms the notion of random acts otcguida
While the literature is sparse, it does offer a glimpse into the way schowealors are teaching
for transformation. These studies fall into the broad categories of the linkepet@aehing for
social justice and critical thinking and the relationship between teachingdal gistice and

academic achievement.

Social justice education and critical thinking.

Three of the studies documented in the school counseling literature set thiev®bec

having students think critically about diversity, about careers and about thesn@dbsconi &
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Emmett, 2003; Scott & Johnson, 2005; Zimmerman, et al., 2005). The authors of the first study
described a classroom intervention to help high school students clarify their vavaes tareer

decisions, and addressed the following ASCA standards and competencies:

e Standard C: Students will understand the relationship between personal qualities,

education, training and the world of work.

e Competency C: C1.2 Explain how work can help to achieve personal success and

satisfaction (ASCA, 2003).

In this classroom intervention, students worked through various experiential estioiti
address the question: “What does life/career success mean to you?” (MoscomeitE2003).
Students who received the treatment in the experimental group were bettier elaborate on
how this related to them than were the students in the control group (Mosconi & ER0G8)t

The authors of the second study discussed a service learning project callE@ AChe
Alliance for Children: Collaborative Exceptional Peer Tutors) aimed at smgtdiool and
elementary school children (Scott & Johnson, 2005). The expressed objective of the curricula
objective was for middle school students to increase their self-awareresainTof the study
was for the students, through greater self-awareness, to use this knowledgetd better with
peers. Students then taught these skills at the neighboring elementaryatiedlgss through a
variety of activities using art, drama, and music. The program was evhtheiagh student
journals and parental feedback and was deemed successful. The objectives of theroware
clearly delineated in the ASCA model:

e Personal/Social domain A: Acquire Self-knowledge

e Competency PS:Al1:1 Develop positive attitudes toward self as a unique and worthy

person (ASCA, 2003).
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e Personal/Social A2: Acquire interpersonal skills

e A2.3 Recognize, accept, respect and appreciate individual differences.

e A2.8 Learn how to make and keep friends.

The third study, the FAIR project consists of five experiential activitieisimg “children to
think critically about social justice and encouraging them to explore their cjudpe”
(Zimmerman, et al., 2005, p. 47). The authors posited that school counselors werd the idea
people to teach the curriculum. They described five activities: 1) challengesandsiiacial
stereotypical images that we have; 2) experience and explore gendetypies; 3) experience
thinking about thinking; 4) experience and discuss being victims of prejudice; 5) arepgpe
to help students commit to the principles of fairness, justice, and equality. (T oeilcumnri
materials are available free on the web at www.fair.colostate.edu.p $tuekes emphasize the
importance of applying critical thinking ability to social justice issyet none of these
interventions seems to operate at the “deepest view of human nature and cultufefriedims

(Hart, 2001, p. 5).

Social justice and academic achievement.

In a reflection of the accountability movement, Poynton, Carlson, Hopper, and Carey
(2005) attempted to link the teaching of conflict resolution skills to academievachent. The
hypothesis in this study was to use a conflict resolution skill program, GdRégolution
Unlimited, as a way of strengthening problem solving skills. The reseapbstrgated that
students’ improved ability to problem solve would have an impact on the state’sotestisc
reading and math. No such correlation was found. What is noteworthy about thisaguthe

attempt to link school counseling curriculum to student achievement. Teaching problerg s
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skills is appropriate without linking this content to supporting academic achiat.efseBrown
and Trusty (2005) warned, school counselors cannot and should not justify every intervention as
a correlate of student achievement.

There is one study in the literature that seems to indicate promiseimnd stisdent
achievement, and it meets the criteria of Hart’s view of transformativeagdn. The principle
investigator in the study, Fred Bemak, also founded the first school counselingpoegrzred
on counseling for social justice at George Mason University (Bemak & Chung, 200@)a Wi
grant from the TSCI, Bemak, Chung and Siroskey-Sabdo (2005) established a counsefping g
for seven African American females who had been suspended, disciplined, and counseled.
Nothing seemed to effect positive change. Bemak and his colleagues tatéakcd counseling
group where the goals were student achievement and better attendance, bstathe wese left
relatively unstructured so that the young women could choose the topics. The group emhphasize
“empowerment through group process, moving away from psycho-educational amoinahdit
structured groups filled with exercises and activities planned by thidteil (Bemak et al.,
2005, p. 8). In creating this environment, the women were free to discuss the issuesahat w
barriers to their academic achievement, and the group developed cohesion and tmshgn m
yet clinical terms, Bemak described what Hart (2001) meant when he \womteteansformative
education:

The group celebrated the Christmas holidays just before the dmieadd, having a party

with food and drink. Although the conversation during the party, once agaeree on

loss and death, it was done differently than 2 months before, withnarsghere of
holiday celebration and joy in being and sharing together. Wassa transformation and

turning point for the group. (Bemak, et al., p. 9).

37



The women’s journals revealed that they enjoyed coming to schoobféeréd anecdotal

evidence for how important the group was to them.

Summary

The brief history of the school counseling field is riddled with the role confusion of
school counselors. The ASCA model (2003, 2005) attempted to define the role and
responsibilities of the school counselor. The addition, however, of two roles (advocacy and
leadership) for which school counselors were not prepared, the resistance of school
administrators, and the dispositions of counselors themselves are obstacles toosrissbbis
performing these new roles (ASCA, 2003, 2005; Bemak, 2000; Bemak & Chung, 2005, 2008;
Dahir & Stone, 2009; Pérusse, et al., 2004). The definition of social justice advocaoytas@ff
eliminate the achievement gap unnecessarily narrows the work of sclosktors.
Furthermore, the current literature about school counselors advocating anthgdocaocial
justice is conceptual in nature and not written from the perspective of theipgasthool
counselor. In defining social justice advocacy as educating for transionptéie role of the
school counselor transcends political agendas. By employing the strategy asdstylof Q
methodology, this study fills a void in the literature by examining the subjgmtieeptions of
practicing school counselors toward educating and advocating for sociz jaistl by
evaluating the relevancy of a theory from transformational education to tla¢jsstice
advocacy school counseling literature. The next chapter explains the stdstsigy, and

procedures of Q methodology.
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CHAPTER IlI

METHOD

The purpose of this study was to describe the perspectives of school counselors toward
their role as leaders for social justice advocacy and education and to ehaludtart’s (2001,
2009) theory of transformational education might inform the social justice school lmyunse
advocacy literature. This chapter describes the strategy, design, aedyrescof the research
method, Q methodology. After a general description of the methodology, specifis dietaut
the study are provided including considerations with the use of human subjects, participant
selection (P-set), instrumentation, and data analysis. Because thgusticialadvocacy and
education role is new for school counselors, the current literature iswirite the didactic
level of telling school counselors what they should do. The procedures of Q methodiolgy a
school counselors to construct their own meaning about their perceptions regacidihg so
justice, and evaluate a theory’s applicability to the social justice advbtaeyure, thereby

filling a void in the current literature (Senn, 1996).
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Q Methodology

Although Q methodology is a set of procedures, it can be conceptualized as artbdeory a
philosophy supporting the scientific study of subjectivity (Brown, 1980). Q methodotogige
further described as “a systematic and rigorously quantitative meansafoméng human
subjectivity. From the standpoint of Q methodology, subjectivity is regarded samply
person’s point of view on any matter of personal and/or social importance” (Mck&ow
Thomas, p. 7).

The methodology was introduced in 1935 by the psychologist and physicist, William
Stephenson, and its research procedures have been applied in psychology, communications
political science, health, environmental and related areas (Brown, 1980). The g@akiudy
is to derive the relevant viewpoints about a phenomenon from a carefully selectpaf
people whose opinions relate to the topic. As in this study on social justice, Q methaslology
suited to the nature of the exploratory work or theory-building studies about a topice Figur

outlines the steps in a Q method study.
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Figure 1, Process of a Q Study

A research question is proposed that is suited t
studying subjective beliefs.

v

The concourse or flow of communication about a
phenomenon is developed. This comes from
conversations, news items and/or theory (Brown,
1980). The concourse represents the
phenomenon in the most comprehensive manner

as possible.
L 4

Stimuli are chosen for the Q-set from the
concourse. What is chosen are stimuli that are
most representative of the phenomenon.
Typically, these are statements, but they can be
pictures, odors, music, and colors. Participants
sort the stimuli by a condition of instruction.

L

The data analysis process begins by factor
analyzing the correlation matrix of all sorts
compared to each other as data. Sorts are
arranged into factor arrays.

L

Z-scores allow the distribution of statements into
factor arrays. Data are interpreted through
analysis. Most representative/least representative
statements, distinguishing statements, clusters of
statements, and post-sort interviews are used in
interpreting the factors.
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Concourse Development

Once an appropriate research question regarding a phenomenon is determined, a
concourse is developed. The concourse, or flow of communication about a topic, attempts t
comprehensively define the topic with all the possible reactions to the phenomenostudger
The concourse is not limited to verbal statements and can be pictures, photographsdorssic
and so forth. In Q studies, the concourse derives from interviews, letters thttheresearch,
and conversations. What distinguishes Q methodology is that the concourse does not ‘fimpose a
a priori structure of meanings upon the respondents” (Kitzinger & Rogers, 1985, p. 170).

In this study, the concourse was constructed and organized according/$d240sx1,
2009) work. Hart proposed six stages of education that lead to transformatiorhvfg ea
learning. These stages are: information, knowledge, intelligence, undergtamdidom, and
transformation. In addition to the structure and theoretically meaningfuingiate derived from
Hart's theory, statements were generated from the school counselingiéeratsocial justice
advocacy. The statements selected for the Q set were judged to be theterogieneous
within the theory to represent opinions related to advocating and educatingiébjsstice.

The Q-set can be found in Appendix A.

Use of Human Subjects

The Institutional Review Board (IRB) at Oklahoma State University (O8USt review
any research study that involves the use of human participants. Approval ereeddmm the
Institutional Review Board before data collection began. The Copy of the aplatbew is

provided in Appendix B.
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Participants

The participant sample in Q methodology is called a P-set. The P-set is thtende
represent a diverse group of participants so that all theoretical viewp@atdirgy the
phenomenon being studied might be represented, yet at the same time, ingitedividuals
whose opinions might matter related to the topic. The point is to extract a purposple s&h
represents all viewpoints, but the emphasis is not on size. For example, in thislktudy, a
participants were certified school counselors in the United States. fisgcintended to invite
a diverse and purposive participant sample and travelled to the ASCA 2009 nationarmnfe
in Dallas, Texas, where school counselors gathered for professional development.

The ASCA annual national conference attracts school counselors throughout the countr
who are motivated to learn about the most recent developments in the school coungeling fie
Presenters at the conference represent a wide spectrum: pracimobcunselors, counselor
educators, and national speakers who address topical issues about school childretly, Typica
school counselors who devote several days during their summer vacation to this High-leve
professional development are aware of recent trends in the school counsettgditeand know
about the new roles for school counselors embedded in the ASCA model. At the conference,
recruited 16 participants to complete the study—short of the numerical go&veebe30-50
participants stated in the IRB proposal.

Upon returning to Oklahoma, | had the opportunity to attend and recruit participants a
local school counseling conference regarding college counseling for stligen in poverty, a
relevant social justice issue. | used a snowball technique for recruitncentacted school

counselors that | know and asked them to refer other school counselors who might dednteres
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in participating in the study. Through these efforts, | recruited 38 school ¢otsisem 12

states to participate in the study.

Instrument

The Q-set is the instrument used in the study. The Q-set, Appendix A, was deraed fr
the concourse and represented statements concerning social justice aduntikeyan
instrument used in quantitative research where instrument items will bénquitggeneous in
representing the phenomenon, the items in the Q-set are selected for thegemnsity
(McKeown & Thomas, 1988). Participants are asked to sort the statementsutirastoording
to a condition of instruction. In this study, participants were asked to sort stasemecording
to one condition of instruction, “What most describes your priorities and beligdgirnwork as
a school counselor?” The sorting board, illustrated in Figure 2, is a sample ofitttreagthe
participants used to sort the statements. Although the participants sortedehests with
those to the left being least representative of their beliefs and behavidroaado the right
being most representative of their beliefs and behaviors, this distribution wastedrnoea
quasi-normal distribution (-4, -3, -2, -1, 0, 1, 2, 3, 4). A replica of the sorting board with the

conversion of the distribution is represented in figure 2.
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Figure 2. Q Sorting Board

First Name

Because the second research question addressed the relevancy of Hartis ttheory
social justice advocacy of school counselors, the items in the Q-sort conform hedhnis t
Statements 1-6 represent information, statements 7-12 are from the knowdeggstmtements
13-18 come from the intelligence stage, statements 19 -24 represent understangiingye25-

from wisdom, and 31-36 represent the transformational stage.

