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From Your GSCA President

Greetings School Counselors:

Itis with great pleasure that the association presents to you the 17th annual GSCA Journal. As
you read this edition you will discover several learning opportunities in the area of professional
school counseling. As we all know, this is pivotal time for our profession. School counselors
must continue to provide compelling evidence that we are professionals who contribute
substantially to student growth, development, and achievement. GSCA is proud to offer you this
publication as an element of research and professional learning.

Our theme for 2010-11is Empowering Students to Imagine, Believe, and Achieve. Imagine the
possibilities. Believe in themselves and what they can accomplish. Achieve at their greatest
potential both personally and academically. You will find this issue, like the ones before it, to

be useful for your professional growth and development. Join me in honoring the authors of
the articles for this edition. These school counselors are leaders among us who model the
behaviors and skills so needed to move our profession forward. Additionally, thank you to the
Editorial Board for their commitment and dedication. They have worked incredibly hard to
provide school counselors, graduate students, and counselor educators with an opportunity for
professional growth, based on counselor-identified needs. Finally, thank you to all who work
daily empowering students to imagine, believe and achieve.

All the best,

Demetria Williams

GSCA President 2010-2011
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Dr. Rhonda M. Bryant
GSCA Journal Editor

Yolanda Anderson
GSCA Journal Editorial Assistant

From the GSCA Journal Editor

As Dr. Susan Boes passed the baton of the Journal editorship to me, | was convinced that | had
plenty of time before the next issue. Of course, time waits for no one and here is the latest issue
of the Journall Dr. Boes’ support has been invaluable as has been that of GSCA leadership,
editorial board, and membership. | sincerely hope that readers find the contents helpful in the
development, planning, implementation, and evaluation of their professional school counseling
activities.

This issue covers various topics related to our roles as professional school counselors, counselor
educators, and counselors in training. | am particularly pleased to introduce a new section en-
titled, Perspectives From Our Stakeholders, which provides stakeholders opportunities to pres-
ent information and research on how school counseling shapes their professional and personal
experiences. | look forward to feedback regarding this section and other journal articles as well.

As we progress through 2010 and explore new ventures for 2011, | plan to confer with GSCA
office staff to create a totally electronic submission process for upcoming issues. So continue
conducting your research and developing conceptual articles and best practices in anticipation
of the 2011 call for submissions. Thank you for your readership and support of the Journal.

Dr. Rhonda M. Bryant is an Associate Professor of School Counseling at Albany State University.
She also serves on the editorial board of the Journal of Counseling and Development (JCD)
and is the co-editor of The Activist, a publication of Counselors for Social Justice, which is a divi-
sion of the American Counseling Association.

Thoughts from the GSCA Journal Editorial Assistant

When Dr. Rhonda Bryant approached me about being her editorial assistant for the Journal, |
was a little confused. Immediately, | thought about all that is required to accomplish this task. Yet,
with a year and a half of writing papers in Albany State Universitys School Counseling Program,
| figured Dr. Bryant knew about my skills and novice APA abilities. | expressed my doubt about
being an adequate editorial assistant; however, because Dr. Bryant is such a strong advocate for
her graduate students, she had total confidence that | would do a fine job.

To prepare for this task, | reflected on my time in the school counseling program. | respect and
admire the faculty members who have in-depth knowledge and experiences as professional
counselors. | have learned also a great deal about the field and how | can make a positive and
most importantly, effective difference in the lives of young people. Dr. Bryant challenges me to
reach beyond what | believe | can do and to develop a creative approach to whatever the task
may be. With the opportunity to be her assistant, | must say that the job is well out of my comfort
zone. This is new territory!

Like previous editions, this issue of the Georgia School Counselors Association Journal provides
a wealth of information pertaining to comprehensive counseling services to our Georgia K-12
students. | am pleased to participate in the publishing process and especially encourage my
graduate school colleagues to refer to the Journal often and submit work for publication.

Yolanda Anderson has a B.A. in Political Science from Fort Valley State University. Her
willingness to help Georgia youth become productive citizens led her to pursue a career as a
professional school counselor. She plans to graduate in May 2011,
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ASCA National Standards and the Georgia Performance Standards

Integrate Your Program: Aligning the ASCA National Standards With the

Georgia Performance Standards
Lisa L. Schulz

Dr. Schulz is an Assistant Professor at Georgia Southern University.
You may contact her at P O Box 8131, Statesboro, Georgia 30460 for

additional information about this topic or email her at lschulz@georgiasouthern.edu.

Abstract

Professional school counselors must clearly establish and
articulate the purpose and goals of their school counseling
program and its relationship to student achievement in
order to become integral participants in the school reform
movement. By aligning Georgia’s Performance Standards
and the ASCA National Standards, counselors can realize
measurable gains in student achievement as well as dem-
onstrate program effectiveness. Designed to assist Geor-
gia’s school counselors in developing programming which
aligns counseling standards with academic standards, this
article includes examples of standards alignment at the
elementary, middle, and high school levels. Suggestions
for program delivery, teacher collaboration, promoting
cultural responsive practices, and assessment of program
effectiveness are discussed.

Integrate Your Program: Aligning the ASCA Na-

tional Standards With the Georgia Performance
Standards

Since the publication of A Nation at Risk (National
Commission on Excellence in Education, 1983) and
The National Education Goals Report: Building a Nation
of Learners (National Education Goals Panel, 1991), the
school counseling profession has been struggling to so-
lidify its place in the education reform movement. What
has thrived, however, is the movement to a standards-
based educational model. As a result, academic standards
in content areas such as English/Language Arts, Social
Science, Mathematics, and Science have been written to
identify content and performance standards applicable to
all students across all grade levels. Standards of achieve-
ment serve both to clarify and to raise expectations, and
standards provide a common set of expectations. Stan-
dards-based education, student academic achievement,

and accountability have become the language of the work
in schools. Therefore, in an effort to identify as partners
in student achievement and further define the role of the
school counselor, the American School Counseling As-
sociation (ASCA) developed the national standards for
school counseling programs (Campbell & Dahir, 1997)
and a framework by which they can be administered.

The framework of the ASCA National Model (2005)
helps to align the comprehensive school counseling pro-
gram with the school’s core mission, that of teaching and
learning. ASCA has created a framework that allows for
fine-tuning on the part of states, individual districts, and
departments to define more intimately the needs of stu-
dents in their respective areas. This allows programs to
share a uniformity of vision, but fulfill the vision in di-
verse ways according to the needs of the students. The
clearly stated purpose of the National Model is to encour-
age school counselors to provide leadership and serve as

advocates, change agents, and collaborators to ensure stu-
dent success (ASCA, 2005).

An additional response to the educational reform
movement, the Transforming School Counseling Initia-
tive [TSCI] (Education Trust, 1997), in collaboration
with the DeWitt Wallace-Readers Digest, the ASCA, the
American Counseling Association (ACA), and the Asso-
ciation for Counselor Education and Supervision (ACES)
focused on redefining the role of the school counselor.
This new vision for school counselor training and prac-
tice requires a focus on identifying and removing the in-
equities and other barriers to student achievement. The
TSCI promotes a more systems-focused approach where
the counselor functions as social justice advocate through
leadership, collaboration, counseling, consultation, as-
sessment, data analysis, and the implementation of evi-
dence-based programs designed to eliminate the achieve-
ment gap (Education Trust, 1997).

‘
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ASCA National Standards and the Georgia Performance Standards

Being Both Counselor and Educator

As definitions of the school counselor role and identity
have evolved, concern and consternation have surfaced in
terms of who the school counselor is: a counselor or an ed-
ucator (Amatea & Clark, 2005; Brown & Trusty, 2005)?
Simply by looking at the numbers of students in schools
who suffer from biological and environmental barriers to
learning (i.e., ADHD, having an alcoholic caregiver), a
case can be made for the school counselor to focus solely
on the mental health needs of students. Often the only
professional in a building with mental health training,
the school counselor is the central contact for supporting
immediate and on-going clinical services. Choosing to
work in a school setting is indicative of supporting the
teaching and learning process and, therefore, puts coun-
selors in the role of educator.  School counselors are at
the hub of the educational experience, having knowledge
of student, teacher, administrator, family, and commu-
nity. ‘This affords the school counselor the opportunity
to advocate for each student’s educational achievement at
each of these levels. The level of educational attainment
continues to determine the quality of life for most indi-
viduals, and the focus on changing systems which do not
fully support all students requires an education specialist
(Paisley, Ziomek-Daigle, Getch, & Bailey, 2006).

Paisley et al. (2006) encourage that both the roles of
counselor and educator be embraced rather than expend
energy in a debate to determine which is more consistent
with the current vision of school counseling as defined
by ASCA and TSCI. The practicing school counselor
quite simply operates as both in order to address student-
focused and systems-focused barriers to student achieve-
ment. Perhaps something to consider in this debate,
however, is that school counselors possess a unique skill
set and professional disposition that other school profes-
sionals do not. It would seem beneficial for professional
school counselors to focus on supporting the core mission
of schools utilizing the unique clinical, consultative, and
collaborative skills other education professionals do not
possess. It is in this way the school counselor can demon-
strate how students are improved given their participation
in a comprehensive counseling program.

The ASCA Standards and the Georgia Perfor-

mance Standards

With the passage of the Goals 2000: Educate America
Act (U. S. Department of Education [USDE], 1994),
U.S. lawmakers acknowledged the importance of high

standards in improving education. Since that time, the
call for higher standards has come from all areas: adminis-
trators, teachers, teachers unions, state- and national-level
educational organizations, business and community lead-
ers, parents, and students (North Central Regional Edu-
cational Laboratory [NCREL], 2010). Sadly, this legis-
lation along with other reports and proposals for school
reform neglected to consider school counseling as inte-
gral to improving school success and counseling programs
“were ignored as a means to improve student achievement
and help students prepare for the future” (Dahir, 2001,
p- 322). In order to address this lack of consideration,
the ASCA National Standards were developed to demon-
strate how vital and integral school counselors and school
counseling programs are to student success.

The ASCA standards address the content knowledge,
skills, and attitudes all students need to acquire in a school
counseling program. They are comprised of three broad
and interrelated areas: academic development, career de-
velopment, and personal/social development (Hogan,
1998). Each standard is more fully defined by skill com-
petencies and indicators of desired student learning out-
come. The academic standards describe what students
need to know and achieve academically and the career
standards focus on the successful transition from school
to the world of work. The personal/social standards pro-
vide a foundation for students’ personal and social growth
and development which in turn contributes to academic
and career success (Hogan, 1998). The standards iden-
tify not only the role school counselors must play in sup-
porting the academic mission of schools, but provide the
basis by which administrators, teachers, and parents can
know how school counseling programming enhances the
core academic standards. A copy of the ASCA standards
can be downloaded using the following internet address:
http://www.schoolcounselor.org/files/NationalStandards.

pdf

The Georgia Performance Standards (GPS) have been
developed and systematically implemented in an effort
to meet the school improvement goals of the Georgia
Department of Education (GADOE). According to the
GADOE website:

The performance standards provide clear expectations
for instruction, assessment, and student work. They
define the level of work that demonstrates achieve-
ment of the standards, enabling a teacher to know
“how good is good enough.” The performance stan-
dards isolate and identify the skills needed to use the
knowledge and skills to problem-solve, reason, com-

J
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ASCA National Standards and the Georgia Performance Standards

municate, and make connections with other informa-
tion.

They also tell the teacher how to assess the extent to
which the student knows the material or can manipu-
late and apply the information (GADOE, n.d.).

The GPS are comprised of the following content areas:
English Language Arts & Reading,

Mathematics, Science, Social Studies, Fine Arts, Health
Education, Physical Education, Modern Languages &
Latin, and Career, Technical, and Agricultural Education
(CTAE). Generally, the GPS are divided into grade level
standards by K-5, 6-8, and 9-12. Currently, several ar-
eas (i.e. CTAE and Science) are under review for future
implementation.  Public schools across the state have
based their curricula on these standards and state-wide
assessments such as the Criterion-Referenced Compe-
tency Tests (CRCT), End-of-Course Tests (EOCT), and
Georgia High School Graduation Tests (GHSGT) are in-
tended to assess how well students perform according to
these learning standards.

Character Education and Guidance Quality
Core Curriculum

The development and implementation of the GPS re-
places the Quality Core Curriculum (QCC) for all con-
tent areas previously used throughout Georgia as part of
the Georgia Learning Connections material. The pro-
cess of replacing the QCC standards with the GPS has
been taking place gradually since 2004 and is virtually
complete for all the core academic areas. At this time,
the author is unaware of any plan for development or
implementation of new school counseling standards by
the Georgia Department of Education. Currently, the
QCC for both Character Education and Guidance are
available online and may be used to bring stated goals for
Georgia students into alignment with the GPS and ASCA
standards.

The Georgia Character Education and Guidance QCC,
like the GPS, are divided into grade level by K-5, 6-8,
and 9-12. The Character Education QCC consists of
the same three strands for each grade level: Citizenship,
Respect for Others, and Respect for Self. Each strand
has identified topics and performance standards for each
topic. 'The Guidance QCC also consists of three strands
in each grade level: Self Knowledge, Educational and Oc-
cupational Exploration, and Career Planning, each with
identified topics and standards.

The task of aligning or “crosswalking” the Georgia
QCC and the ASCA standards with the GPS will assist
Georgia school counselors and other school leaders in de-
veloping exemplary programs in all areas. Crosswalking
core academic content standards and school counseling
standards provides students with an integrated perspec-
tive of the core mission of schools and the life skills re-
quired to achieve success in school and beyond.

Crosswalking the Standards

The vision to integrate school counseling standards
with the academic mission of schools is infused through-
out the ASCA National Model (ASCA, 2005). The Na-
tional Model, created to “more clearly define and unify
professional identity and practices” (Schellenberg, 2008,
p. 10), provides a framework to establish comprehensive,
developmental programs.  The standards, competen-
cies, and indictors complement a more academic-focused
school counseling program as opposed to the more men-
tal-health focused model of the past. This does not mean
the mental health needs of students have been aban-
doned, as such services are built into the model, only that
school counselors link interventions to the core mission
of schools and become accountable for the contributions
to student outcomes (Paisley & Hayes, 2003).

Crosswalking, or standards blending as coined by
Schellenberg (2008, p. 32), is a “systems-focused, inte-
grative, and student centered approach that directly and
overtly aligns school counseling programs with academic
achievement missions.” This programmatic approach re-
quires that school counselors use their dual role of coun-
selor and educator in an effort to meet the mental health
and educational needs of all students. Schellenberg rec-
ommends focusing on language arts and mathematics
standards as both content areas have traditionally been
the basic core of the teaching and learning process. In
addition, the focus on language arts and mathematics will
support schools in attaining the reading and math profi-
ciency requirements as outlined by NCLB.

The national standards in school counseling describe
“what students should know and be able to do as a re-
sult of participating in a school counseling program”
(Campbell & Dahir, 1997, p.1). Just as for Math and
English teachers, counselors are accountable for creating,
delivering, and m ensuring the effectiveness of their cur-
ricula. School counselors can select which standards to
align based on instructional guidelines, consultation with
teachers, and as identified by examination of test scores,

‘
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state and/or classroom assessment data, and other per-
formance data (Schellenberg, 2008). Appendix A dem-
onstrates the alignment of an ASCA standard from each
domain (academic, career, and personal/social) with both
a Georgia Guidance QCC and a GPS. The academic
standard is aligned with 3rd grade Science, the career
standard is aligned with a 7th grade Social Studies, and
the personal/social standard is aligned with high school
English Language Arts and Reading. The blending of
the standards into one unit compliments each area and al-
lows students to build both extrinsic and intrinsic mean-
ing given the integration of the counseling component.

Inclusion and Program Delivery

With regard to program delivery, the ASCA National
Model (ASCA, 2005) identifies large group guidance les-
sons, small group work, and individual work as the tra-
ditional forms of instruction and intervention. Class-
room guidance, consisting of structured developmental
lessons, is identified as an effective means to deliver the
counseling standards to students (Whiston & Quinby,
2011). Developmental guidance lessons provide an ideal
format by which to integrate academic and counseling
curriculum as opposed to pulling students out of class or
usurping their recess, music, or PE. time. Teachers are
not requested to sacrifice academic or instructional time
spent in preparation for high-stakes testing (Clark & Bre-
man, 2009). Guidance lessons offer both counselors and
teachers an opportunity to integrate content as well as
increase the relevance for students. According to Akos,

Cockman, and Strickland (2007):

...classroom guidance has inherent variance that in-
cludes how systematically it reaches all students, how
sequential it is (building on previous curricula), how
classroom dynamics interact (subject, teacher, student
configurations), and how numerous pedagogical class-
room considerations operate (e.g., teacher- or student-
centered lessons, lecture or activity based, classroom

management) (p. 456).

Helping students understand the relationship of aca-
demic content to the possibilities and potentials of life
during and after high school increases student interest
and participation.

In the planning and delivery of classroom guidance,
Akos et al. (2007) ask school counselors to consider the
concept of differentiation. Prevalent as an instructional
strategy for teachers, differentiating instruction means
to incorporate the varying learning styles of the various

learners into the lesson. Given the counselors’ under-
standing of the developmental diversity of students, even
for those within the same grade, such a consideration
makes sense. However, planning for multiple learning
needs is still a challenge.

Akos et al. (2007) offer a two-prong preparation model
for planning and delivering differentiated classroom guid-
ance. First, determine students’ needs by assessing their
(a) readiness to understand and apply new knowledge and
skills, (b) interest levels in order to determine the vary-
ing levels of motivation, and (c) learning styles, given not
all students learn by the same delivery method or pace.
Secondly, after determining student needs, counselors can
then differentiate lessons based on content (what the stu-
dents need to learn), process (the manner in which they
learn), and product (the way student understanding is as-
sessed).  Identified as a school counselor best practice,
differentiating curriculum gives the school counselor lan-
guage with which to work collaboratively with teachers
and ensure the material is delivered in an appropriate and
effective manner.

Small group work and individual work within the class-
room setting is another possible method of delivering cur-
riculum (Clark & Breman, 2009). Focusing on a more
systemic definition of integration, Clark and Breman
describe an “inclusion model [which] ideally would be
one that embraces the concept of providing academic and
social-emotional support to all students through a myriad
of approaches, a variety of services and innovation inter-
ventions in classroom settings” (p. 7). Also identified as
a best practice in educating a diverse student population,
this model purports the use of student collaboration and
peer-mediated instruction, teaching responsibility, peace-
making, self-determination, the use of technology, and
the use of supports and accommodations. As an exam-
ple, Clark and Breman offer utilizing a peer tutoring or
peer mentoring program whereby students follow-up on
a counselor/teacher introduced lesson without oversight.

A similar, favorite delivery method of the author is to
divide classes into groups, each group having a unique
task to perform within the time allotted. (Each task is
related to the central theme of the aligned standards).
The teacher leads one group, the counselor another, and
the remaining groups are student-managed. The student-
managed groups can incorporate group work or indi-
vidual work depending on the nature of the curriculum
being introduced or reinforced. Students rotate through
the different tasks and are accountable for the content of
each. Incorporating small group and individual work

J
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into the classroom further integrates the school counsel-
ing program by meeting the diverse academic and social-
emotional needs of students while supporting the core
mission of schools.