Procedures

After consenting to participate and signing the informed consent, Appendix E, the
participants were presented with an uncategorized group of 36 statements withea onmach
representing the Q-set. They were asked to read through the stateroerdsgdo 1) those

activities or beliefs that most describes the way they practica@soal counselor; 2) those
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activities or beliefs that are least descriptive of the way they peaasi a school counselor; 3)
those beliefs or activities that are neither most descriptive nor leasiptiee of the way the
participants practice as a school counselor. Participants were then askaddoder the
statements on the sorting board in a forced distribution according to the conditicinuxtios,
“Which activities or beliefs are most like the way you practice as a schaokelor?” (The
researcher’s script is found in Appendix D.) Participants sorted the staseonethie Q Form
Sorting Board and were asked to continue filling in the cells until everyraetatavas assigned a
value.

Participants were then given an opportunity to make any changes. Afteippatsc
finished sorting, they were asked to record the number of statements in a replibatéorm
Board. Participants used a code name to maintain anonymity. This reprelsemtad data to
be analyzed. The researcher then collected these sheets. When the Q-sortpletisdidime
participants were asked to complete the demographic survey, Appendix F. Tretgmgue
included gender, age, race/ethnicity, number of years in school counseling, armhquadsiut
credentials beyond school certification. Participants answered an open-endexshues there
anything else they would like to write about the statements), whethemighybe contacted,
and what training they might have received in advocating and educating farjgstce.
Participants were asked to give a phone number where they might be contactddveu ol
guestioning about the items. Those participants who were deemed as helping ta define
particular viewpoint were contacted for further questioning to help the resemtenpret a
factor. Data collection for each session lasted approximately 30 minutéspBats who did
not have time to complete the data collection tasks in my presence seintftineied consent,

demographic survey, and recording sheet to my home address.
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Because the field work aspect of Q methodology is extremely importany,eff@t was
made to collect the data in the presence of participants. | observed thg pmtess, and
gathered field notes as participants commented on the items. Q methodologynedies
illuminate the viewpoints of the participant, not the researcher, so commentslaweliol

interviews were critical to the interpretation phase.

Data Analysis

There are three statistical stages to the data analysis in a Q methodrrelation,
factor analysis, and generation of factor scores. In the correlation Bhaa®, (1993)
succinctly described the role of statistics: “Mathematics is quiidiseed and serves primarily to
prepare the data to reveal their structure” (p. 7). During this stage, itdaldotacknowledge
that it is the individual sort or the individual participant subjectivity that isgoeorrelated.
Although there are several tools available to analyze the data, the softegnanpmaintained
by Peter Schmolck, PQmethod 2.11 (2002) that is available free in the public domain was chosen
for this study.

In the next phase of the statistical analysis, the researcher askedénal question, how
many factor arrays does one have in the study? These families or feaysrrapresented the
viewpoints regarding the phenomenon, social justice. The families or factgs are extracted
through either the centroid or principal components factor analysis techniqueowclead
Thomas (1988) asserted that “it makes little difference whether théisp@ctioring routine is
the principal components, centroid, or any other available method” (p. 49). In this study,
principal components factor analysis was used. The Q sorts were then lot@igt & varimax
rotation to “maximize” (p. 52) the purity of the saturation or to ensure that the mseailike

family were not related to anyone in the study (McKeown & Thomas). dth#an helps to
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ensure that “muddling” (p. 52), confounded and null sorts, is held to a minimum (McKeown &
Thomas, 1988).

Finally, a model Q-sort for each factor is generated (McKeown & Thomas, 1¥88) b
calculating a z-score for each statement within the factor. This modet Qrgheoretical factor
array reveals the structure and represents one viewpoint about the phenomenstuigidg
Each statement within the factor array is analyzed and interpreted. Tarasgpants whose Q
sort most closely aligns highly with one theoretical factor array anthaaithers may be

interviewed about the statements to add further understanding of the array.

Interpretation of the Viewpoints

Although the statistical procedures to extract the viewpoints are in thgrbanok, the
interpretation of the perspectives is the fundamental analysis of a Q methostoldg The
primary analysis is to determine the meaning of every statement in t@ount so that each
perspective tells a complete story regarding the phenomenon. To provide this cegeptioe,

there are several aspects to the analysis:

e Extreme statements, the highest positive statements and the highesterstgegments,
in each viewpoint are described, analyzed and compared. These are the sateahent
are “most like” and “most unlike” the practicing school counselor representadhn e
theoretical viewpoint.

¢ In each theoretical array, there are certain distinguishing statethantypify the
viewpoint. These statements occupy a unique array cell position on the sorting board.

These statements are compared and studied.
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e Clusters or concepts formed by grouping statements are described and afalyzed
example, in a pilot study on social justice advocacy, the researcher foumgoaofr
statements that centered around school counselors challenging the status quo:
Statement 14, “I encourage my school community to question why?”; statement 25, “I
challenge the status quo in my school”; and statement 36, “I have learned to meet
professional challenges with honesty, authenticity, and fearlessridssse statements
were sorted as very much like a group of counselors, while another group of counselors
sorted these same statements as “very unlike” them.

e Demographic categories are considered. Descriptors such as geotpeation, level
of counseling position (elementary, middle or high school), years of experipecals
certifications (e.g. National Board Certification or LPC) aredu® determine if any
particular viewpoint is represented by the sorts of largely one descriptionoafl sc
counselors.

e The statements in the viewpoints are compared to the theoretical framewadtksFor
study, the researcher asks: Is there congruence between a certainiperapddhe six
categories of Hart’s theory of educating for transformation?

During this interpretation phase, each viewpoint must be named. The naming of the Miésvpoi
critical as it embodies the essence of each perspective in comparison to thelditoaighout

this interpretation of viewpoints, the researcher has tacit knowledge cedfibmt remains open

to abduction, the acquisition of new knowledge about the phenomenon. Q methodology and its
procedures give voice in the interpretation phase to the school counselors who have Iméen abse

in the discussion of their roles.
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The subsequent chapters of this study are dedicated to this analysis, atierpret
discussion and summary of the findings. Through Q methodology and its “built-in 8ature
more robust picture of the school counseling role emerged, told “from the native’st. ofpoi

view” (Brown, 2006, p. 365).
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CHAPTER IV

RESULTS

This chapter outlines the results of the analysis and includes the inteoprefatie data
in response to the research questions. The interpretation fulfills the purpose oftyiwtstch
was to describe the perspectives of school counselors toward their roldeais feasocial
justice advocacy and education and to evaluate how Hart’'s (2001, 2009) theory of
transformational education might inform the social justice school counselor aghlibeeature.

The following research questions were addressed:

1. What are the patterns of perspectives of school counselors toward their ouelas s

justice educators and advocates?

2. How does Tobin Hart’s theory of transformational education inform the sosiigl

advocacy and education role of school counselors?

The chapter is organized to begin with a description of the characteristiespdrticipants,
followed by a discussion of the specific mathematical data analysisreatigl,fto conclude with

an interpretation of the data guided by the research questions.
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Description of Participants

The participants included 38 school counselors from 12 states. | made a deéifferate
to collect data from school counselors who live and practice in diverse geodomaticns. For
this reason, data were collected at the American School Counselor Associatinal nat
conference in Dallas, Texas in 2009. Additionally, data collection continued at a sabioal
counseling conference in Oklahoma in July of 2009. The topic of this school counseling
conference related to children living in poverty, a relevant theme in sociakjustnally, | used
a snowball technique by contacting a school counselor | know in New Jersey who iitiggdsol
participation from other colleagues in New Jersey. The geographic distribuschauil
counselors resulted in the following representation: eighteen participated kiaho@a, six
from New Jersey, four from Oregon, two from Arizona, and one school counselor from each of
the following states: California, Indiana, Louisiana, Massachusettyjdidr Michigan,
Minnesota, and Nebraska.

In addition to geographic location, the participants include four males and 34gemale
The participants work in a variety of settings: 18 work at the high school levelyorkeat the
middle school level, and four work at the elementary level. Two of the school coungethiis
higher education as counselor educators and three of the school counselors haveatdminis
responsibility as directors of school counseling. One school counselor works atribeleie!
as a resource counselor, supporting the work of elementary school counselorsti@pargar
works in a K-12 school. In terms of age, three participants are between 21-3@seigatween
31-40, seven are between 41-50, 15 are between 51-60 and five are over 60. Of the 38
participants, 35 are White, two are African American and one participligpanic. Nineteen

of the participants work in an urban environment, 13 in a suburban environment and six work in
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a rural setting. All participants have at least a Master’s degree andf fingr participants had
some formal education in social justice. The details of the demographic d&iaraten

Appendix G.

Data Analysis

The best solution in Q methodology may not be a mathematical choice, which this data
set exemplifies. Because of the statistical procedures in Q methodolegy able to illuminate
relevant and interpretable viewpoints toward the phenomenon of school counselor perceptions
with a minimum of sorts being related to two or more theoretical factor giveyyéeown &

Thomas, 1988), known as a confounded sort. To revisit the family metaphor applied in Chapter
Three, the ideal solution accounts for the largest number of sorts, the sortearbled in
theoretical factor arrays or families, and each sort belongs to aupartemily without being

related to another family.

To extract these theoretical factor arrays, the data from the sogxwreelated to each
other and then the correlation matrix analyzed with principal components faalgsiamand
varimax rotation. This is done to define the factor arrays and to assemBlarth with a
minimum of the sorts in the factor arrays being related to another facgrstcKeown &

Thomas, 1988). Typically, the researcher analyzes the data to ensure a mafiowniounding
so that the theoretical arrays consist of statistically signifisarts that are minimally related to
the other theoretical arrays. Factor scores are similar to cavretatefficients in that they
demonstrate the strength of the relationship between theoretical faets and the sort.

Significance is determined by the formula SE¥NL¥ 2.5 where N = the number of statements
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in the Q set. Because there were 36 statements in the Q set, significahealfita set was
rounded up and determined to be .40 at the .01 level (McKeown & Thomas, 1988).

The researcher’s goal in Q methodology is to define the phenomenon broadly and
account for as many sorts as possible (Thomas & McKeown, 1988). The factor sale&cteds
for this data set involved applying the formula of communality, the sum of squared factor
loadings (Brown, 1980). Brown (1980) wrote, “Communality is therefore a measine of t
extent to which a person’s response has something in common with the other subjects” (p. 233).
Under the principle of communality, 10 sorts define factor 1, with two pamitsp#27 and # 35
being confounded on factors 1 and 4. Five sorts define factor 2, with one participant # 23 being
confounded on sorts 2 and 3. Six sorts define factor 3. Eleven sorts define factor 4 with
participants # 17 and # 36 confounded with factor 2. The sorts for participants # 8 and #10 failed
to achieve significance on any factor. The sorts for participants #2, #5, #6, and #31 were
confounded on three factors. Table 1 provides the factor matrix with a bold X indecating

defining sort.
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Table 1
Factor Matrix with an X Indicating a Defining Sort

Participant 1 2 3 4
#4 57X .10 .06 .01
#11 .64X .08 -.09 -.05
#13 52X .07 .06 31
#14 46X -.03 19 13
#27 51X -.20 A7 41
#29 49X -.04 .28 24
#30 ATX -.20 .26 .07
#33 56X .35 A2 .09
#34 .68X -.01 -31 .30
#35 .60X A1 -.12 48
#1 -.07 59X -.18 -.30
#7 -.18 -.40X .20 .01
#9 -12 62X -.02 .04
#23 .18 .60X 51 10
#26 .30 44X -.03 -.09
#3 -.01 -.06 -.59X A2
#19 .34 -.25 .66X .04
#25 A2 -11 .86X 23
#28 .09 .08 78X .09
#32 -22 27 -42X =17
#38 .28 .03 -.65X -.16
#12 .23 -.28 A1 42X
#15 -.07 .02 14 64X
#16 .23 -.03 .08 48X
#17 =17 42 -.20 .60X
#18 .38 .16 -.04 72X
#20 -.35 -.32 .30 .68X
#21 14 -11 .06 79X
#22 .18 .07 .28 51X
#24 22 -12 19 79X
#36 .07 46 -.04 48X
#37 A7 -.01 A1 .60X
#2 .37 .37 43 .03
#5 -.34 40 .32 .30
#6 .34 44 48 .09
#8 .23 -.14 .32 .16
#10 14 .28 -.32 -.10
#31 A48 .36 .23 .25
# of sorts 10 5 6 11
%
Explained 12 8 12 14
Variance
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The correlation matrix indicates four representative perspectitiesugh there is a high
correlation between factor one and factor four. Despite the resemblancerbétese two factor
arrays, the initial interpretation of the viewpoints indicated distinctivelnetsgeen factor 1 and

4. Table 2 outlines the correlation matrix.

Table 2

Correlation Matrix

Factor 1 Factor 2 Factor 3 Factor 4
Factor 1 1.0 —
Factor 2 .10 1.0 —
Factor 3 19 -.04 1.0 —
Factor 4 A4 -.06 27 1.0

Research Question One

The following interpretation addresses research question one, “What areénespait
perspectives of school counselors toward their role as social justiceadwnad advocates?”
The data reveal four perspectives: Relational Diplomat, Advocate for Chaaggcdtr
Traditionalist, and Congruent Pragmatist. The narrative for each counsefmeqieesis based
on an examination of demographic characteristics, the unique factor arrapgui$iing
statements in each factor array, and interviews with representaticaauts. Factor arrays are
model Q-sorts with each participant’s factor loading indicating the magrofuaigreement with
the perspective. Integral to the examination of each counselor perspective ik/sis ahthe
highest positive statements and the highest negative statementshfpeesmective. The

analysis of the distinguishing statements aids the interpretation byghigidj those statements
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whose patrticular cell position is statistically different for any gifeetor array (McKeown &
Thomas, 1988). These distinguishing statements are noted in bold face type withigintaster
indicate significance level. This allows for pointing out contrasts among tiveaiigts. Field
notes and post-sort interviews, especially with those participants wheseldacling indicate a
high degree of agreement with the perspective, affirms and expands the@afitzi narrative

begins with the most pervasive perspective, Relational Diplomat.