Teacher collaboration and consultation. Teachers
are actively interested in being collaborative with school
counselors (Clark & Amatea, 2004). In fact, in their
study of teachers’ perceptions and expectations of school
counselors, Clark and Amatea indicate that the theme
which emerged most frequently for teachers was that of
“teacher-counselor communication, collaboration, and
teamwork” (p. 135). They continue:

Teachers and pre-service counselors commented
on the need to work together for the good of their
students. This theme ties in very well with the phi-
losophy of the ASCA National Standards (Camp-
bell & Dabhir, 1997) and the ASCA National Model
(2003a), particularly with regard to the delivery sys-
tem component (Clark & Amatea, 2004, p. 137).

The work must begin in small steps. Integrating school
counseling standards across the curriculum will take time
and dedication. Start with one teacher-ally and a will-
ingness to measure the effectiveness of the lesson for both
sets of standards. Appendix B provides the reader with a
potential lesson plan developed for another 3rd grade Sci-
ence standard. Based on an on-line unit created by Lori
Miller (2009) of Wacona Elementary School in Waycross,
GA, a school counselor could work collaboratively with
such a teacher to incorporate the indicated ASCA stan-
dard and Georgia QCC. By adding a question or two
to the existing worksheets or adding an additional piece
to the assessment process, the school counselor could not
only align counseling standards, but convey how such de-
cision-making builds valuable life skills such as problem-
solving and maintaining personal safety.

While it is still necessary that school counselors convey
to the teachers and administrators the role and specialized
training they possess, working to align standards can lead
to increased mutual respect, understanding, and higher
student achievement.

Assessment. Most evaluation methods include behav-
ioral observations and measurement of knowledge and
content standards. Formal assessments such as student
self reports, needs assessments, case studies, portfolios,
student resumes, journal entries, school records, stan-
dardized assessments, surveys and questionnaires, and
pre/post inventories can be utilized to demonstrate the
effectiveness of the collaboration between professionals

and impact on student academic achievement and social-
emotional development. Indirect assessments such as
feedback from parents, employers, counselors, and teach-
ers can also be indicators of student progress.

Regardless of the method, it is vital that data be col-
lected and the results shared in order to demonstrate the
effectiveness of the school counseling program. To be
viewed as simply support rather than integral to the core
mission of schools could result in the loss of jobs which
clearly means the loss of protective services for students.
The contributions of school counseling must not be lost
or diminished because of a lack of data collection.

Addressing the Achievement Gap

For school counseling, effectiveness can be measured in
terms of students’ academic achievement and increased
social capital. Of particular concern is being able to mea-
sure the increased achievement by those students who are
impacted by academic and non-academic barriers to that
achievement. School counseling programs must address
these barriers to student learning and accomplishment re-
gardless of their origins. In as much as school counselors
are trained to be social justice advocates, they must also
incorporate and model culturally responsive practices.

Gay (2006) defines culturally responsive practice as the
use the cultural knowledge, prior experiences, and perfor-
mance styles of diverse students to make learning more
appropriate and effective; it teaches to and through the
strengths of students. Translating this definition to the
classroom means identifying and using the diverse nature
of students to construct the teaching and learning experi-
ence based on the array of lived experience each brings.
This concept views diversity as an asset rather than a defi-
cit and thus, requires a shift in the pedagogical core of a
system. Understanding how students and teachers make
meaning is critical to the creation of empowered and en-
gaged students. A curriculum that aligns itself with that
construct will undoubtedly produce quality outcomes for
previously marginalized students.

In an effort to close the achievement gap through stan-
dards alignment, Schellenberg and Grothaus (2009) used
small group work as the strategy with 3rd grade African-
American males. They reported gains for these students
in both academic and counseling curriculum areas as well
as increased self-esteem. The academic areas reinforced in
the group were Math and Language Arts. The counseling
curriculum “offered opportunities to appreciate students’
cultural backgrounds and the strengths these provide”

‘

GEORGIA ScHOOL COUNSELORS ASSOCIATION

10




ASCA National Standards and the Georgia Performance Standards

(Schellenberg & Grothaus, 2009, p. 442) so as to coun-
teract projected negative messages and attitcudes. This re-
search is promising in that it supports school counselor’s
efforts to close the achievement gap. In addition, the in-
fusion of academic content in counseling work supports
the overall mission of schools.

Such integration allows counselors, teachers, and ad-
ministrators another means by which to implement more
culturally responsive practices. Steen and Kaffenberger
(2007) also advocate for the integration of academics into
counseling work. Again using small group work as the in-
tervention strategy, improvement of student attitude to-
ward academic achievement was realized. The purpose of
the group for was to “help students increase learning be-
haviors (i.e., actions such as asking questions, completing
assighments, and staying on task) and improve academic
achievement, while addressing their personal/social con-
cerns such as changing families, friendships, and/or anger
management” (Steen & Kaffenberger, 2007, p. 516). An-
other facet of this intervention was to use communica-
tion strategies to collaborate with teachers and parents to
support student learning. It is in these ways the school
counselor can implement systems- and student-focused
interventions in order to reduce and eliminate barriers.

Conclusion

The decision of which ASCA standards to align with
which GPS is often made given the needs of a particular
group of students. Ideally, the state’s professional orga-
nizations (i.e., Georgia School Counseling Association,
Georgia Association of Educational Leaders) could initi-
ate the development of a state model for school counsel-
ing programs. State-level leadership can influence local
practice through the development and implementation of
a state model (Martin, Carey, & DeCoster, 2009) which
includes a standards crosswalk. ASCA has available the
material and guidance necessary to develop a state model
as well as the materials needed to crosswalk the counsel-
ing and academic standards. Providing Georgia’s school
counselors with a unifying document containing a phi-
losophy of practice and counselor-led strategies and inter-
ventions for each content area and level can only further
equip Georgias counselors with the tools to offer best
educational and culturally responsive practices.

Modeling collaborative relationships with teachers sup-
ports student development and healthy life skills. Put-
ting into action an aligned curriculum can foster critical
thinking, improved decision-making, and increased stu-

dent achievement. Students may become more motivated
to invest in the overall school program given the increased
relevance they glean from integrated lessons. Ultimate-
ly, aligning school counseling standards with academic
achievement provides school counselors the opportunity
to function as both education specialist by reinforcing
academic standards, and simultaneously as mental health
specialist by addressing the personal/social and emotional
development of students (Schellenberg, 2008).

References

Akos, P, Cockman, C. R., & Strickland, C. A.
(2007). Differentiating classroom instruction. Profes-

sional School Counseling, 10, 455-463.

Amatea, E. S. & Clark, M. A. (2005). Changing
schools, changing counselors: A qualitative study
of school administrators” conceptions of the school
counselor role. Professional School Counseling, 9,

16-27.

American School Counselor Association. (2005).
The ASCA national model: A framework for school
counseling programs (2™ ed.). Alexandria, VA: Au-
thor.

Brown, D. & Trusty, J. (2005). School coun-
selors, comprehensive school counseling programs,
and academic achievement: Are school counselors
promising more than they can deliver? Professional

School Counseling, 9, 1-8.
Campbell, C. & Dahir, C. (1997). Sharing the

vision: The national standards for school counseling
programs. Alexandria, VA: American School Coun-
selor Association.

Clark, M. A. & Amatea, E. S. (2004). Teacher
perceptions and expectations of school counselor
contributions: Implications for program planning

and training. Professional School Counseling, 8, 132-
140.

Clark, M. A. & Breman, J. C. (2009). School
counselor inclusion: A collaborative model to pro-
vide academic and social-emotional support in the
classroom setting. Journal of Counseling and Devel-
opment, 8, 6-11.

Dabhir, C. A. (2001). The national standards for
school counseling programs: Development and

implementation. Professional School Counseling, 4,
320-327.

J

GSCA JOurNAL 2010 | Vorume 17 No.1

11



ASCA National Standards and the Georgia Performance Standards

Education Trust, The. (1997, February). 7he
national guidance and counseling reform program.
Washington, DC: Author. Gay, G. (2006). Connec-
tions between classroom management and cultur-
ally responsive teaching. In C. M. Evertson & C.

S. Weinstein (Eds.), Handbook of classroom manage-
ment: Research, practice, and contemporary issues (pp.

343-370). Mahwah, NJ: Erlbaum.

Georgia Department of Education [GDOE], (n.
d.). Retrieved from https://www.georgiastandards.
org/Standards/Pages/BrowseStandards/BrowseGPS.
aspx

Hogan, C. C. (1998). Integrate high-school coun-
selors into the learning process. 7he High School
Magazine, 5, 18-21.

Martin, L., Carey, J., & DeCoster, K. (2009). A
national study of the current status of state school
counseling models. Professional School Counseling,
12, 378-386.

Miller, L. (2009). Pollution. Available at: http://

www.alienteacher.com/pollution/pollution.html

National Commission on Excellence in Educa-
tion. (1983). A nation at risk: The imperative for
educational reform. Washington, DC: Government
Printing Office.

National Education Goals Panel. (1994). Building
a nation of learners. Washington, DC: Author.

North Central Regional Educational Laboratory
[NCREL]. (2010). Critical issue: Integrating standards
into the curriculum. Retrieved from http://www.ncrel.
org/sdrs/areas/iss”?ues/content/currclum/cu300.htm

Paisley, P O. & Hayes, R. L. (2003). School
counseling in the academic domain: Transforma-
tions in preparation and practice. Professional School

Counseling, 6, 198-205.

Paisley, P. O., Ziomek-Daigle, J., Getch, Y. Q.,
& Bailey, D. E (2006). Using state standards to
develop school counselor identity as both counsel-

ors and educators. Guidance and Counselling, 21,
143-151.

Schellenberg, R. (2008). 7he new school counselor:
Strategies for universal academic achievement. Lan-
ham, MD: Rowman & Littlefield Publishers.

Schellenberg, R. & Grothaus, T. (2009). Promot-
ing cultural responsiveness and closing the achieve-
ment gap with standards blending. Professional

School Counseling, 12, 440-449.

Steen, S. & Kaffenberger, C. (2007). Integrating
academic interventions into small group counseling
in elementary school. Professional School Counseling,

10, 516-519.

U. S. Department of Education. (1994). Goals
2000: The educate America act. Washington, DC:
Author.

Whiston, S. C. & Quinby, R. E (2011). Out-
come research on school counseling interventions
and programs. In B. T. Erford, (Ed.) Transforming
the school counseling profession (3" ed., pp. 58-69).
Upper Saddle River, NJ: Pearson Education.

\

GEORGIA ScHOOL COUNSELORS ASSOCIATION

12




ASCA National Standards and the Georgia Performance Standards

Appendix A
ASCA Standard, Guidance QCC & GPS - Sample

ASCA Domain & Standard | ASCA Competencies & GA Guidance QCC GA Performance Standard
Indicators
Academic Competency C1 Strand: 3B:8 3" grade: Life Science
Relate school to life Topic: Awareness of how S3L2. Students will
Standard C experiences. work relates to the needs and | recognize the effects of
Students will understand the functions of society. pollution and humans on the
relationship of academicsto | A:C1.6 Standard: Describe how work | environment.

the world of work and to life at
home and in the community.

Understand how school
success and academic
achievement enhance
future career and vocational
opportunities.

can satisfy personal needs.
Describe the products and
services of local employers.
Describe ways in which work
can help overcome social and
economic problems.

a. Explain the effects of
pollution (such as littering)
to the habitats of plants and
animals.

b. Identify ways to protect the
environment.

* Conservation of resources
* Recycling of materials

Career

Standard C

Students will understand the
relationship between personal
qualities, education, training
and the world of work.

Competency C1
Acquire knowledge to
achieve career goals.

CC15
Describe the effect of work on
lifestyle

CCl6

Understand the importance
of equity and access in career
choice.

Strand: 7B:5

Topic: Understanding the
relationship between work and
learning.

Standard: Demonstrate
effective learning habits

and skills. Demonstrate

an understanding of the
importance of personal skills
and attitudes to job success.
Describe the relationship

of personal attitudes,

beliefs, abilities, and skills to
occupations.

7" grade: Social Studies
SS7ED5 The student will
analyze different economic
systems.

a. Compare how traditional,
command, and market
economic economies answer
the economic questions of (1)
what to produce, (2) how to
produce, and (3) for whom to
produce.

b. Explain how most countries
have a mixed economy locates
on a continuum between pure
market and pure command.

Personal/Social

Standard A

Students will acquire the
knowledge, attitudes, and
interpersonal skills to help
understand and respect self
and others.

Competency A2
Acquire interpersonal skills.

PS:A2.5

Recognize and respect
differences in various family
configurations

PS:A2.7

Know that communication
involves speaking, listening and
nonverbal behavior.

Strand: 9-12A:2

Topic: Skills to interact positively
with others

Standard: Demonstrate
effective interpersonal skills.
Demonstrate interpersonal
skills required for working

with and for others. Describe
appropriate employer and
employee interactions in
various situations. Demonstrate
how to express feelings,
reactions, and ideas in an
appropriate manner.

Grades 9-12: English
Language Arts and Reading
ELABLRC2 The student
participates in discussions
related to curricular learning
in all subject areas. The
students

a. ldentifies messages and
themes from books in all
subject areas.

b. Responds to a variety of
texts in multiple modes of
discourse.

c. Relates messages and
themes form one subject
area to those in another area.

/
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Appendix B

School Counseling Lesson Plan Worksheet

Grade Level: 3¢ grade

Lesson Title: Pollution and people.

ASCA Standard(s) & Competency(ies):

PS: B Students will make decisions, set goals and take necessary action to achieve goals.
PS:B1 Self-Knowledge Application

PS: C Students will understand safety and survival skills
PS:C1 Acquire Personal Safety Skills

GA Guidance QCC:

3:C9  Topic: Understand how to make decisions

Standard: Describe how choices are made. Describe what can be learned from making mistakes. dentify and access
problems that interfere with attaining goals. [dentify strategies used in solving problems. Identify alternatives in decision
making situations. Describe how personal beliefs and attitudes affect decision making. Describe how decisions affect self
and others.

GA Pertormance Standard: 3" grade Science — Life Science
S3L2. Students will recognize the effects of pollution and humans on the environment.
a. Explain the effects of pollution (such as littering) to the habitats of plants and animals.
b. Identify ways to protect the environment.
Conservation of resources
Recycling of materials

Objectives (indicators):
PS:B1:2 Understand consequences of decisions and choices

PS:C1.2 Learn about the relationship between rules, laws, safety and the protection of rights of the individual

Activity(ies):
Learning module lesson on pollution - http:/ Avww.alienteachercom/pollution/pollution.html

Materials:
Computer access, pens, markers, crayons for poster, recycling bags

Evaluation: Pre - post survey

Total Time: One - two weeks.
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A School Counseling Program Evaluation:

Utilizing Staff Perceptions to Guide and Shape Future Program Planning
Heather Sherwood

Heather Sherwood is a professional school counselor at North Fayette Elementary School.
She can be reached at North Fayette Elementary School 609 Kenwood Rd Fayetteville, GA 30214 for more

information about this topic or by email at Sherwood heather@fcboe.org.

The author would like to thank Dr. Susan Boes for her helpful feedback and assistance throughout the
process of the action research study. The ARS is a requirement of the University of West Georgia Specialist
degree in the area of school counseling, but is the research of the author.

Abstract

This paper describes an action research project evaluat-
ing an elementary school counseling program in a large
suburban Georgia city. Using staff surveys (which in-
clude homeroom teachers as well as support teachers and
paraprofessionals), interviews, and researcher observa-
tions the program was evaluated to determine strengths
and weaknesses. The results indicate that the staff mem-
bers have a general understanding of the school counsel-
ing program’s goals. Most participants indicated that the
program met the needs of the school and its students.
Implications from the research pointed to a need for more
direct collaboration of the professional school counselor
(PSC) with teachers on a regular basis. Further research
into the parent and student perceptions of the school
counseling program is recommended.

A School Counseling Program Evaluation:

Utilizing Staff Perceptions to Guide and Shape
Future Program Planning

With a major focus on accountibilty for educators,
evaluation of all elements of student performance maxi-
mizes student success. School counseling programs must
follow this trend and move toward greater demonstration
of accountability through thoughtful program evalua-
tions. In the state of Georgia, academic compentencies
are based on the Georgia Performance Standards (GPS);
however, the state has not yet established these standards
for school counseling programs.  Individual counties
have flexiblity in the delivery and standards for school
counseling programs.

The purpose of this action research study (ARS) was to
determine the staff perceptions of the school counseling
program for an elementary school (PK -5 grade) in a
large suburban Georgia city and to utilize this informa-
tion to make improvements to the program. The school’s
population is diverse in ethnicity and socioeconomic
status: more than 50% of students are on free/reduced
lunch status, and the student demograpic breakdown is
68% Africian-American, 14% Hispanic, 13% Caucai-
san, 3% Asian, 2% multiracial. Class sizes are below the
state average and numerous supports assist teachers in the
educational process. With only one professional school
counselor (PSC) for a school of almost 500 students, it is
important that the school counseling program, which is
modeled after the American School Counselor Associa-
tion (ASCA) National Model, is regularly evaluated and
changed to meet the needs of students. This paper’s pur-
pose is to review the methods, outcomes, and limitations
from the ARS to determine the program’s strengths and
weaknesses. 'The interventions utilized for improvement
are also discussed. Having interaction regarding the staff
perceptions of the school counseling program will guide
the PSC and the school counseling advisory council in
making changes to program elements and goals to provide
students with a program that better meets their needs.

Review of Related School Counseling Literature

The literature related to this ARS identifies two main
themes: accountability for PSCs and their programs, and
how staff perceptions of school counseling programs im-
pact changes within the programs. Through a review
of this literature, the foundation for this ARS was estab-
lished.
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Accountability and the Need for Program Evalu-
ations

Like other professions, there is an increased demand
for school counseling programs to demonstrate account-
ability and impact on student academic, personal/social,
and career development (Beesley, 2004; Dimmitt, 2009;
Whiston & Aricak, 2008). The American School Coun-
selor Association (ASCA, 2003) created a National Model
for PSCs to utilize as a guide in the creation of programs.
The model is comprised of four domains: foundation,
delivery, management, and accountability. The account-
ability domain promotes the need for PSCs to utilize data
to drive the program goals and demonstrate effectiveness
(ASCA, 2003). Using data, the PSC should be able to
demonstrate how the program’s interventions have as-
sisted in student performance and success.

Methods for Program Evaluations

Thorough evaluation of school counseling programs
can reveal the following: contributions that the program
makes towards educational successes, increased awareness,
and further definition of the responsibilities of the PSC.
Having this information not only builds on the knowl-
edge about the program but also leads to more effective
interventions being utilized in the pursuit of assisting
students (Dimmitt, 2009). School counseling program
evaluation is necessary for the growth and improvement
of the program. ASCA outlines performance standards
and recommends a program audit for PSCs. The multi-
faceted design assists PSCs in simplifying and evaluating
each element of the program. PSCs then utilize the in-
formation in setting program goals (2003). Methods for
program evaluation can vary.