The Relational Diplomat Viewpoint, Factor 1

For school counselors represented by the Relational Diplomat viewpoint, éstablis
positive relationships with everyone in the building through empathy and undergtendin
critical. The following statements, their array position and z scores iadleaimportance of
understanding and empathy to establishing good relationships according thélmlscounselor
perspective. Empathy is so essential to this counselor perspective that scimselars who

conform to this viewpoint see themselves as models for empathic listening, asisiiable 3.

Table 3

The Relational Diplomat, Importance of Empathy

Number Statement Array Z-score
Position
22 | build a school counseling program that supports +4 2.18

empathy & understanding.
24 | am a model in my school for empathic listening. +4 1.63

20 | try to see through the eyes of my students. +3 1.23
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Ten participants represent this unique voice of the Relational Diplomathdibs
counselors defining this factor identified their race as Caucasian. grbuig offers a wide
spectrum in age in that three counselors are over 60, two are between 51-60, twoeae Hkt
50, and three are between 31-40. Four school counselors practice in urban settings, four in
suburban school districts, and two are from rural districts. Nine school coureseldesnale and
one is male. This group also represents geographic diversity in that four schoolasuneek
in New Jersey, three in Oklahoma, one in Minnesota, one in Oregon, and one in California. Two
counselors work in a high school, one is a retired director of school counseling, one is a
counselor educator, four practice in middle schools, and two work at the elemehtaoly s
counseling level. Participants #27 and #35 correlate significantly witbr feetr, a logical
correlation in that these two factors are the most highly related. Two péttepants’ sorting
was informed by their own education in social justice. The Relational Diplsrtieg pervasive
perspective and is, therefore, represented by a wide spectrum of school ceungelons of
age, experience, setting, and geographic distribution. Table 4 compiles the 10poghast
statement and the 10 highest negative statements regarding this vie®stinguishing
statements are those statements that occupy a unique array cell positionootnipécard.
These statements are bold faced for identification with the correspondingflsigificance

indicated.
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Table 4

Relational Diplomat, Factor 1, 10 highest positive statements, 10 highest negative isisteme

Number Positive Statements Array Z Score
Position
22 I build a school counseling program that supports +4 2.18

empathy & understanding

24 | am a model in my school for empathic +4 1.63
listening. **
7 | believe it is important for students to solve real +3 1.47

world problems.

30 | continually cultivate being present for my students +3 1.29
20 | try to see through the eyes of my students. * +3 1.23
29 | believe deeply in the inner wisdom of children & +3 .96

adolescents.

27 The honoring of students’ questions is an integral, +2 .76
foundational principle of my school counseling
program

10 | view the school community as a testing ground to +2 73
teach about relationships.*

17 | design & teach activities to increase self-awareness  +2 73
in my students.

31 The purpose of my school counseling programs isto  +2 .70

educate the mind & soul of my students.
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Table 4 - continued

Number Negative Statements Array Z Score
Position

14 | encourage my school community to questior -4 -2.04
why? **

32 The students in my school understand and apply the -4 -1.7
school counseling standards to achieve inner
freedom.

26 | use data to design intentional guidance -3 -1.60
activities. **

25 | challenge the status quo in my school -3 -1.28

2 | provide information about careers & educational -3 -1.08

opportunities

15 | engage professional development that allows me to -3 -1.03
explore my own creative pursuits.

28 My school counseling curriculum is infused with -2 -1.03
activities that allow students to reflect on their

inner knowledge.**

18 | help my students learn how to learn. -2 -92

6 | am the clearing house of information in my -2 -.83
school.

36 | have learned to meet professional challenges with -2 -.72

honesty, authenticity, and fearlessness.

Distinguishing statements are bold faced, ** p<.01, * Indicates p<.05 Bold-facethtijpates a
distinguishing statement, ** Indicates significance at p<.01, *Indicates p<.05.

To the Relational Diplomat, empathy and understanding are essential to building good
relationships. This is reflected in the positive array positions of state@®ri¢d, and 20. Ina
post-sort interview, participant 34, who had the highest factor loading on the Rélationa

Diplomat viewpoint, confirmed this salient aspect of the Relational Diplorhabscounselor
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perspective: “For me, is it all about relationships, not just with the kids, but witireghleople in
my building.” It is not surprising that to school counselors conforming to Theidtelht
Diplomat perspective, the central work of school counseling is to cultivate artterew focus
of empathic presence. It is equally important to work at having a high regardeatidtic view
of students, inclusive of honoring their questions. These characteristics anarszed in Table
5.

Table 5

The Relational Diplomat and the Rogerian Therapeutic Factors of Empathy and Positive Regard

Number Statement Array Position Z Score

30 | continually cultivate being present for +3 1.29
my students.

29 | believe deeply in the inner wisdom of -3 .960
children & adolescents.

27 The honoring of students’ questions is an +2 .76
integral foundational principle of my

school counseling program.

The qualities of empathy, understanding and positive regard are found in the seminal
work of Carl Rogers (Rogers, 1958). Rogers, who used the Q-sort technique in hisutieerape
work with clients, identified the qualities of empathy, congruence, acting indasu® with
one’s values, and positive regard toward clients as the necessary andnsulffezi@gpeutic
factors for client growth. For the Relational Diplomat, empathy andiy®segard for students

are highly valued ingredients toward the goal of establishing positiveoredaips.
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The work of establishing relationships is so integral to the Relational Daplaewpoint
that not surprisingly, the central role of the school counselor to teach studentsaboutrid
problems often results in teaching about relationship. The Relational Diplolnes veelping the

student to grow interpersonally. These statements are summarized in Table 6.

Table 6

The Relational Diplomat’s Priorities for Teaching Activities

Number Statement Array Z Score
Position
7 | believe it is important for students to solve real- +3 1.47

world problems.

10 | view the school community as a testing-ground +2 .73
to teach about relationships.

17 | design & teach activities to increase self- +2 .73
awareness in my students.

In contrast, statements 14, 26, and 25 involve challenging the status quo, using data, and
encouraging the entire school community to question current practices. Tdieseests, taken
as a cluster, form those actions most advocated by school counseling leaders whatpbsit t
most important work for school counselors is to become social justice advocatesk(R600;
Bemak & Chung, 2005, 2008; Cox & Lee, 2007; Halcomb-McCoy, 2007). These statements are

summarized in Table 7.
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Table 7
The Relational Diplomat and Activities Supported by the ASCA Model

Number Statement Array Z Score
Position
14 | encourage my school community to question -4 -2.04
why?
26 | use data to design intentional guidance activities. -3 -1.60
25 | challenge the status quo in my school. -3 -1.28

In viewing the negative array position of these statements, it is impartearhember

that a negative factor array position does not mean complete rejection @aftémeestt.

Participant #34 emphasized this important point in her post-sort questionnaire wiverots)

“All the statements seem relevant.” The factor array position iretidhe relative importance of

each statement. The factor array position of these statements seemsate ihdit challenging

the status quo and using data is unlike this counselor viewpoint. In further conversttion wi

participant #34, however, this school counselor admitted she is reluctant toghalie status

guo or engage the school community in questioning practices because she woméghthis

impact negatively on relationships, although she “really celebrates thityguahe kids.” This

school counselor commented further,

| am ever mindful of negotiating the balance between maintaining relationskips a

challenging practices that are harmful to kids. In my high-achievingatigshe kids in

the middle really get lost. We don't differentiate the curriculum enough for thérm

successful. We should ask, “Are they learning? Are they making prograss® | t

challenge this ever so carefully.
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Because maintaining relationships is so important to the Relational Diploa/stte approaches
challenging the status quo ever so gingerly. A counselor represenféating\oewpoint is aware
of data and uses it to make decisions, although this is not central to his/heepractic

In terms of teaching activities, the Relational Diplomat focuses on thel/soootional
domain of school counseling. While this school counselor perspective is aware thaCilse AS
model (ASCA, 2005) calls for advancing academic achievement and career deard|dpm
Relational Diplomat perspective values teaching about personal growth drhséligs over
the academic and career content of the school counseling standards. Thof statesnents are

detailed in Table 8.

Table 8

The Relational Diplomat, School Counseling Standards

Number Statement Position Array Z score

32 The students in my school understand and apply -4 -2.04
the school counseling standards to achieve inner
freedom.

2 | provide information about careers & -3 -1.08

educational opportunities.

18 | help my students learn how to learn -2 -.92
6 | am the clearinghouse of information in my -2 .83
school.
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The Relational Diplomat chooses to spend time within the school counseling prograamto tea

what he/she values. Participant #34 elaborated on this choice:

| don’t have time to implement all the school counseling standards, espdwatigreer
education standards. | do a little bit with eighth graders, nothing with sixdergrd put
emphasis on the emotional/social standards: | run several groups: divoss, stre
friendship, new student. | also run a bi-weekly advisory with the SAC (Substance Abuse

Counselor).

In summary, the viewpoint of Relational Diplomat sees the route to advocatingitdr so
justice through establishing positive relationships with everyone in the buildingcdumselor
perspective is influenced by the work of Carl Rogers (1958) and believelsatjabtof the
school counselor to establish good relationships through empathy, understanding, and positive
regard. The Relational Diplomat understands that there is a role for the schoelamoimbke a
student advocate and that advocacy involves challenging the status quo. To the Relational
Diplomat perspective, maintaining positive relationships is more importanthiadarging the
status quo. The Relational Diplomat perspective selectively chooses which cminogdling
standards to teach and emphasize. Consistent with what this counselor viewpointhalues, t
Relational Diplomat chooses those standards in the social/emotional domain &% pootant
than those in the academic and career domains. This school counselor viewpoint consciously
decides that maintaining relationships with all stakeholders is ultymai@le important in
advocating for students. Through modeling empathy and understanding andgt@dchin

relationships, this school counselor can then advocate and educate for social justice
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The Advocate for Change, Factor 2

The Advocate for Change school counselor perspective represents school courgelors w

are bold, confident, challenging, and empathic with students. This school counselpegipess

represents a voice that recognizes the need to honor diversity while this viesgasinhe need

to build community through shared values. This identifying statements aledl@iaiable 9.

Table 9

The Advocate for Change: A bold, confident school counselor who is empathic with students

Number Statement Array Position Z Score

34 My school counseling program honors students’ +4 1.78
diversity & it develops a community of shared
values.

20 | try to see through the eyes of my students. +4 1.85

35 | believe that my school counseling program has +3 1.77
transformative power.

26 | use data to design intentional guidance +3 1.3
activities.

25 | challenge the status quo in my school. +3 1.21

Five of the 38 participants loaded on The Advocate for Change perspective, factor 2

Important to point out, however, is that participant #7, a male Director of Counsetingurban

district from Nebraska loaded negatively on this perspective. As McKeow Thomas (1988)

explained, “negative loadings, . .
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The four participants who share a positive loading on this viewpoint are female, white,
and between the ages of 51-60. The participants have an average of 14 years ag@etudiol
counselors. One of the participants has social justice education. Three of théocewanedrom
Oklahoma, and one is from Maryland. Two school counselors work at the high school level, one
is an elementary resource counselor who works at the district level, and one scinselar
works at the elementary school level. Participant #23, although she loaded siggiboathis
factor, also loaded significantly with factor 3. Demographically, the Aaeofor Change
represents the most experienced group of school counselors with the leadityandaerms of
age. Participant #7, who disagrees significantly with this perspective, s widte, and a
Director of School Counseling in an urban setting. He is between 31-40 years of age Hhd has
years of experience in school counseling; he also has formal training injgstcd. Table 10
illustrates the details of the 10 highest positive statements and the 1G higgietere statements
and marks the distinguishing statements for The Advocate for Change schoolaounse

perspective.
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Table 10

Advocate for Change: 10 highest positive statements and 10 highest negative statements

Number Positive Statements Array Position Z Score
20 | try to see through the eyes of my students +4 1.85
34 My school counseling program honors students’ +4 1.78

diversity & it develops a community of shared
values.**
35 | believe that my school counseling program +3 1.77

has transformative power.**

26 | use data to design intentional guidance +3 1.3
activities.*8

30 | continually cultivate being present for my +3 1.24
students.