Sample program evaluations. Missouri, for example,
evaluates school counseling programs using a multifac-
eted assessment of the components of the program, su-
pervision of personnel, and program results. This school
counseling model places emphasis on feedback from
stakeholders regarding mastery of competencies, and sat-
isfaction with program elements (Gysbers, Hughey, Starr
& Lapan, 1992). By utilizing several sources of systemic
data, PSCs had a more concrete picture of the impact of
the program.

Conversely, other program evaluations center more on
the individual PSC and his/her personal contributions to
the program. Littrell and Peterson (2001) focused their
description of program evaluation on one PSC’s program

and through extensive observations were able to assess the
impact of the school counseling program on the school
and its students. Although helpful in reference, attempt-
ing to evaluate a program using this method, would pres-
ent major difficulties for PSCs. Having outside observers
enter a setting and conduct interviews related to the ef-
fectiveness of a program would be informative; however,
most PSCs would find this approach unrealistic in that
limited resources would be available to utilize this meth-
od of evaluation.

Many evaluation techniques require feedback from
stakeholders regarding their insights into the program.
This type of feedback can be difficult for stakeholders to
provide, especially if the program is not fully implement-
ed or well publicized. Providing information in the form
of brochures, or presentations to parents and other stake-
holders promotes the school counseling program and the
role of the PSC is made clearer to the stakeholders. In
turn, this improves stakeholder ability to access and eval-
uate program elements (Gillilan, 2006). Once stakehold-
ers are knowledgeable about programs, they are able to
communicate their needs through membership on advi-
sory councils, and feedback in interviews and surveys. By
advertising about programs, stakeholders will know more
about the interventions and program elements that are
offered to students (Lenhardt & Young, 2001). Teach-
ers must be included in stakeholder groups who receive
information on the school counseling program, as they
consistently interact with students and are aware of stu-
dent needs.

Teacher Perceptions of School Counseling Pro-
grams

Surveying stakeholders is considered a useful tool in
program evaluation, specifically with teachers and school
staff as this helps to gain their perceptions of the program.
From teacher surveys, PSCs can obtain information on
beliefs related to their roles and responsibilities. Addi-
tionally, being aware of teacher perceptions is important,
as this information can impact the success of the program
(Jackson, et al., 2002). Teachers are more regularly in
contact with parents and students, so they are more likely
to suggest counseling assistance to a student in need of
these services. Furthermore, providing stakeholders with
opportunities for providing feedback on school coun-
seling programs, demonstrates their importance to the
program and concern for fulfilling their needs (Reiner,
Colbert, & Perusse, 2009). Validating the opinions of
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stakeholders and integrating their needs into programs
helps to guarantee that the program is comprehensive in
nature and will increase buy-in for the program.

Teachers are important stakeholders of school counsel-
ing programs because of the influence they have on stu-
dents and parents (Clark & Amatea, 2004). Collaborat-
ing with this stakeholder group about the program helps
to ensure the counseling services are utilized. Clark &
Amatea (2004) found in their studies of teacher percep-
tions that building positive relationships with teach-
ers was critical to program success. Having a positive
working relationship in which teaming and consulting
between teachers and PSCs occurs will strengthen the
school counseling program and allow for better utiliza-
tion of services.

Although it is difficult to generalize teacher perceptions
studies, the information they yield is extremely helpful
in measuring counseling program effectiveness (Beesley,
2004). This ARS builds upon the research found per-
taining to other school counseling programs that utilize
school/staff perceptions to impact and evaluate the school
counseling program.

Methodology

The method for conducting this study is action research
(AR). With this type of research, educators gather infor-
mation to determine effectiveness of practices. However,
use of AR research results is limited in generalizability but
yields meaningful descriptive statistics for the researcher.
Although AR results have limited generalizability, the data
produced gives helpful insights (Mills, 2011) for possible

replication individualized to the particular program.

Before beginning the data collection process, a plan for
the ARS was given to the school and county administra-
tion for approval. With authorization from both parties,
the researcher received approval from the Institutional
Review Board at the University of West Georgia. The
purpose of the study was to evaluate staff members’ per-
ceptions of the school counseling program to determine
program strengths as well as areas for improvement. The
researcher understood that the willingness of staff mem-
bers to honestly critique the program and its elements
could have influenced participant responses in both in-
terviews and surveys. Additionally, the researcher is the
current PSC and interview participants may not have felt
comfortable discussing weaknesses of the program with

her.

After reviewing related literature and self reflecting on
the current school counseling program, the researcher
formulated hypotheses before beginning the study. The
researcher expected that the staff would be aware of the
most of the elements of the school counseling program
and generally have an accurate understanding of the
PSC’s role.  Lastly, the researcher predicted that staff
would express concerns over certain program elements
that require teacher implementation, but would also have
positive feedback on other program elements.

Research questions were formulated to test these hy-
potheses. The specific research questions include: 1) How
does the school staff perceive the school counseling pro-
gram? 2) Does the school staff have adequate and accurate
information on the role of the school counselor? 3)
How can the school counseling program be changed to
better meet the needs of students?  4) What elements of
the school counseling program currently in place do staff
members perceptive as beneficial to students?

Participants

Prior to survey distribution, all staff members were in-
formed of the ARS, its purpose and goal. In regards
to participants, the term staff member includes full-
time professionals and paraprofessionals that have di-
rect academic interactions with students, which include
classroom teachers, specials teachers, early intervention
program (EIP) teachers, support teachers, and adminis-
trators. Generally, the school staff has an average of 11.8
years of experience in the school setting. There are only 2
male staff members and the rest are females. The majority,
68% of the staff members are Caucasian with the remain-
ing 32% being African-American. During a school staff
meeting, staff members in attendance were given a survey
and their honest, thoughtful participation was encour-
aged. Staff members, with direct student contact, not in
attendance were also given the opportunity to complete
a survey that was placed in their employee mailbox. Of
the 50 surveys distributed, 31 were returned with a return
rate of 62%. Interview participants were selected based
on their willingness to volunteer time to speak with the
researcher about the school counseling program.  Great
care was given to ensure that interviews were conducted
with a representative sampling of staff members to gain
insight from various grade levels and content areas about
the needs of all students. In all, nine interviews were
conducted each lasting approximately 30 minutes. Staff
members were asked strengths of the program, areas in
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which it could be improved and to make general com-
ments regarding the overall effectiveness of the program.

Data Collection and Analysis

For this ARS, data were collected using a staff survey,
staff interviews, and researcher observations. The survey
was developed after reviewing literature and other related
assessment tools. The survey consisted of 10 items using
a 4-point Likert scale, comprised of strongly agree, agree,
disagree, and strongly disagree. Additionally, the survey
also included 3 open-ended sentence completion items.
These items gave participants the opportunity to express
options for improvements to the current school counsel-
ing program. The quantitative data from the survey in-
formation were entered into an Excel spreadsheet. The
information was totaled and converted into percentages

(see Table 1).

Open-ended responses were compiled in a table format
and were examined for reoccurring themes. Interviews
were conducted by the PSC, who also was the partici-
pant researcher in this ARS, with 9 staff members that
are part of different academic teams. These interviews
were conversational, but structured and typically lasted
15-30 minutes. Interviewees were asked to evaluate the
overall program, and to give insights into areas where the
program could be strengthened.  Following the struc-
tured questions, the researcher allowed staff members to
give feedback on other program elements. Researcher
journaling was also utilized for data collection. During
the time frame of the ARS, the researcher kept detailed
notes of informal conversations, and meeting discussions
pertaining to the school counseling program. The notes
were reviewed for common themes, areas for improve-
ment, and program strengths.

Results

Likert scale survey results indicate the staff perceptions
of the school counseling program. Sixty-five percent of
participants strongly agree that classroom guidance les-
sons are conducted regularly, 19% agree, 3% disagree (1
participant), and 13% did not respond. When asked
whether classroom guidance lessons are meaningful 68%
strongly agree, 16% agree, and 16% did not respond.
Thirty-two percent strongly agree that small groups have
been beneficial for students, 42% agree, 3% disagree,
and 23% did not respond. When asked if small group
topics met the needs of students 52% strongly agree, 35

% agree, and 13% did not respond. Sixty-five percent
strongly agree that counseling referrals are followed up in
a timely manner, 26% agree, and 10% did not respond.
When asked whether or not teachers were given appro-
priate follow-up information 32% strongly agree, 42%
agree, 10% disagree, and 16% did not respond. Ninety-
four percent strongly agree or agree that the PSC meets
with parents when needed or requested, 6% did not re-
spond. When asked if the PSC is willing to meet with
teachers to plan for student needs 61% strongly agree,
and the remaining 39% agree. Sixty-five percent strong-
ly agree that they would recommend school counseling
services to students and parents, 32% agree, and 3% did
not respond (see Table 1).

Three open-ended survey items were also included to
allow staff opinions for improvements to the program,
ideas for new program elements, and insights into how
the school counselor can better serve students.  Forty-
eight percent of participants expressed their opinions.
Several people wrote comments of positive feedback, but
nothing that specifically answered the questions. Some
suggestions were made for ways or areas for program im-
provement which include having another PSC, more time
for small groups, and reminders of classroom guidance
lessons (see Table 2). In regards to beginning new pro-
grams, some suggested the following: more one on one
counseling for students with major needs, conducting
classroom guidance sessions in the individual classrooms
instead of the PSC’s room, meeting monthly with grade
levels to discuss student needs, and parenting workshops
(see Table 3). The final open-ended question referred to
how the PSC could better serve students. This question
yielded some responses but only a few suggestions for im-
provements which included having the counselor spend
less time on behavioral issues, and having time available

for prevention (See Table 4).