25 | challenge the status quo in my school.** +3 1.21

28 My school counseling curriculum is infused with +2 .99

activities that allow students to reflect on their
inner knowledge.

36 | have learned to meet professional challenges +2 94
with honesty, authenticity, and fearlessness.*

29 | believe deeply in the inner wisdom of children +2 .87
and adolescents.

23 | design educational activities that encourage +2 .81
students to re-examine their perspectives in view

of new knowledge.
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Table 10 - continued

Number Negative Statements Array Position ~ Z Score

6 | am the clearinghouse of information in my -4 -2.39
school.**

12 | allow for different interpretations of truth to exist -4 -1.36

in my school counseling program.

18 | help my students learn how to learn. -3 -1.2
9 | use stories and metaphors in my work.*8 -3 -1.78
10 | view the school community as a testing groundto -3 -1.15

teach about relationships.

1 | provide information to my students.** -3 -1.01
19 | reflect frequently on reframing problems. -2 -.86
15 | engage in professional development that allows -2 -.81

me to explore my own creative pursulits.

11 | seek feedback from stakeholders to prioritize the -2 -.65
standards | teach.

5 | communicate with administrators regarding -2 .64

families and students.

Distinguishing statements are bold faced, ** indicates significance at p<.01r&ieslip<.05.

The social justice advocates among the school counseling leaders posité@liraging
the status quo and using data to build intentional guidance activities aimed aattighthe
achievement gap are the most appropriate school-counseling activities to afiwosatéal
justice (Bemak, 2000; Dahir & Stone, 2009; Halcomb-McCoy, 2007). Cox and Lee (2007)
asserted that the modern social justice advocacy movement among school coumaselors w
initially the mandate to educate culturally competent counselors. Table 11 lsbvimportant

this cluster of statements is to The Advocate for Change viewpoint.
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Table 11

The Advocate for Change and the ASCA Model

Number Statement Array Z Score
Position
34 My school counseling program honors +4 1.78

students’ diversity & it develops a community

of shared values.

26 | use data to design intentional guidance +3 1.3
activities.
25 | challenge the status quo in my school. +3 1.20

The importance that The Advocate for Change places on these statemestthadigerspective
with the conceptual school counseling literature on social justice advocaogugit the school
counseling literature does not address whether these actions lead to tramsfiothw@iAdvocate
for Change perspective clearly affirms that these school counselors helibee

transformational power of their beliefs, values, and behaviors.
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Table 12

Advocate for Change and Transformational Education

Number Statement Array Z score
Position
35 | believe that my school counseling program has +3 1.77

transformative power.

Although the school counseling literature to date does not address transformative
education, school counselors represented by the Advocate for Change perspectivbeaileve
that their behavior leads to transformation. Despite this belief, however, one sminoselor
who represents this viewpoint, participant #9, commented that she thought the staiethent
Q sample had nothing to do with social justice because advocating for socialigi&itabout
student achievement.” The theoretical frame for the Q-set comes froiw (281, 2009)
theory on transformational education, and although participant #9 believes thdtdor sc
counseling program has transformational power, she did not make the link betwaéjustce
advocacy and transformational education. The lack of linkage between the two movements
provides further evidence that within the school counseling literature sociekjagdirocacy has
been equated very narrowly to the elimination of the achievement gap.

The viewpoint of school counselors who advocate for change perceive information-
giving behavior as “least descriptive” of their practice as school couaseondicated in Table

13.
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Table 13

Advocate for Change and Information-disseminating Behavior

Number Statement Array Z Score
position

6 | am the clearinghouse of information in my school. -4 -2.39

1 | provide information to my students. -3 -1.01

5 | communicate with administrators regarding -2 -.64

families & students

This viewpoint does not value information exchange as much as it embraces thenogpoita
diversity, using data, and challenging the status quo. According to FHA40%,(2009) theory on
transformational education, information-giving behaviors are the lealst itkkead to student
transformation. This will be further explored in the treatment of the seceeadrod question.

The Advocate for Change, like the Relational Diplomat, sees the importance ofigmpat
and understanding, and positive regard for his/her students. This common theme ionce aga
demonstrates the importance and influence of Rogers’ (1958) work in the school ocgunseli
profession. While these statements are not distinctive to the Advocate for Charayeay

position indicates importance and a common bond with the Relational Diplomat.
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Table 14

The Advocate for Change and Empathy with Students

Number Statement Array Z Score
Position

20 | try to see through the eyes of my students +4 1.85

30 | continually cultivate being present for my students. +3 1.24

29 | believe deeply in the inner wisdom of children & +2 .87

adolescents

Although empathy is an important therapeutic factor, Rogers (1958) also argtied th
congruence is an important therapeutic element. Unlike the Relational Diplompbingw
school counselors represented by the Advocate for Change viewpoint have learned to act

congruently. This fearlessness, honesty, and authenticity help when advocatingd@. cha
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Table 15

The Advocate for Change and Congruence

Number Statement Array A score
Position
36 | have learned to meet professional challenges +2 942

with honesty, authenticity, and fearlessness.

Although The Advocate for Change is concerned with maintaining relatpsnalitih
students, this perspective seems less concerned with relationships withaktbleolsters in their
school community. In their passion to advance the cause of students, school counselors
represented by the Advocate for Change perspective do not acknowledge thardiffer
interpretations of truth may exist.” Unlike the Relational Diplomat, the AdedoatChange is
not as concerned with teaching about relationships. Participant #1, who helped to define this
perspective, recounted an experience where advocating for studentedllerarom the wider
school community. Participant # 1 believes passionately that students whdsadustge is not

English need instruction in their heritage language to succeed.

I've researched the subject: ELL learners who are grounded in their firsagtearn

the academic language of their second language more quickly. In addition, we ghouldn’
try to erase the culture and language of ELL learners. Bilinguatism asset in the 21st
century and we should be encouraging this natural strength in students whose first

language is not English.

This perspective was not shared with the monolingual faculty in her building. Panticipa

#1 valued data and accumulated a literature review that suggested students wgrouvered
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in their first language made impressive gains in reading. Although her irasribvadvocate for
students, the unintended consequence was a growing alienation between the school counselor
and the teachers who were monolingual. For the Advocate for Change viewpointigettite sal
relationship is with students while relationships with others in the school comraunity
secondary. As this anecdote illustrates, the Advocate for Change believeasiseaand will not

be eager to seek feedback from others. This is reflected in the followingr dtistatements that

are in the negative array position.

Table 16

The Advocate for Change and Factors Influencing Relationship with Others

Number Statement Array Z Score
Position
12 | allow for different interpretations of truth to -4 -1.36

exist in my school counseling program
10 | view the school community as a testing-ground -3 -1.15

to teach about relationships.
19 | reflect frequently on reframing problems. -2 -.86
11 | seek feedback from stakeholders to prioritize the -2 -.65

standards | teach.

Since the Advocate for Change challenges the status quo and advocates passosai€elgrits,
these actions may result in less positive relationships with others in the buddiapl
counseling leaders warn about this alienation and suggest that social justiceadvobf&n

lonely, difficult work (Bemak, 2000; Bemak & Chung, 2005, 2008; Halcomb-McCoy, 2007).
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In summary, the Advocate for Change perspective toward educating and adytmati
social justice represents a school counselor viewpoint that is empathic withtstuoe not
necessarily with the wider school community. This school counselor viewpoint lsaieve
actively challenging the status quo and inviting the school community to questiongwsacti
These qualities are consistent with the conceptual school counseling literataeocating for
social justice (Bemak, 2000; Bemak & Chung, 2005, 2008; Cox & Lee, 2007; Dahir & Stone,
2009; Holcomb-McCoy, 2007). Significantly, this counselor viewpoint believes that thasact
embodied in the school counseling program leads to student transformation. Compared to the
Relational Diplomat Viewpoint, school counselors represented by the Advocé&tkdnge do
not value relationships as much as advocating for what they thinks is best for shadentsn

data.

The Practical Traditionalist Viewpoint, Factor 3

The essence of the Practical Traditionalist perspective represehtsch @unselor who
is concerned with disseminating information and designing educationaliastthiat will help
launch students into successful educational settings and career endeavors.chthdhe s
counselors within this perspective work with high school students. Their beltetchool
counseling behaviors reflect the emphasis that high school counselors have fongrepari
students for higher education and careers (ASCA, 2005). Although the perspettarkes by
its practical, information-giving behavior, the Practical Traditiaalso considers empathy and

understanding as essential to the school counseling program.
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Table 17

The Practical Traditionalist, An Empathic School Counselor who Provides Information to
Launch Careers and Educational Opportunities

Number Statement Array Z Score
Position
2 | provide information about careers & educational +4 1.884

opportunities.

7 | believe it is important for students to solve real- +4 1.56
world problems.

1 | provide information to my students. +3 1.43

23 | design educational activities that encourage +3 131
students to re-examine their perspectives in view of
new knowledge.

22 I build a school counseling program that supports +3 1.06
empathy & understanding.

5 | communicate with administrators about students &  +3 942

families.

Six participants define the Practical Traditionalist viewpoint, althougle tiréhese
participants have a significantly negative factor loading toward thipgersge. Of the three
participants who had negative factor loadings toward this perspective, albthi@d counselors
work at the high school level. Two are from Arizona and one is from Oklahoma. Two of the
school counselors are between 41-50 and one is between 51-60. The two school counselors from

Arizona work in suburban districts and the counselor from Oklahoma works in an urban district
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The median length of experience for this group is seven years. The three schoglbcsums
this group are White. None of the school counselors has education in social justice.

For the three school counselors who have positive loadings toward this perspective, all
three are school counselors in Oklahoma and all work at the high school level, although one
school counselor’s duties encompass K-12. Two work in rural school districts and one school
counselor works in an urban setting. One is over 60 years of age, one is betweemd1eb@, a
is between 31-40. The average length of experience is seven years. Twyg ttentgelves as
White; one is Hispanic. None of the school counselors has formal education in sacel just
advocacy. Because of phone number changes, | was not able to conduct any post-sort
interviews with the participants who helped to define this viewpoint. Table 18alestthe 10
highest positive statements and 10 highest negative statements and points ouhtjuestisig)

statements for this school counselor viewpoint.
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Table 18

The Practical Traditionalist, 10 highest positive statements, 10 highest negativeesttte

Number Positive Statements Array Z Score
Position

2 | provide information about careers and +4 1.88
educational opportunities.**

7 | believe it is important for students to solve +4 1.56
real world problems.

1 | provide information to my students +3 1.43

23 | designed educational activities that +3 1.31
encourage students to re-examine their
perspective in view of new knowledge

22 | build a school counseling program that +3 1.06
supports empathy & understanding.

5 | communicate with administration about +3 .94
students & families.

4 | provide information to teachers about +2 .87
students.

9 | use stories and metaphors in my work.** +2 .82

27 The honoring of students’ questions is an +2 .76
integral, foundational principle of my school
counseling program.

28 My school counseling curriculum is infused +2 73

with activities that allow students to reflect on

their inner knowledge.

79



Table 18 - continued

Number Negative Statements Array Z Scores
Position

32 The students in my school understand and -4 -1.90
apply the school counseling standards to
achieve inner freedom.

12 | allow for different interpretations of truth to -4 -1.59
exist in my school counseling program.

8 | use role plays frequently in my work as a -3 -1.54
school counselor.

16 | value both intuition-testing and rational -3 -1.51
empirical knowing.

25 | challenge the status quo in my school. -3 -1.33

14 | encourage my school community to question -3 -1.31
why?

29 | believe deeply in the inner wisdom of -2 -1.08
children & adolescents.

21 | promote an atmosphere of service in my -2 -1.02
school.

13 It is my job to show the school community -2 -.80
there is more than one right answer for the
dilemmas we face.

10 | view the school community as a testing -2 -.76

ground to teach about relationships.

Distinguishing statements are bold-faced, ** Indicates significance, p<.@dljcates p<.05.

School counselors represented by this perspective concern themselvée pithctical

and concrete. For this reason, they value what is—not what might be. This viewpointesygbodi

group of school counselors who do not value questioning the way the school community operates
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or challenging the status quo. In fact, the Practical Traditionalistyswech an integral part of

the status quo. Participant #25 who helps to define this perspective, identifiesdwetself

“head counselor,” part of the administrative team in the school. The school counselorsake

up this perspective do not believe that teaching the school counseling standtrds stadents’
inner freedom. The purpose of the school counseling program is to give information to parents
and students so that they might be equipped for the future. This is the Praeciiiialist’s

truth, and counselors represented by this viewpoint do not seek other interpretations. The
following statements and their respective array positions portray tbecafadraditionalist as a
counselor who is part of the status quo, who believes in her mission and accepts thesesvalue

the truth.
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Table 19

The Practical Traditionalist on Challenging the Status Quo, School Counseling Standards, and
Different Interpretations of Truth

Number Statement Array Z Score
Position
32 The students in my school understand & apply -4 -1.90

the school counseling standards to achieve inner
freedom.
12 | allow for different interpretations of truth to -4 -1.59

exist in my school counseling program.

25 | challenge the status quo in my school -3 -1.33

14 | encourage my school community to question -3 -1.31
why?

13 It is my job to show the school community there -2 -.80

is more than one right answer for the dilemmas

we face.

The two school counselors from Arizona, who had significant negative factor loadings
toward the Practical Traditionalist Perspective, acknowledged in a postisoriew of being
greatly influenced by the ASCA model. One of the co-authors of the ASCA modeirive
Arizona and has been very involved with educating school counselors in implementing the
ASCA model. Both participant #38 and #3 stated that they dislike attending nationaénoage
because the professional development they receive in Arizona is far more safgdudtian

what is offered at the national conference.
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We avoid any workshop that has ASCA model in its title. Because Judy [co-author of the
ASCA model] has led so many workshops in Arizona, we get better trainingzonar
than anywhere. We really don’t understand why the ASCA model still is not

implemented in so many states.

This opinion from two of the three counselors who disagree with thei¢adaTraditionalist
viewpoint adds support to the notion that the Practical Traditiofeispective is more focused
on past practices of school counselors, rather than those activities advanced®¢ ghmodel.

Although the Practical Traditionalist believes in the importance of empaikyschool
counselor viewpoint recognizes that this practical focus may impededniasta model for
empathic listening. School counselors represented by this viewpoint cardhaostudents, but
the Practical Traditionalist is not particularly idealistic about theirea. He/She is more
concerned about the duty to shape students into responsible adults.

Table 20

The Practical Traditionalist and Empathy with Students

Number Statement Array Z Score
Position
22 I build a school counseling program that supports +3 1.06

empathy & understanding.

27 The honoring of students’ questions is an integral, +2 .76
foundational principle of my school counseling
program.

29 | believe deeply in the wisdom of children & -2 -1.08

adolescents.
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The essential task that confronts the Practical Traditionalist is torprefo@ents for the
next developmental stage, and this is where these school counselors focus tlaidtime
attention.

In summary, the essence of the Practical Traditionalist school counse|oeqimes
represents school counselors who see advocating for social justice as edu@htinfgrming
students about higher education and careers. Typically, the Practicalohadit works in a
high school setting and values information exchange as a necessary proaesshaiudents
into their next developmental stage. The Practical Traditionalist viewpoieisesgs school
counselors who are part of the status quo in their school communities. This perspestivetdoe
spend time reflecting on how to change his/her practice, but feels confidethietiv@ormation
provided is sufficient and necessary to advocate appropriately for students. Altheug
counselors represented by this viewpoint are concrete and practical, thenetemsetalue

empathy as an important ingredient to working with students.

The Congruent Pragmatist Viewpoint, Factor 4

The Congruent Pragmatist viewpoint shares similarities with the Relebgriamat
(correlation .44) and the Practical Traditionalist (correlation .27) viewp®iotsetheless, the
Congruent Pragmatist has a unique perspective. Similar to the RelatiormahBipthe
Advocate for Change, and the Practical Traditionalist, empathy with $sudesnce again a
valued therapeutic factor. Like the Relational Diplomat viewpoint, the Congruagimatist
perspective seeks to establish empathic relationships with everyone in the bailiiaggh
school counselors represented by the Practical Traditionalist perspeetmera specific about

the kind of information they provide to students, the Congruent Pragmatist values fitforma
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disseminating behavior highly. What is unique to this perspective is the subjetievehiae

Congruent Pragmatist holds toward the value of acting in accordance with fediies.

Table 21

The Congruent Pragmatist, An Empathic, Authentic, Information-Providing, School Counselor

Number Statement Position  Z Score
Array

0 | try to see through the eyes of my students. +4 1.73

1 | provide information to my students. +3 1.71

36 | have learned to meet professional challenges with  +3 1.51

honesty, authenticity, and fearlessness.
22 | build a school counseling program that supports +3 1.19

empathy & understanding.

30 | continually cultivate being present for my +3 1.13
students.
24 | am a model in my school for empathic listening +2 .82

Eleven participants account for the Congruent Pragmatist viewpoint, Factos4. Thi
viewpoint, similar to the Practical Traditionalist, consists largely di Bihool counselors.
Eight of the 11 participants work at the high school level, with one school counselor wairking
the elementary level, and two school counselors working at the middle school level. theo of
11 participants are African American and the other nine are White. Theyavength of
experience among this group of school counselors is reported as nine yearshdtiboug
continuum is wide, ranging from two months to 35 years. Two of the 11 counselomnate. fe
These 11 counselors span all age ranges with two counselors who report being bet3éen 21
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three who are between 31-40, five who are between 51-60, and one who is over 60. Four school
counselors work in suburban districts, six in urban districts, and one school counselonveorks i
rural district. A variety of geographic locations are represented in thipgiety with two

working in New Jersey, one in Oregon, one in Michigan, and seven from Oklahoma. None of the
school counselors report formal education in advocating for social justice.Zatdports the

10 highest positive statements and the 10 highest negative statements.

Table 22

The Congruent Pragmatist Viewpoint, 10 highest positive statements, 10 highest negative
statements

Number Positive Statements Array Z Score
Position

20 | try to see through the eyes of my students.* +4 1.73

1 | provide information to my students.* +4 1.70

36 | have learned to meet professional challenges +3 1.51

with honesty, authenticity, and fearlessness.**

22 I build a school counseling program that supports +3 1.19
empathy & understanding.

30 | continually cultivate being present for my students. +3 1.13

7 | believe it is important for students to solve real +3 1.05
world problems.

2 | provide information about careers and educational +2 .87
opportunities.

24 | am a model in my school for empathic listening. +2 .82

15 | engage in professional development that allows me  +2 .78
to explore my own creative pursuits.

5 | communicate with administration about students & +2 .67

families.
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Table 22 - continued

Number Negative Statements Array Z Score
Position

32 The students in my school understand and apply the -4 -1.81
school counseling standards to achieve inner freedom.

23 | design educational activities that encourage -4 -1.59
students to re-examine their perspective in view of
new knowledge.

28 My school counseling curriculum is infused with -3 -1.56
activities that allow students to reflect on their inner
knowledge.

35 | believe that my school counseling program has -3 -1.55
transformative power.**

16 | value both intuition-testing and rational empirical -3 -1.28
knowing.

33 The activities | design & teach engage students’ -3 -1.27
creativity & are challenging & inviting.**

11 | seek feedback from stakeholders to prioritize the -2 -1.24
standards | teach.

17 | design & teach activities to increase self-awareness in -2 -1.20
my students.

8 | use role plays frequently in my work as a school -2 -1.09
counselor.

18 | help my students learn how to learn. -2 -.82

Distinguishing statements are bold faced, ** Indicates significance at p<.0dicates
significance at p<.05.
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The Congruent Pragmatist does not engage in teaching astivities reluctance to teach may
reflect a lack of time rather than from a refusal to engageaching activities. As participant

#24, who helped to define this perspective, stated in a post-sort interview:

There are times where it would be advantageous to go into adassrand do some
instruction; however, time constraints make it next to impossbt tit. I've been trying
to get into senior classrooms to do some informational teachingtifindagen’t been

able to get in. Alas, there are only so many hours a day.

The Congruent Pragmatist then does not reject teaching altqgetihgraces emphasis
on activities that provide information to students. Statements thalvénteaching show a
negative factor array position and corresponding negative z scayediagcto the Congruent

Pragmatist viewpoint.
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Table 23

The Congruent Pragmatist and Teaching Activities

Number Statements Factor Z Score
Array
23 | design educational activities that encourage students to -4 -1.59

re-examine their perspectives in view of new
knowledge.

28 My school counseling curriculum is infused with -3 -1.56
activities that allow students to reflect on their inner
knowledge.

33 The activities | design and teach engage students’ -3 -1.27
creativity & are challenging and inviting.

17 | design and teach activities to increase self-awareness -3 -1.20

in my students.

Because the Congruent Pragmatist does not engage in teactmiescthis school

counselor viewpoint perceives teaching the school counseling standards in a veggtive

89



Table 24

The Congruent Pragmatist and the School Counseling Standards

Number Statements Factor Z Score
Array
32 The students in my school understand & apply the -4 -1.81
school counseling standards to achieve inner
freedom.
11 | seek feedback from stakeholders to prioritize the -2 -1.24

standards | teach.

The Congruent Pragmatist viewpoint values honesty and authenticity and does not

believe that the school counseling actions represented by this perspedsvio lgansformation

in students. This quality of authenticity leads the Congruent Pragmatistgisspe understand

that information-giving behavior and empathy alone will not lead to wamsition in students.

90



Table 25

The Congruent Pragmatist and the transformative power of the school counseling program

Number Statement Factor Z Score
Array
36 | have learned to meet professional challenges with +3 151

honesty, authenticity, and fearlessness.

35 | believe that my school counseling program has -3 -1.55

transformative power.

The Congruent Pragmatist values authenticity and this leads dhgri&nt Pragmatist to
understand that information is inadequate to transform students. indisgf will be further
developed in the discussion of the second research question.

In summary, the Congruent Pragmatist represents a school couns&lpoivit toward
educating and advocating for social justice that values empaitthyelationship with students
and the school community. In addition, this perspective values the theécapecibr of
congruence that is acting in accordance with one’s values (Rogers, TBisg§)erspective views
providing information to students as more important than incorpor&geghing activities and
school counseling standards into the school counseling program. The Corigragmtatist
school counseling perspective does not view the school counseling beHavamed in this

viewpoint as those that lead to student transformation.
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Patterns of Perspectives and Transformational Education

The second research question asks: How does Hart's theory of transformatimadios
inform the social justice advocacy and education role of school counselors? Cutinergiyhool
counseling literature posits that school counselors’ advocacy behavior will meipagé the
achievement gap (Bemak, 2000, Bemak & Chung, 2005, Dahir & Stone, 2009, Halcomb-
McCoy, 2007). At this juncture, the school counseling literature has not widely laaogal
justice advocacy with transformational education. However, Steele (20@8}lyec
conceptualized a pedagogical model that incorporates teaching counsgtaistisinking skills
with the goal of encouraging counselors-in-training “to reflect on their wontdder to
transform it” (p. 76 ).

By applying Hart’'s (2001, 2009) model to perceptions of school counselors toward their
role as social justice advocates and educators, | seek to understanddingractiool
counselors’ subjectively believe if their actions and values lead to the traasifom of their

students. Hart described transformational education in the following way:

When education taps the current of transformation it takes us beyond the “fatts” a
categories of our lives, the limits of social structure, the pull of culturalitoning, and
the box of self-definition. In this way, we gain the capacity not only to gétkdacts of
our life but also to transcend and transform them; this is where the deepest moments
education lead. In a moment, we are changed forever as we learn the maajitnof oe

take in an idea that sets off a shock wave within us (p.12).

The statements that the school counselors sorted in this study are organizéthso tha

stages in Hart's framework conform to the numbered statements, Appendix Hicgjgceach
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grouping of statements represents counselor behaviors, beliefs, and valgesésaiond to a

stage in Hart's transformational education model:

5.
6.
In this model, each stage represents an inter-connected progressard transformation.
In answering the second research question, two patterns of pamspeatierge that clearly

answer whether school counselors believe that their behaviors, laaibfgalues lead to the

Statements 1 — 6 deal with the information phase of education;
Statements 7 — 12 are concerned with the knowledge stage;
Statements 13-18 represent intelligence;

Statements 19-24 conceptualize the understanding stage;
Statements 25-30 represent the wisdom stage;

Statements 31-36 are those aimed at transformation.

transformation of their students. The Advocate for Change answergutsson affirmatively,

the Congruent Pragmatist does not believe his/her counseling priegrdsnto transformation,

and the Relational Diplomat and Practical Traditionalist perspectives t@dicdivalence.