Notes from researcher observations and interviews were
reviewed for repeated suggestions for program improve-
ment.  Qualitative results indicated several common
themes from teachers for improving the school counsel-
ing program. Common themes were established as ideas
that more than one teacher recommended as a program
change. Staff felt classroom guidance is helpful and com-
pleted regularly. ~ Multiple teachers suggested having
more classroom guidance sessions, instead of the current
one per month. A few participants mentioned that hav-
ing the second lesson of the month on the same topic
as a review of the information taught in the first lesson
to reinforce this material. Several staff members shared
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that referrals are followed up quickly and given needed
attention. Two teachers expressed frustration about the
PSC being called upon to handle administrative or disci-
pline issues, which took away from counseling time. The
main theme that emerged from the interviews is the de-
sire for monthly collaborative planning sessions with the
PSC. Teachers believed it would be beneficial to know
monthly guidance topics so that they are able to reinforce
the material with students. Additionally, several felt that
this would be a good time to share student concerns with
the PSC to see if there are possible interventions for help-
ing the students with needs. Other comments indicated
great satisfaction with the school-wide character educa-
tion program, and positive feedback on guidance lessons
and small group topics.

Discussion
The ARS, designed to evaluate the school counseling

program at a suburban elementary school, indicates that
stakeholders perceive that the overall program is function-
ing to meet the needs of students based on their survey
responses and interviews. Participants provided positive
feedback and suggestions for strengthening further the
PSC and the program elements. Almost all respondents
report classroom guidance lessons and small group coun-
seling as beneficial to students. Data from in-depth in-
terviews suggest that the guidance curriculum could be
strengthened by adding more lessons which would rein-
force skills that have been previously taught.  Further,
having teacher buy-in through collaborative meetings
would allow for greater transfer of learning as teachers
will be able to use the same vocabulary and concepts cov-
ered in the guidance lessons.  Small group sessions would
also be strengthened through collaborative interactions
with staff members.

Interview data also indicate that some students do not
receive referrals to small group because teachers were not
aware of group options or did not communicate the need
to the PSC. By providing all grade level teams with a
monthly time to connect with the PSC, the school coun-
seling program should be better able to ensure that stu-
dents’ needs are not going unmet.

Throughout the survey, there were several items that a
fairly large percentage of respondents chose not to answer.
Because all staff members, including the support teachers,
were surveyed, it is likely that staff members who were
not homeroom teachers may not have been aware of stu-
dents who participate in small group counseling or the

impact of classroom guidance on students. Support staff
interviews affirmed that these teachers are aware of the
elements of the school counseling program, but that they
did not feel they had adequate knowledge to rate them.

Data related to counseling referrals explain that the staff
members believe that both teacher referrals and student
self referrals are handled in a timely manner. Upon re-
view of the data, the researcher discovered that two of
the survey questions were very similarly worded and were
likely confusing to participants. ~However, the results
indicate that staff members do not find referral follow
up as a concern. Furthermore, during the interviewing,
several participants expressed satisfaction at the handling
of referrals and the quick response time. One interest-
ing finding indicated that staff members (n=2) expressed
concern that the PSC might be delayed in responding to
counseling referrals because non-counseling duties have
been assigned to her (e.g., the PSC being called to handle
classroom disciplinary concerns more appropriately as-
signed to an administrator). The teachers felt this was
a concern for the administration and not the fault of the
PSC or teachers’ misunderstanding of the PSC’s role.

The findings of this ARS offer helpful considerations
for evaluating the school counseling program.  From
the overall staff perceptive, the program is beneficial and
meets student needs. Although the program is valuable
to student success, areas of improvement were discovered
and appropriate interventions can be utilized to advance
the program’s development.

Interventions

One of the recurring themes in the staff interviews
was the potential benefit of having monthly grade level
team meetings with the counselor. The PSC began meet-
ing with each grade level team monthly to share student
concerns and to debrief staff members on the classroom
guidance topic for that month. This time for individual
student planning has strengthened the program by allow-
ing for easier access to referrals and early counselor inter-
vention for problems.

Future interventions will include adjusting the class-
room guidance schedule to allow for two classroom guid-
ance lessons each month. The PSC will begin piloting
this intervention at the beginning of the next school year
to determine how this change to the schedule will impact
the rest of the school counseling program.
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Limitations

There are several limitations with regard to this ARS.
First, the data from the study only include one mid-sized
suburban elementary school. While this ARS could be
replicated in other schools, the implications and results are
only pertinent to the program evaluation for the school
at hand. The interventions utilized, however, could likely
be beneficial to other school counseling programs. An-
other limitation is the use of untested measurement tools.
The survey, created by the researcher from a review of the
literature, had some items which were not worded clearly.
Two of the questions seemed to be evaluating the response
time of the PSC. If further surveys of other stakeholder
groups are to be done, it would be helpful to pilot the
survey tool with a focus group before full distribution.
Further, the interviews were conducted by the PSC which
may have caused participants to answer differently than
with an outside researcher. While a participant research-
er is an entity within AR, it can be difficult when inter-
views are conducted. In the future, it would be wise to
have another individual conduct the interviews.

Implications and Conclusions

The school staff members at this elementary school are
familiar with the school counseling program and its com-
ponents.  Although some adjustments can be made to
the program to improve its ability to meet student needs,
it generally seems, from a teacher perspective to be suc-
cessful. The suggested interventions are likely beneficial
and will have a positive impact on improvement of the
overall program. However, with the demands placed on
the PSC’s time, it will be important to resolve some of
the disciplinary duties that are often requested of the PSC
thus allowing time for more classroom guidance lessons
and collaborative planning with staff.

The results of this ARS proved to be helpful to the PSC
in providing a careful program evaluation. From the in-
formation gathered, adjustments to the current plan will
be implemented. The study also points to a need for
future program evaluations to survey other stakeholders
such as parents and/or students to determine their aware-
ness of the program and its components to be sure that
they are able to easily understand and access the school
counseling program.
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A School Counseling Program Evaluation:

Appendix A

Staff Perceptions of an Elementary School Counseling Program

*“This survey is voluntary and anonymous. Completed surveys will be used in improving the school counseling program

Please indicate your role in the school

Homeroom Teacher Support Teacher Administrator Paraprofessional

Please complete for your perceptions related to the school counseling program.

Strongly Agree Disagree | Strongly
Agree Disagree

1) Classroom guidance lessons are conducted regularly.

2) The topics of classroom guidance lessons are meaningful.

3) Within the school counseling program, small groups have been
beneficial for my students.

4) Small group topic/focus covers several areas that meet the needs
of students.

5) Counseling referrals for students are followed up in a timely man-
ner.

6) Teachers are provided an appropriate amount of follow-up
information about their students as it relates to the school counseling
program.

7) School counseling student referrals are follow-up in a timely man-
ner.

8) With regard to the school counseling program, the counselor
meets with parents as needed or requested.

Q) With regard to the school counseling program, the school coun-
selor is willing to meet with teachers to plan for student needs.

10) I recommend school counseling services to students and parents.

The school counseling program could be improved

| would like the school counseling program to begin

The school counselor could better serve students

;
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A School Counseling Program Evaluation:

Appendix B

Table 1
Elementary School Perception Survey Results: Likert Scale Statements
Response Percentage/ n=31

Statement SA A D SD NR

1) Classroom guidance lessons are 65% 19% 3% 0% 13%
conducted regularly.

2) The topics of classroom guidance lessons 65% 16% 0% 0% 16%
are meaningful.

3) Within the school counseling program, 32% 42% 3% 0% 23%
small groups have been beneficial for my
students.

4) Small group topic/focus covers several 52% 35% 0% 0% 13%
areas that meet the needs of students.

5) Counseling referrals for students are 65% 26% 0% 0% 10%
followed up in a timely manner.

6) Teachers are provided an appropriate 32% 42% 10% 0% 16%

amount of follow-up information about
their students as it relates to the school
counseling program.

7) School counseling student referrals are 61% 26% 0% 0% 13%
follow-up in a timely manner.
8) With regard to the school counseling 65% 29% 0% 0% 6%

program, the counselor meets with
parents as needed or requested.

9) With regard to the school counseling 61% 39% 0% 0% 0%
program, the school counselor is willing
to meet with teachers to plan for student
needs.

10) | recommend school counseling services 65% 32% 0% 0% 3%
to students and parents.

Note: SA= Strongly Agree, A= Agree, D= Disagree, SD= Strongly Disagree, NR=No Response

‘
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A School Counseling Program Evaluation:

Appendix C
Table 2
Open-ended Survey Responses 1: Program could be improved by:

Response # Response

1 | think our program offers a variety of options already

| think we do a great job

More time for more small groups

By keeping Mrs. Sherwood

Awesome and multifaceted! Thanks for all you do and all you offer!

Only if we could get another counselor. Heather does a wonderful job.