The Advocate for Change

Figure 2 offers a visual representation of the Advocate for Change persmeulithe

statements represented by each stage of Hart's model. Figure 2 ilfutedt®ur out of six

statements regarding transformation are in a positive array posititer8tda 35 directly asks

participants about the transformative power of his/her school counseling prograsriratitei+3

array position. Because Hart’'s (2001, 2009) framework builds on the interconnectedohatur

the stages, all the statements in the wisdom stage, an advanced stagéommiatiosal

education, are in a positive array position. Activities in the information stieugh
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important, are “insufficient to prepare our charges for the world to come,” entharefore, in a
negative array positions (Hart, 2009, p. 6). Figure 2 illustrates clearly thattoeate for
Change perspective values the behaviors and beliefs that are congruerantigi{2001, 2009)

model of transformational education.

Figure 3. The Advocate for Change Coded to Hart’'s model of Transformative Education

| Information
K  Knowledge
N Intelligence

U Understanding

W Wisdom N
T Transformation
U K
N U N N U W
K N T w W W
I K K T U N T W T
K [ U K T W T U
-4 -3 -2 -1 0 1 2 3 4

- 2

| believe that my school
counseling program has
transformative powe

94



Clearly, the Advocate for Change perspective affirms Hart's (2001, 2009) model of
transformational education in that the school counselors represented by this Mdwepeve
that their behavior, beliefs, and values imbue their school counseling program with

transformative power.

The Congruent Pragmatist

Figure 4 represents the Congruent Pragmatist viewpoint. The miiadepicts how
information—disseminating behavior and the lack of behaviors presdm tranhsformation stage

do not have transformative power according to the subjective beliefs of thizouew

Figure 4. The Congruent Pragmatist Coded to Hart's Model of Transformativatieduc

| Information
| believe my school K K Knowledge
counseling program .
has transformative N Intelligence
POWET- W U  Understanding
W  Wisdom
W K T K N K T  Transformation
T N N U W N W
T N K w U w U U u
U T N K T T | A
-4 -3 -2 -1 0 1 2 3 4



Although the statements regarding the various stages are ratherestahe clear implication
from this diagram is that the school counselors represented by The CongruergtiBtagm
viewpoint subjectively understand that without a clear focus of wisdom and traasfig-stage
behaviors, beliefs and values, the school counseling program does not have trangformati

power.

The Relational Diplomat and The Practical Traditionalist

Neither The Relational Diplomat ( figure 4) perspective nor The Practiadltibmalist
(figure 5) viewpoint answers conclusively whether the behaviors, belrefs;adues embodied
in these school counselor perspectives lead to school counseling programs that have
transformative power. Figures 4 and 5 show the key statement, “I believe my cutmostling
program has transformative power,” to be in the 0 or neutral position. Participant #34 who
helped to define the Relational Diplomat viewpoint explains this apparent ambivaleeceshe
states, “All the statements have relevancy.” These viewpoints see otberestes as having
greater salience in the school counseling program than transformation of studenés. b&en
previously stated, for the Relational Diplomat relationship is most impatahtor the Practical
Traditionalist, information to launch students into careers and higher educatmonsre
important. Furthermore, the statements in the Q set are not written in thegaiodgsahool
counselors since the concourse does not come from interviews from practicialy scho

counselors, but rather from a theory on transformational education.
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Figure 5. The Relational Diplomat Coded to Hart’'s Model of Transformative Eduaca

I Information
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Figure 6. The Practical Traditionalist Coded to Hart's Model of TranstorenBducation
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Summary of Results

The results of the study regarding perceptions of school counselors toward thasr role
social justice educators and advocates indicate that there are at leasttiocir pierspectives.
The Relational Diplomat represents the pervasive viewpoint in that it encasphssnost
diverse demographic group in terms of geographic distribution, age, expeardszhool
counseling level. To this group, harmonious relationships built on empathy and positide rega
are most important. Although this viewpoint understands the importance of chajlémgin
status quo to be effective social justice advocates, this viewpoint will not laskomship to
engage in this type of advocacy. This contrasts with the viewpoint of the Advoc@&liedioge
who will challenge the status quo by using data to advocate for social .jdstiseriewpoint
values empathy and positive regard with students, but is less empathic with gnecdol
community. The Practical Traditionalist is a viewpoint that exists laigethe high school
context. The school counselors represented by this perspective are concernaagnefitimd
students into the next stage of development by providing information about highercadandt
careers. Finally, the Congruent Pragmatist viewpoint values inforrgiiseminating behavior
as well as empathy and positive regard with students. The Congruent Pragisatisiues
authenticity and is honest about the limitations of his/her school counseling appioach. T
Congruent Pragmatist does not believe that the school counseling program hasriedivefor
power.

Although the school counseling literature has equated social justice advattacy
elimination of the achievement gap, a theoretical framework adapted frosfotraational
education seems to have relevancy. The Advocate for Change viewpoint, whichesntbea

initiatives in the ASCA model (2003, 2005), also aligns with Hart's model (2001, 2009) on
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transformational education. The school counselors represented by the Congageratist
perspective do not believe their behaviors, beliefs, and values have transt®poater.
Because this viewpoint does not give primary importance to statements indoewvaad
transformational stages of Hart's model, this lends further evidence to shppoHart's work
informs the didactic school counseling literature on social justice advodaeymplications of

this study and areas for further research will be discussed in Chapter V.
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CHAPTER V

SUMMARY, CONCLUSIONS, IMPLICATIONS

The purpose of this study was to describe the perspectives of school counselors toward
their role as leaders for social justice advocacy and education and to evaluatartie (2001,
2009) theory of transformational education might inform the social justice school lmyunse
advocacy literatureThis chapter summarizes the results of the study, establishes the amclusi
based on the findings, and provides an elaboration on the implications for linking school
counseling advocacy to a theoretical framework in transformational ealucathe implications
of the findings for theory in school counseling and leadership and for an emergitigepoa

school counselors are followed by suggestions for future research.

Summary of the Study

Practicing school counselors , N=38, rank-ordered 36 statements derivedlyfro
Hart’s model on transformational education (Hart, 2001, 2009). Instruments used in yhe stud
included the Q-sort , Appendix A and the demographic survey, Appendix F to assist with
interpretation of sort data. After a statistical analysis of the data,@tifomterpretation of the
resultant factor arrays was conducted using high positive and negative z-distireguishing
statements, demographic questionnaires, and post-sort interviews withdsptit@pants, four

viewpoints were illuminated: Relational Diplomat, Advocate for Change,ifabc¢raditionalist,
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and Congruent Pragmatist. These unique viewpoints operate as four differaiésatithared by
the participating school counselors toward social justice advocacy and educatisa.foline
patterns of perspectives respond to the first research question, “What areetines dtt
perspectives of school counselors toward their role of social justice advatwheygucation?”

The school counselors who defined the Relational Diplomat perspective, the pervasive
viewpoint, value relationships with all school personnel and employ empathy and pegjéve r
to establish and nurture these highly-prized relationships. Professionalesstiaitluding the
selection of which school counseling standards to teach, reflect the value tth@enBeRiplomat
places on relationship. The Advocate for Change represents one who believes in the
transformative power of the school counseling program, uses data to challesgeuteuo,
and employs empathy and positive regard with students, but not necessarily wittiethe
school community. The Practical Traditionalist, who works primarily at the letybos$ level,
provides information to launch secondary students into higher education and careers. The
Congruent Pragmatist school counselor perspective values relationships basedogetizn R
gualities of empathy, positive regard, and congruence (Rogers, 1958). The rbleodf sc
counselors represented by the Congruent Pragmatist is to provide inforroaioddnts, resist
the teaching role incorporated into the ASCA model, and not place as much valueg@nvdhti
transformative power.

The second research question instigated the analysis of theory within elaetionfrt
perspectives. Each statement in the Q sort was linked to Hart’s (2001, 2009) model, heaking t
analysis by viewpoint possible. The viewpoint Advocate for Change represents school
counselors who value the actions, behaviors, and beliefs of the wisdom and transfostages

and believe in the transformative power of the school counseling program. On the other ha
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The Congruent Pragmatist viewpoint incorporates beliefs and actions from tredftage
information, knowledge, intelligence, and understanding, and admits that his/hezlcauns
program lacks those activities that lead to transformation. The Relationaidipphnd The
Practical Traditionalist viewpoints did not answer conclusively whetharsbleool counseling
programs have transformative power. The Relational Diplomat values thetanderg stage in
Hart’s model and the Practical Traditionalist values information. Although @hnenibdel of
transformational education did not apply to these viewpoints, there is an organizatde
that is instructive in further understanding the other three perspectivedabdnation of this

model is provided in the implications for theory in school counseling.

Findings and Conclusions

There are four findings from the research. First, there are afdeaslifferent views
about the role school counselors might assume within the social justice debated, Sebin
Hart’'s theory (2001, 2009) from transformational education has relevancy tontteptual
school counseling literature regarding social justice advocacy. Third, ditiloei§ SCI and the
ASCA model posited that school counseling education programs should refrain fromgeachin
the mental health model, all school counseling viewpoints show the influence of theaRoger
therapeutic factors of empathy, congruence and positive regard. FourtradtiealP
Traditionalist viewpoint underlines the unique social justice role within the high ssbibiolg.

There are at least four different views about the role school counselors ssghtea
within the social justice debate. Each of these perspectives has value withapsterigths
regarding social justice advocacy. The Relational Diplomat viewpoint pgiaiceary

importance on relationship and prominently shows the influence of Carl Rogers (1958) on
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current school counseling practice . The Advocate for Change viewpoint boldlyasel/dor
change and believes in the transformative power of his/her actions. ThedPaetditionalist
perspective, concerned with high school students, views the mission of school counseling as
launching students into successful futures. Finally, the Congruent Prsigsathybrid of the
Relational Diplomat and Practical Traditionalist viewpoints in that thigpetwe values
relationship while it focuses on providing information to students.

The debate regarding the role of school counselors can be informed by the ASCA
directives and the theoretical model of transformational learning by Hiag acknowledgement
that the school counselors represented by the Advocate for Change viewpeird thedt the
behaviors and beliefs embodied in the ASCA model lead to transformation as definad by H
(2001, 2009) lends validity to both the ASCA directives and a theory of transformational
education to undergird these directives. Because Q methodology is suited to thelmg i
findings of this study support the notion that transformational education theory irtfegrsscial
justice advocacy role of school counselors in one viewpoint, the Advocate for Change (2003,
2005). Finally there is a theory to support the question that the ASCA model asks, “How are
students different as a result of what we do” (p.9)? Although the other viewpoints do not
conform to this model from transformational education, Bolman and Deal’s ortyana&anodel
(2003) offers a theoretical lens through which these other viewpoints might belvidive
implications for the application of this theory are further explored in the implisator theory
in school counseling.

Because the last decade of school counseling literature has excluded the treace of
practicing school counselor, the agreement among the viewpoints regardimgdneance of

empathy and understanding to building relationships with students is noteworthy. These
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Rogerian qualities show the influence of the mental health model. Despite ti® @ftbe last
decade to reform the role of the school counselor, this finding underscores that sahselars
agree on the saliency of the therapeutic factors of empathy and understanding.

The Practical Traditionalist viewpoint indicates that high school counselors langue
set of responsibilities in social justice advocacy. Although there were high sohosktors
who helped to define other viewpoints, only those that work at the high school level defined the
Practical Traditionalist viewpoint. This viewpoint is concerned with providingnmétion to
students regarding careers and higher education. This preoccupation of ticalPrac
Traditionalist perspective is particularly relevant for school counselorstipritnading access to
higher education, especially for poor and minority students, is a topical subjeetsocial

justice literature.

Implications for School Counseling

In the last decade, school counseling literature has redefined the role dfdbk sc
counselor through the publication of the ASCA model (2003, 2005). Much of the writing has
been didactic, and the voices of school counselors have been conspicuously absent. This study
gave voice to practicing school counselors who are advocating for socia essigite serious
obstacles: lack of education for leadership in social justice advocacy, admansstvho are
unclear about the school counseling role, and a role that has been defined for scholarsounse
without their input. Because this research was aimed at theory building whilmibated the
voices of school counselors, there are important implications for theory in school ooy res&d

the practice of school counselors.