Not trying so many different programs. Staying with one or two that work

O IN OO W (N

Please send a reminder re: guidance in the morning

Appendix D

-l(-;l;!een?ended Survey Responses 2; | would like the school counseling program to begin:
Response # Response
1 One on one counseling with a few students who have major issues!
2 Continue character building - | love the videos
3 Meeting with grade levels 1time month to see needs
4 Parenting classes at the beginning of the year (mini ones/ off shoot of this year)
5 ASAP when school starts
6 Beginning of the year

;
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A School Counseling Program Evaluation:

Appendix E
Table 4
Open-ended Survey Responses 3; The school counselor could better serve students:
Response # Response
1 Qurs is doing a wonderful job. Always helpful, reliable, supportive. . excellent with the students
... great example of what a school counselor should be/do
2 | can't think of anything you are doing a great job!
3 She does a great job
4 If she had more hours in the day. We seem to have many needs. | think that more students
would benefit from small group sessions
5 If we had 2 counselors. 1for K-2; 1for 3-5
6 If she was not so busy with behavior issues each day
7 By visiting the classroom more than having class in the counselors office only
8 Shes doing a great job
9 Mrs. Sherwood does an excellent job
10 Mrs. Sherwood does an excellent job! | don't see how she gets so much accomplished! Hard
workerl
1 This program is fantastic!

‘

24 GEORGIA ScHOOL COUNSELORS ASSOCIATION



A School Counseling Program Evaluation:

Appendix F
Guided Interview Questions about
School Counseling Program

Teachers Name Grade/Subject Taught

What do you feel are the positive elements of the school counseling program?

How can the school counseling program be improved to better meet the needs of your students?

What changes do you feel would be beneficial to the program?

Please comment about the overall effectiveness of the program and what adjustments could be made to
increase effectiveness.

;
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New School Counselor Perceptions of Their Mentoring and Induction Program

New School Counselor Perceptions of Their Mentoring and Induction Program
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Abstract
Abstract

School counselors in their first year of practice within
the profession or within a new school district can expe-
rience challenges in assuming the professional responsi-
bilities associated with their role. Mentoring programs
are one form of professional assistance that has been rec-
ommended in the literature for new educators, including
school counselors.

The purpose of this study was to explore the percep-
tions of new elementary school counselors regarding their
mentoring/induction program in a large suburban school
district in the southeastern United States. A qualitative
case study was conducted and data were collected from
multiple sources, including individual interviews, obser-
vations, and documents. Findings highlighted both posi-
tive perceptions held by program participants regarding
training, resources, support, impact, and effectiveness, as
well as specific needs not addressed.

New School Counselor Perceptions of Their
Mentoring and Induction Program

For most new school counselors, the first year on the
job is filled with daily challenges to meet competing de-
mands of students, parents, and faculty. Student crises,
classroom presentations, group guidance, staff meetings,
program planning, accountability studies, and paperwork
must all fit into overbooked schedules. New school coun-
selors may feel stressed in their attempts to meet such var-
ied demands (Baggerly & Osborn, 2006; Butler & Con-
stantine, 2005; Culbreth, Scarborough, Banks-Johnson,
& Solomon, 2005; Rayle, 2006). Furthermore, peer sup-
port can be limited when school counselors work alone or
in small departments within much larger faculties (Mor-

rissette, 2000; Thomas, 2005).

Mentoring and induction programs provide one time-
honored method of support for new educators. Although
mentoring programs for new counselors have been en-
couraged in recent years (Jackson et al., 2002; Lazovsky &
Shimoni, 2007; Walker, 2006), the development of such
programs has lagged behind that of mentoring for oth-
er educators. When Black, Suarez, and Medina (2004)
reviewed the various counseling flagship journals, they
discovered that less than 1% of all articles published in
the last three decades pertained to mentoring. Although
mentoring of new counselors is promoted in the available
literature, the concept of organized, structured induction
programs has received little attention in current publica-
tions for professional school counselors.

In theory, a mentoring/induction program for new
school counselors should benefit both the participating
counselors and their students. Effective school counsel-
ing programs can improve school climate (Fitch & Mar-
shall, 2004), as well as student achievement (Brigman &
Campbell, 2003; Steen & Kaffenberger, 2007). Strong
support of new school counselors can assist these coun-
selors in offering impactful programs and services to their
students.

Novice school counselors fresh from graduate training
may enter the field well-versed in helping skills, but may
be potentially lacking in their knowledge of school cul-
ture and their particular role within that culture. Teachers
may perceive new counselors who do not have teaching
backgrounds as less competent than those with classroom
experience (Quarto, 1999). Conversely, first year school
counselors with teaching backgrounds may be quite fa-
miliar with school culture, but their shifting roles within
the work setting can prove stressful. Learning to relate to
students and faculty from a counselor’s perspective and
adapting to a less structured work environment may pres-
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New School Counselor Perceptions of Their Mentoring and Induction Program

ent challenges for these former teachers (Peterson, Good-
man, Keller, & McCauley, 2004). Furthermore, many
new counselors perceive that their faculties expect them
to be highly functioning professionals from their initial
days of employment (Matthes, 1992; McMahon & Pat-
ton, 2001). Peer supervision from more experienced
colleagues or clinical supervision from a district counsel-
ing coordinator may ameliorate some of the stress new
counselors experience, if they are fortunate enough to
have such support. Those new counselors who are vet-
erans of the profession but are new to a particular school
district may benefit from training in the culture of the
local district, that is, what the expectations are regarding
counselors and their role. Through appropriate training
and support in a first year mentoring/induction program,
these gaps in knowledge can be filled and role expecta-
tions clarified.

In Brott and Myers’s (1999) grounded theory of school
counselor identity development, which provided the con-
ceptual framework for this study, the authors argued that
the development of a professional identity is crucial to
school counselors. Such an identity “serves as a frame of
reference for carrying out work roles, making significant
decisions, and developing as a profession” (Introduction
section, ¢ 4). Brott and Myers reported that a “blending
of influences” occurs over time as new school counselors
progress through various training experiences and par-
ticipate in professional interactions with constituents. In
the mentoring/induction program that was studied, new
counselors had a unique opportunity to add to this blend
of influences through the training and support provided
by the program mentors.

The purpose of this study was to explore the effective-
ness of a structured mentoring/induction program for
new school counselors at the elementary school level
through the perceptions of program participants. In the
program that was selected for study, three experienced
counselors served as mentors to a group of 11 newly hired
elementary school counselors; seven of the new counsel-
ors were novices and four were veteran counselors who
were new to the school district. Program design included
a series of structured monthly meetings for the mentees,
led by mentor counselors throughout the first school year.
Each mentor also provided individual support to mentees
as needed. The mentor counselors created both program
curriculum and activities for each meeting. Sessions in-
cluded numerous topics of value to new counselors, in-
cluding use of computer technology, mandated reporter
training, small group lessons, classroom guidance, teacher
support, district and community resources, organizational

techniques, maintenance of counseling records, account-
ability studies, and consultation. By closely examining
the impact of this program through the perceptions of its
participants, this study explored how effectively the pro-
gram was meeting the needs of these counselors and how
the program might be improved to better address unmet
needs.

Method

Research Questions

Of central interest in this case study was the research
question: How do new counselors perceive the struc-
tured mentoring/induction program? The researcher also
sought to explore participant perceptions of training and
peer support received within the program; individual im-
pact, if any, of the mentoring/induction program; nec-
essary components of a highly effective mentoring/in-
duction program; and how future mentoring/induction
programs might be adapted to better meet the needs of
participants.

Sample and Participant Selection

Merriam (1998) argued that two levels of sampling are
usually necessary in a qualitative case study: first, the case
itself must be selected, and then sampling within that case
must be determined. In this study, the case selected was a
mentoring/induction program for new elementary school
counselors within a large public school district in the
southeastern United States. This program was selected for
study because of its structured approach to new counselor
mentoring, including a planned calendar of meetings, set
agendas for each session, and a group mentoring format.

Purposeful sampling was also used to select the sample
within the case, just as it was used to select the case itself.
At the second level of sampling, six elementary counselors
were selected from 11 potential participants, representing
10 different elementary schools. Although demographic
data were not collected regarding participant age and eth-
nicity, all of the 11 potential participants were female. Of
the potential participants, seven were novice elementary
school counselors and four were elementary school coun-
selors new to the district, but with previous counseling
experience. Input was sought from the primary program
leader in determining which participants to select and es-
tablishing a prioritized list of those who were invited to
participate. By including participants with prior experi-
ence, a sample was provided that was representative of the
district’s program, which included all counselors new to
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New School Counselor Perceptions of Their Mentoring and Induction Program

the district, regardless of prior experience. Potential par-
ticipants were solicited for the study through e-mail in-
vitation. To ensure confidentiality, all participants were
assigned a pseudonym and references in the manuscript
utilize these pseudonyms.

Data Collection and Analysis

Methodology for this case study of a new counselor
mentoring and induction program included multiple
sources of evidence: (a) individual interviews with pro-
gram participants, (b) observations of new counselors in
the work setting, and (c) investigation of program docu-
ments. The researcher designed all data collection tools,
including an oral questionnaire and an observation pro-
tocol. The researcher collected data in the individual in-
terviews using a semi-structured format that allowed flex-
ibility in questioning. Field notes, researcher reflections,
and audio-taped recordings provided the means of data
collection. Four observations of new counselor activities
were conducted. Two counselors were observed teaching
classroom guidance lessons. Two additional participants
were observed in systems support activities, specifically in
program planning consultation with fellow counselors.
The researcher took notes in the observations using a data
collection form that included field notes and reflections
organized around six guideposts. The documents studied
included program calendars, handouts, and a new coun-

selor handbook.

Data were analyzed at two levels. The researcher first
utilized the constant comparative method recommended
by Merriam (1998) to conduct category construction. At
the second level of analysis, a search for broader themes,
patterns, and relationships among the identified concepts
was conducted.