105



Implications for Theory

The school counseling literature of the last decade attempted to position school
counselors squarely in the reform camp of education by advancing that schoolasumeek
toward eliminating the achievement gap based on standardized test sabi@sgiAthe school
counseling literature offered models of social justice advocacy, no theogdwassced to
support school counseling social justice advocacy (Ratts, et al., 2007; Trustyv®,2005).
Throughout this study, | have asserted that school counselors need to adopt a higherharpose t
fanatical devotion to test scores. As true social justice advocates, scho@losumaist
understand exactly what observations are tested related to what tesaseonessuring. For
example, the New York Times education writer, Dillon (2009), reported that durityhB
era many states were allowed to set their own educational standards. Horklavhere
approximately 47% of the participants in this study work, educational standardatfoand
reading at the fourth and eighth grade levels were lowered twice irsthtaetzade (Dillon,
2009). Essentially, academic standards in Oklahoma are among the lowestatidhe
Therefore, school counselors in Oklahoma who use this low standard to measure the
achievement gap are not truly advocating for social justice. Juxtaposedrartiois definition
of social justice is the one offered by Hart (2001, 2009)—to develop the child to his/her full
potential in order to serve society. Hart's model aligns with the school coungeispective
that believes in the transformational power of the school counseling progranhddrg can
truly help school counselors answer the question, “How are students differeesatt afrwhat
we do” (ASCA, 2005, p. 9)?

In regard to the three other school counseling perspectives, Bolman and Deat&hipade

model (2003) adds a theoretical base to support the viewpoints. Bolman and Deal (2003) posited
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a leadership model based on four lenses: the structural, human resources, poliical
metaphorical. For school counselors who are defined by the Relational Diplompabvgw
their leadership role is motivated by building harmonious relationships with everijone
Bolman and Deal’s framework (2003), school counselors who define the Relational &tiplom
viewpoint are leading from the Human Resources leadership lens. When Doll2€@8g (
applied this leadership frame in a qualitative study on school counselor leadelshipheshe
concluded that this frame was the lens in which a school counselor was most comfortabl
consistent with the finding of this study that the Relational Diplomat is the pexwaswpoint.

The school counselor defined by the Practical Traditionalist viewpoint hastreyolal
of preparing students for the future. With this rational purpose in mind, the Practical
Traditionalist is operating from the structural frame according to Bolana Deal’s framework
(2003). The structural frame borrows heavily from the work of Taylor and Webes and i
concerned with division of labor, work rules, and hierarchy. The Practical ibredist shows
this pragmatic, rational focus by providing information about careers and leidbheational
opportunities and organizing the teaching activities around the goal of launchingstotent
careers and college.

The Congruent Pragmatist viewpoint is a hybrid of the Relational Diplomat and the
Practical Traditionalist. This school counselor viewpoint provides information, values
relationship highly, but rejects the teaching role. The Congruent Pragmatetiesdasth from
the human resources and structural lenses of the Bolman and Deal (2003) framewbrio Th
school counselor viewpoints are consistent with the political frame of Bolman alisl medel
validates Dollarhide’s findings. The political frame supports leaders wive thm managing

conflict and coalitions. Dollarhide (2003) speculated that school counselors haditjreulty
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leading from this leadership lens because conflict is seen as an olustalsbnious
relationships. No viewpoint aligns with the metaphorical leadership lens, ar akf@adership
that deals with meaning and symbols. Bolman and Deal (2003) theorized that méseder
through the human resources and structural lenses and higher-level leadssstlae political
and metaphorical lenses. School Counselors are still adapting to leadership solesois and
for this reason, it seems reasonable that they would be operating from a managerhehnt
leadership.

Each school counselor viewpoint has implications for school counseling theory. What
began as a directive for school counselors to assume a leadership role in adiacsdicigl
justice is now supported by organizational and education theory. The AdvocatefageC
perspective aligns with Hart’'s theory from transformational education.R&lsional Diplomat,
the Practical Traditionalist, and the Congruent Pragmatist viewpointa@gersed by Bolman
and Deal’s (2003) organizational theory. Bolman and Deal’s (2003) work has beereéxpl
the school counseling literature (Dollarhide, 2003) and there is consistencghé¢hee

theoretical implications in this study and Dollarhide’s findings.

Implications for Practice

The findings of this study have implications for school counselor praitéour
school counseling perspectives reflect the emphasis of the mental health madeladn s
counselor preparation. This is precisely the emphasis that the TSCI (1997) sougimgie. c
The Rogerian therapeutic factors of positive regard, congruence, and empathyeareipisdbs
school counselor perspectiveBhese therapeutic factors are viewed as essential ingredients to
building relationship. The presence of these factors confirm the easkarch of Pérusse,

Goodnough and Noel (2001b) that school counseling educators teach from the mental health
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model. Although the sample size in the present study is typically deemed tbtodneal
generalized, Brown (1980) argued that the results of a Q study are valid totbenghen
being studied, social justice advocacy. All school counselor perspectivedimggaucial justice
advocacy show the influence of Carl Rogers’ therapeutic factors, positivd,regagruence,
and empathy.

Although the teachings of Carl Rogers are associated with the mental+hedalk! of
school counseling, a recent study on social justice advocacy in the school courseling fi
demonstrated its continued relevancy. Singh, Urbano, Haston and McMahon (2010) reported |
gualitative study on social justice that being able to establish relationshigsiti€al step
toward advocating for social justice. The researchers used field exqesrief school counselors
to illustrate how school counselors can effect change in schools by taisligsng relationships
based on empathy, positive regard and congruence before they are able to chedletiogss.
Singh et al., (2010) added credibility to the continued teaching of these relatibngtipg
skills to prospective school counselors, not necessarily so they become in-sclamistser
rather that school counselors learn how to be effective change agents.

Although the ASCA model directives do not directly support the importance of these
therapeutic skills, it is evident that school counselors value the skills and knowledgelopde
relationships based on empathy and understanding. It is important to rememiber ABCA
model is a framework and as such, its adoption and adaptation can be applied cteditvibly
school district’'s unique constellation of school counselors’ skills.

Smith, Reynolds, and Rovank (2009) confirmed that adding the leadership role of
advocating for social justice to the ASCA model was a radical insertionhichwschool

counselors were not prepared. In the last two years, some of the didactic schaalrnmpuns
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literature has been blistering toward school counselor’s reluctance tengsathe status quo.
Bemak and Chung (2008) coined the term “nice counselor syndrome” to describe school
counselors who are too preoccupied about upsetting relationships and therefore, thiough the
silence, allow unfair educational practices to continue. Bemak and Chung’s (2008} attkl

be perceived as a direct assault to the school counselors represented bytittreaRBlplomat

and Congruent Pragmatist viewpoints. Smith, Reynolds, and Rovank (2009) responded to this
attack and emphasized that there is more than one way to advocate for change.

Perhaps the worst form of disenfranchisement is an attack on personal or pnafessi
character (e.g., suggesting a person suffers from the “nice counselamgigincluding
devaluation of advocacy efforts or lack of doing so in prescribed ways. In thid,rdgs type
of behavior itself may reflect characteristics of the oppressor. Rigitsim of dogma creates
the potential for the oppressed to become the oppressor (p.488).

This study has proposed four viewpoints, but these are not to be interpreted a< fatalisti
predictive of which school counselors will be effective social justice advocAtdsugh the
desire to establish harmonious relationships, a salient characteristic BeEt®nal Diplomat
and the Congruent Pragmatist perspectives, might be viewed as counselorgydudierifmice
counselor syndrome,” there is no empirical research to suggest that this schoobcounsel
perspective would be ineffective at advocating for social justice. Not sogbyisnany of the
school counselors represented by this viewpoint admit that they have never redacattr
on how to be an effective social justice advocate. As leading school counselorsgumatesi)
research is needed to determine what school counseling efforts are eHiestieal justice
advocacy (Field & Baker, 2004; Trusty & Brown, 2005). In fact, the research of Siagh e

(2010) posited that relationship-building is integral to effective sociatguativocacy. This
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work implies, therefore, that school counselors represented by the Relatiomath&tiphd the
Congruent Pragmatist perspectives have natural strengths to bring to the smclabjustice
advocacy and education.

Although the Advocate for Change viewpoint most closely aligns with the ASCA model
and believes that the school counseling program has transformational power, the school
counselors represented by this viewpoint struggle with establishing hateaalationships
with the entire school community. Singh et al., (2010) asserted that school caiasgkged
in social justice advocacy need to be politically savvy. Since school counselirmgpegtas
been linked to school counselor leadership, school counselors represented by theeAdwocat
Change perspective would benefit from learning about organizational leaderstels,
particularly the theory promulgated by Bolman and Deal (2003), which promirieatiyres the
importance of understanding the nature and importance of politics.

Finally, the school counselors represented by the Practical Traditionaligtoint have
the distinct strength of focusing on launching the future plans of their students. School
counselors engaged in helping students plan for higher education and careers a&acekiangag
important social justice work. In fact, Johnson, Rochkind, and Ott (2010) found that in a sample
of 614 young adults between the ages of 22 and 30, six out of 10 reported the college advising
from their school counselors to be inadequate. The study further reported that 91%aof Afr
American and 82 % of Hispanics reported being poorly served by their school cosiinsel
terms of college counseling (Johnson, Rochkind, & Ott, 2010). Clearly, the emphasis of the
Practical Traditionalist viewpoint on helping students plan for the future is @edeestirength of

these school counselors.
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The fact that this viewpoint was represented by three school counselors that loade
favorably and three school counselors that disagreed with this perspectiveestheat is
controversy regarding this viewpoint. This viewpoint represents five high school cogresad
one school counselor who works in a K-12 rural school district. The survey researcligJohns
Rochkind, and Ott, 2010) about the negative impression students have regarding their school
counselors’ help with higher education is setting off alarm among school leaddmsglehem to
conclude that at the high school level “the guidance counseling systemnseacprididate for
innovation and reform” (p. 74). This research effort, underlining students’ dissttisfevith
high school counseling, signals a critical area of school counseling that is podest@ission,

research, and adaptation in the decade ahead.

Suggestions for Further Research

Although one perspective, the Advocate for Change, indicated that his/her school
counseling program has transformative power, this does not imply that thiefIBiplomat
and the Practical Traditionalist viewpoints do not believe that their prograras ha
transformational power. Because the expressed purpose of the researcmvesitzate the
relevancy of Hart's theory of transformational education to the school caupnsetial justice
advocacy literature, the language of the Q-set comes from Hart’s 28@i, 2009) and may
not have captured the broader subjectivity and communicability toward sodize fusn
today’s practicing school counselors. Stephenson (1986), the founder of Q methodology,
explicitly stated that the concourse and Q set should emanate from convesabionthe
phenomenon. Participant # 34 insightfully responded in a post-sort questionnaire thag “All t

statements seemed to have relevancy” emphasizing that all the sitateepeesented socially
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desirable behaviors and values. Ideally, another study on subjective percepsicimsobf

counselors would rely on a concourse that would include in-depth interviews and conversations
from school counselors. A Q set representing these conversations might reneeal m
perspectives. When transformation is framed in the more familiar langudgeASCA model,

“Are your students different as a result of what you do” (ASCA, p. 9)?, the dsteeneal
congruence with this statement.

Although the expressed purpose of this research was not to instigate an ingastigat
the applicability of organizational theory to the school counseling socialgudtbate, the
Bolman and Deal (2003) model has shown relevancy to this study and confirms Ddlarhide
earlier research (2003). Since there is a link between the role of soogad ad/ocacy role and
the leadership role of the school counselor, continued examination of organizationgkthe
application to the social justice advocacy role may have important implicationtsowtschool
counselors are prepared to assume these new roles. The Bolman and Deal orgariwsirgnal
(2003) seems to offer promise in explaining how school counselors might asteaderahip
role in advocating for social justice. Although Dollarhide’s qualitative s{@d93)
demonstrated the applicability of the model to the leadership activitielrst-gear school
counselor, this model has not been applied to the social justice leadership role of the school
counselor. A more in-depth case-study of an experienced school counselor leasdaugafor
justice advocacy may reveal the potential for Bolman and Deal’s workvie agml theoretical

framework in school counseling in future research.
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Concluding Comments

Active and radical efforts to transform the role of the school counselor have been the
hallmark in the school counseling literature throughbeatlast decade. In an effort to make the
work of school counselors seem relevant to the school reform movement, school counselor
leaders have aligned social justice advocacy with the elimination of theaciget gap.
Although this effort is well-intentioned, it is fraught with mingling the work of sclvoaihselors
with short-sighted political agendas. To maintain a purity of purpose, this te$earshown the
relevancy of a transformational education model on the perceptions of school counselors
advocating for social justice.

Although the Advocate for Change perspective aligns with the didatiool counseling
literature (Bemak, 2000; Bemak & Chung, 2005, 2008; Cox and Lee, 2007, Dahon&, St
2009; Halcomb-McCoy, 2007) and the transformational education model 2a@ait, 2009), this
is not to propose that this school counseling viewpoint is the only pevep#eit can take on
the necessary and important work of social justice advocacy duodateon. All school
counseling viewpoints have value regarding social justice advocacyirdthéecade of the 21
century of the school counseling literature has been devoted tongraféw roles and
responsibilities for the school counselor. The next decade must batdddia careful research
on how school counselors are adapting to these new roles and what stimseliog behaviors,
knowledge and skills contribute to student success defined more broadby tistrscore. The
last decade has been devoted to telling school counselors whathiingdg be doing. In large
part, this has been a response based on fear concerning theaxthtie profession. The next
decade must document confidently and boldly how school counselors aregleathool

counselors, who work toward helping students achieve their potentiaive seciety, will
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confidently answer the question proposed in the ASCA model (2005): “Hewstadents

different as a result of what we do”(p. 9)?.
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APPENDIX A
THE Q SET

| provide information to my students.

| provide information to students about careers & educational opportunities

1

2 .

3. | provide information to parents about school issues. Information
4. | provide information to teachers about students.

5. | communicate with administrators about students & families.

6. | am the clearinghouse of information in my school.

7. | believe it is important for students to solve real-world problems.

8. luse role plays frequently in my work as a school counselor.

9. | use stories and metaphors in my work.

10. | view the school community as a testing-ground to teach about relat'onShwﬁowledge

11. | seek feedback from stakeholders to prioritize the standards | teach.
12. | allow for different interpretations of truth to exist in my school and
counseling program.

13. Itis my job to show the school community there is more than one right answer

for the dilemmas we face.

14. 1 encourage my school community to question why?

15. I engage in professional development that allows me to explore my own
creative pursuits.

16. | value both intuition-testing and rational empirical knowing.

17. 1 design & teach activities to increase self-awareness inutigras.

18. | help students learn how to learn.

Intelligence

19. I reflect frequently on reframing problems.

20. | try to see through the eyes of my students.

21. | promote an atmosphere of service in my school.

22. | build a school counseling program that supports empathy & understandi

23. | design educational activities that encourage students to re-exheiine t
perspectives in view of new knowledge.

24. 1 am a model in my school for empathic listening.

nQJnderstanding

25. | challenge the status quo in my school.

26. | use data to design intentional guidance activities.

27. The honoring of students’ questions is an integral, foundational principle ¢
school counseling program.

28. My school counseling curriculum is infused with activities that altowents
to reflect on their inner knowledge.

29. | believe deeply in the inner wisdom of children and adolescents.

30. | continually cultivate being present for my students.

d rWisdom

31. The purpose of my school counseling program is to educate the mind an
of my students.

32. The students in my school understand and apply the school counseling
standards to achieve inner freedom.

33. The activities | design and teach engage students’ creativity and keagihg
& inviting.

34. My school counseling program honors students’ diversity and it develops
community of shared values.

35. | believe that my school counseling program has transformative power.

36. | have learned to meet professional challenges with honesty, autheatidity
fearlessness.

d soul

Transformation

a
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APPENDIX B
IRB APPROVAL LETTER
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the will be d in a manner with the IRB req ts as outlined in section 45
CFR 46.
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4. Notify the IRB office in writing when your research project is complete.
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Shelia Kennison, Chair

Institutional Review Board

124



APPENDIX C
INITIAL EMAIL SOLICITATION

Initial Solicitation Invitation

As part of a research class that I am enrolled in as a doctoral student at Oklahoma
State University, I am researching perspectives of school counselors regarding their role
1s educators for social justice. I would appreciate your participation in my study. Iam
he principal investigator for this study, but I am working under the direction of my
srofessor, Dr. Diane Montgomery.

Your participation will involve about 30-45 minutes of your time. You will be
sorting statements regarding your perspective of this role. Your participation is
sompletely voluntary and will remain confidential.

I appreciate your time and help. Would you be interested in meeting with me?

Okda. State Univ.
IRB
Aprowd 3207

Explraa ;ﬂjﬂo
RB8 £0-09-4f
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APPENDIX D
RESEARCHER’S SCRIPT
Directions for Sorting Q Statements

Thank you for agreeing to participate in this study. Please make sure yohdavatérials in
front of you. You should have a Form Board and an envelope containing cards, each with a
statement printed on it describing ideas about educating for social justice. I¥oeealia pencil
later.

Step 1. Please read through the statements and sort them into three (3) pitscatxtne
guestion: “What most describes your priorities and beliefs in your workdmoal£ounselor?”

The pile on your right are those statements that are most like what you thinkhetoquéstion
and the pile on your left are those statements that are most unlike what you thinth@bout
guestion. Put any cards that you don’t have strong feelings about in a middle pile.

Step 2: Now that you have three piles of cards, start with the pile to your righthakelike”
pile and select the two (2) cards from this pile that are most like your restooiine question
and place them in the two (2) spaces at the far right of the Form Board in from of ydunim c
9. The order of the cards within the column-that is, the vertical positioning ofrife daes not
matter.

Step 3: Next, from the pile to your left, the “most unlike” pile, select the twaa(@s¢hat are
most unlike your response to the question and place them in the two (2) spaces atfthaf far le
the Form Board in front of you in column 1.

Step 4: Now, go back to the “most like” pile on your right and select the four (4) camds f
those remaining in your most like pile and place them into the four (4) open spagckesrin 8.

Step 5: Now, go back to the “most unlike” pile on your right and select the four ¢4)foam
those remaining in your most unlike pile and place them into the four (4) open speaiesnin
2.

Step 6: Working back and forth, continue placing cards onto the Form Board until all of the
cards have been placed into all of the spaces.

Step 7: Once you have placed all the cards on the Form Board, feel free toyestireacards
until the arrangement best represents your opinions.

Step 8: Record the number of the statement on the Response Sheet.

Finally, please complete the survey attached to the Response Sheet and adanaenyts.
Thank you for your participation!
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APPENDIX E

TNFORMED CONSENT
Pruject Title: Ferceplios of scbansl cotmselors trward their role as edhacators for socal Justios: A Q Study
Investigatom Mary Witers, MA, doctoe] candidate ¢ Rdahoma Sale Univedly, Bdocational Leaderddp
T Tane Momtgamery, Professor of Edustionsl Paychology, Cklahoma St Univecsay
Parpose: The puspose of this research is to galn dnaight it lhe varinm perspectines of achool counseiors towasd
i“‘“ﬂ'ﬁﬂg o social justice. ¥Your participation in Lhir sy will MP meseascher: fo Team more akunat
sihwol aumsslany’ perspectves.
Trocedures: “tou will be asked to compbete 2 Qrsart which invobves neading soveral stafenents and sartisg fhem inbs

cabegoties baged on the ecdent o which the statements seflect agreement or disagreement with your
opinions ard practioe a5 o school cownselor. Yea will then be esed 5o record vour tesults on a Beomnrd
Shest. b additiom, you will be asked ko complets a aboet survey thatlas dencgraphic gquestions abouk you
arud quesiong about how yow might descdbe pourself, The session showld Last aboat 3048 minudes, I pau
chinoge i provide & Grst fune o cxde name and phooe rumber, you iy becalled to dsoess study resuits
Cgniry o d pregapss e, Thee call will st shoat ben orimetes

Risks af Parficipation: Thars are 02 ket daka arsocialed with this preject whicdh are greater than thase ardinarily encountered

i dlaiby life

Bezetits: Reaulls iroen this pesearch may e wsed to help eescarchers better undasstard, bow school counselors view
therlr pobe s exducabions Lo senial uastice. These realts mzld haveimplications for prefesslonal
developmeny.

Confldenfiality: Yimur respomses to bath the L1-sorts and the surveys are confidential. Mo names oF other identifying

infurmion will be attached oo pour packet sod oy ageregate data wall be reported,

Towe seoceds o his sludy vill b bagel private. Aoy wristien remabts will disouss proap fiedinzgs aid will por
neludwe information that will dontify you Risserch records will be stoved searrely and only ressacchers
ancd inlividuals respansisle forressardh creesipint will have accers to the recoxds. B s possible that the
cosent provess and data eollnetion will e ahosred by sosearch mecsight staff responsible for
silepuanding the rights and wellbaing of people wio partidpate in rescarch.

The Q5T [RE han the authogity te inspect corserd nevords end daia files b assure complisnce with

approved procedimes,

Compensstion: There will be no malerial compensation offered dor paricipalicc i this researh eéfurt.

Caomtacls: Fheass fird trao o coniact the sesearcher or her adwaser it o0 hive queslions of condems abiul Lhis
research praject

Mory Wabers, Oklehoma Stase University, 5325 5 Jamestown Avieuie, Tabe, OF T4137, 918-390-5595 .
Dhane Montgocery, Profwsor, Oklahama Sate University, £24 Willacd! Hall, SGllveates, O8 74078; £05-T14-
ML diane sontpaery@uketabe adn

Fur information ou parlidpants’ fghts, contact D, Shella Ketnison, Okdabosna State University, B Chair.,
21% Covded] North, £05-744-1 676, Iebdukstabe ndu

Farticipant Righim Perticipation im the: carment research activily i entizedy voluntary. Yoo s free to decline to pasticipate and
TRy slop or walhdraw froan the activily &l any lioe. There is ao penalty for withdrawing poue
perricpaion.

Slgnaturo T Thave sesd aned Fally understend e ol faen, I ulgn iLIredJ}:l:l volantarfly. A copy of this fonn bais

boan siven o e,

Bigmatire of Paticipant ' Dhate
1 rtify that Thave persomally explxined this dpoumant bafore requesting the participant o sign it.

ﬁ;uﬂmofn}.:é;nbn Dhate
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APPENDIX F
DEMOGRAPHIC SURVEY

1. What is your gender (check one)?

Female Male

2. How old are you (check one)?

21-30 41-50
31-40 51-60
over 60

3. Please check the item that best describes your ethnicity. Check all tiyat appl

African American Asian American
Hispanic/Latino(a) Native American
White Other, please specify:

4. What is the highest degree that you completed (check one)?

Bachelor’s Degree

Master’s Degree
Doctorate Degree

Other, please specify:
5. Please indicate the number of years you have worked as a school counselor..

years counseling elementary

years counseling middle school
yearscounseling high school

years counseling outside a school setting

Other, please specify:

6. What is your current counseling assignment?
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7. What term best describes your current school setting?
urban
suburban
rural

8. In what state do you work as a professional school counselor?

9. What certifications do you hold?

National Board Certification (check one): ____Nationally Certified
____currently attempting for the first time _____banked scores, reattempting
____applying for scholarship this year ____never attempted

Licensed Professional Counselor

LPC never attempted

Under supervision

10. Do you have any formal training/education in social justice advocacy?

11. What else would you like to say about the ideas on the statements you sorted?

If you would like to participate in a phone interview please write your first ramecode name
that you will know and a telephone number at which you can be reached.

FIRST NAME PHONE NUMBER __
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Appendix G

Demographic Characteristics of Participants

Gender| # | State| Setting Age Exp Race Type Social
justice

F 1| OK HS 51-60 11 White Urban No
F 2 | MA MS 41-50 7 White Urban No
M 3 AZ HS 51-60 4 White Suburban No
M 4 MN HS 51-60 15 White Rural Yes
F 5| OR District 31-40 5 White Suburban No
F 6 IN HS 41-50 15 White Suburban No
M 7 NB District 31-40 12 White Urban Yes
F 8 LA Elem 51-60 15 White Suburban Yes
F 9 | MD | Resource 51-60 14 White Suburban Yes
F 10| OR | CounsEdg 51-60 8 White Urban no
F 11| OR District 51-60 17 White Suburban No
F 12| OR Elem 51-60 20 White Suburban No
F 13| OK Elem 60+ 3 White Urban Yes
F 14| CA Elem 31-40 5 White Urban No
F 15| Ml MS 31-40 10 AA Urban No
F 16| OK HS 21-30 A7 AA Urban No
F 17| OK HS 31-40 13 White Urban NO
F 18| OK HS 51-60 1 White Urban No
F 19| OK K-12 31-40 4 White Rural No
M 20 | OK MS 51-60 3 White Urban No
F 21| OK HS 31-40 5 White Suburban No
F 22| OK HS 21-30 2 White Rural No
F 23| OK MS 51-60 19 White Rural No
F 24| OK HS 60+ 1 White Urban No
F 25| OK HS 60+ 12 White Rural No
F 26| OK HS 51-60 14 White Urban No
F 27| NJ HS 60+ 5 White Urban No
F 28| OK HS 41-50 5| Hispanic Urban No
F 29| OK | Counsed 31-40 16 White Rural No
F 30| OK MS 60+ 8 White Urban No
F 31| OK MS 51-60 12 White Urban No
F 32| OK HS 41-50 9 White Urban No
F 33| NJ MS 41-50 10 White Suburban No
F 34 NJ MS 41-50 11 White Suburban No
F 35| NJ MS 31-40 5 White Suburban No
F 36| NJ HS 51-60 11 White Suburban No
M 37| NJ HS 51-60 35 White Suburban No
F 38| AZ HS 41-50 4 White Suburban No
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