To ensure data quality within the study, the researcher
used multiple sources of evidence as recommended by
Yin (2009), including individual interviews, observations
in the field, and document review. Additionally, a chain
of events was established through the use of a case study
protocol guiding the collection and analysis of data. The
researcher also used member-checking to allow partici-
pants to review transcripts and provide feedback on initial
findings (Merriam, 1998).

Findings

Participant Perceptions of Training and Peer Sup-
port

McMahon and Patton (2001) believed that new coun-
selors would need additional training and support in their
first year on the job, especially with the practical aspects
of their jobs, and more specifically, in adjusting to the
school culture. The authors also noted that new counsel-
ors would benefit from the guidance of more experienced
counselors during their first year. The findings of the cur-
rent study of the mentoring/induction program for new
elementary counselors mirrored the findings of McMa-
hon and Patton. Overwhelmingly, the mentees revealed
positive perceptions of the program, the mentors, and the
resources provided. By far, the majority of impressions
that were shared by the participants were positive. Out
of 34 impressions shared by the participants interviewed,
25 were clearly positive and could most often be catego-
rized as helpful. The mentees described numerous ways
in which they perceived that the program helped them:
through sharing of resources, demonstrations, consulta-
tion, exploration of materials, and mentor support. Bea-
trice found the new counselor handbook to be especially
valuable:

Probably the nicest thing about summer orientation
was getting the binder, the tool kit that they made for
us which was something that I could refer to all year
long. Being able to leave with that, you know having
that in my hands was really important.

Beatrice also expressed appreciation for the mentoring
meetings as “a really safe place, a safe environment. It
really just took kind of a ‘come as you are’ and talk about
whatever it was you were experiencing.” Danielle val-
ued the “support of resources, being able to consult with
someone, bouncing ideas off of someone, getting ideas
from someone. I mean the program was very consistent
and just extremely helpful.” Allyson found that the men-
tors “really did a good job of overall covering everything
that would be helpful, you know, ‘Here’s how you do
your monthly report.” They gave extra help in doing the
ASCA model as well.” Fiona also valued the leadership of

the program mentors:

Both ladies leading the program were incredibly
knowledgeable. Listening to them talking was like
listening to my favorite professor at school. They
were role models for me and I had a feeling like “I
want to be like one of these ladies” when I get experi-
ence in my field.

Participant responses to specific interview questions
regarding peer support were mixed. Mentee comments
regarding mentor support were uniformly positive. How-
ever, when queried about support from fellow new coun-
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selors within the program, responses varied; some felt that
the commiseration between mentees was quite valuable,
and others expressed the opposite viewpoint. Beatrice,
a novice counselor, found it helpful to hear from other
new counselors “how some of their challenges and issues
were similar and how some were very, very different.” As
an experienced counselor, Allyson stated that she did not
find the peer consultation component as valuable as the
novice counselors in the group appeared to find it.

Participant Perceptions of Individual Impact

Counselor mentors can play a vital role in teaching
their protégés the skills they need for success in the work-
place (Lazovsky & Shimoni, 2007). Program participants
interviewed in this study stated that the mentoring/in-
duction program had enhanced their feelings of profes-
sional efficacy as newly hired counselors. Mentees gave
numerous examples of skills they had developed while in
the program, as well as valued resources, such as the new
counselor handbook that had been created by mentors.
Program participants also discussed the value of mentor
support in making decisions and gathering resources, a
finding supported in studies that cite the importance of
new counselor mentoring in easing adjustment to the
school culture (Desmond et al., 2007; Peterson et al.,
2004).

Program participants also cited numerous examples of
resources their mentors gave them for classroom guidance,
group lessons, office organization, classroom manage-
ment techniques, and attendance programs. For exam-
ple, three different participants described a puppet named
“PAL” that was introduced to them as part of a classroom
guidance lesson on listening skills that the mentors had
shared. All three counselors had used or were planning
to use PAL in their own classroom guidance. Mentors
also presented a lesson on transition to middle school;
subsequently two of the mentees used this lesson plan
with their own fifth graders. Two participants discussed
the helpfulness of the small group topics and lesson plans
shared by mentors. Several participants mentioned the
usefulness of a meeting held on site at two of the mentors’
school, wherein mentees had an opportunity to view the
set-up of the mentors’ offices and organizational systems.

Danielle described the process that led program men-
tors to share valuable information on attendance pro-
grams:

[The mentors] would e-mail us and say, “Our meet-
ing’s coming up. Do you all have anything you want
to add?” So I e-mailed about I've been having some

attendance issues.... So like that next meeting, they
brought, ... an attendance packet, so it had like an
attendance contract, a letter for parents, ... when
to keep your kid at home, so just those types of re-
sources. And they also did attendance days, where the
people the previous year who had multiple absences,
they’d have a day where they would be with the coun-
selor, the social worker. Theyd be meeting, inviting
those people in, just kind of an attendance informa-
tional type of meeting,.

Not only did Danielle perceive the attendance inter-
ventions as useful, she clearly found the process wherein
the mentors sought input prior to meetings to be helpful
as well.

All counselors interviewed stated that participation in
the mentoring program had impacted the quality of their
own classroom guidance. Elizabeth said that she “got dif-
ferent perspectives on how to tackle problems” in class-
room management from the mentors. Over the course of
the school year, she purposely made her lessons more “in-
triguing” and “interesting” and subsequently found that
she had fewer off-task behaviors with her students. Other
mentees described classroom guidance ideas that they
learned in the mentoring program, ranging from kinder-
garten friendship activities to end-of-year fifth grade les-
sons. Fiona added that she reduced the time she spent
designing her classroom guidance lessons by repeatedly
teaching the same lesson in grade levels where students
were close in age, a tip she learned from the program
mentors.

Through the mentoring program, participants learned
strategies for organizing resources. Danielle commented
that “you can have great ideas but another part is keeping
those ideas, keeping these resources, organizing them, so
theyre able for you to use and then pass on to others.”
Carrie was interviewed during the summer following pro-
gram participation. She described how she was working
on plans to align her school’s counseling program with
standards of the American School Counselor Association
(ASCA) National Model (2005), which she had learned
about in the mentoring/induction program. Carrie was
also making use of her free time to organize lessons:

What I've been doing this summer that I did not ac-
tually have an opportunity to do for last school year is
to actually go through and look at my standards and
competencies for the grade levels that I'm over and
kind of get my lessons together.

Participants discussed numerous ideas for improving
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staff relations during the following school year by using a
variety of ideas they had learned during meetings of the
mentoring/induction program. Mentees described facul-
ty morale boosters, methods for improving staff climate,
and techniques for improving relationships with teachers
that were shared by mentors. Allyson recognized the need
for regular collaboration with her administrators while
participating in the program. She wanted to discuss both
guidance plans for the upcoming year and a counselor/
principal management agreement with her administrators
because she saw “a disconnect between counselors and the
administration” and a need for better counselor collabo-
ration with them.

New counselors made numerous references to support
received while in the program, such as networking oppor-
tunities with other new counselors, advice from mentors,
case consultation, peer support, and motivation. Eliza-
beth described the motivational impact of the meetings:

Every time I would leave the mentoring meetings,
it just made me want to improve our program even
more. I always wanted to make improvements and
think of ideas for our program so it kind of lit a fire
under me. It - they motivated me.

Mentees also viewed the individual support given by
program mentors as positive. There were times when
“what you need to do isn't listed in [school district] pro-
tocol,” but the new counselors could turn to one of the
three mentors for advice. The program mentors were
seen as “definitely available - - e-mail or phone call - - re-
ally quick. Always there to be helpful if you did have a
question and you needed an answer.” Not one of the new
counselors interviewed in this study expressed the sense of
isolation that had been described in the literature on the
first-year counseling experience (Culbreth et al., 2005;
Dollarhide & Miller, 2006; Jackson et al., 2002; Nelson
& Johnson, 1999).

Participant Perceptions of a Highly Effective
Mentoring/Induction Program

According to ASCA, veteran school counselors should
provide “support and mentoring to novice professionals”
and should contribute “to the development of the pro-
fession through the sharing of skills, ideas, and expertise
with colleagues” (ASCA, 2010, Section E2). The partici-
pants interviewed expanded on ASCA’s concept of men-
toring and specifically described their ideal mentoring/
induction program. Danielle’s vision of the ideal pro-
gram was that it should be “a structured one, which we
had, (laughs) where we kind of knew what to expect for

everyone.” Overall, responses fell into three categories:
structure, resources, and support. Mentees proposed that a
mentoring program should ideally be structured through
such means as planned agendas with pertinent topics,
consistent meetings of appropriate length and frequency,
and opportunities to address individual concerns when

needed.

Mentees discussed the value of learning about guidance
resources, not only as part of an ideal mentoring/induc-
tion program, but as part of the program in which they
had participated. Numerous highly valued resources were
available to program participants and included a hand-
book for new counselors, as well as a lesson plan data-
base and electronic handbook that were available to all
counselors in the district. Mentees also expressed that
new counselor mentoring should ideally provide a means
to review topics relevant to the school year calendar in
a timely fashion. For example, school adjustment issues
could be discussed at the beginning of the school year,
when student issues are most likely to arise.

Program participants believed that ideally, support in
a mentoring/induction program should come from both
mentors and peers. Allyson stated that the mentors in her
program “were definitely available -- e-mail or phone call
- - really quick. Always there to be helpful if you did have
a question and you needed an answer.” Beatrice described
the value of peer support:

I loved the fact that our mentors gave us a little bit
of leeway time at the beginning of each meeting and
they encouraged us to find a buddy, meet up with
each other and to have lunch first, go have lunch and
then come and talk.

Opverall, Beatrice’s response regarding components of
an ideal mentoring/induction program was typical of the
new counselors. Such a program, she stated, “would look
a lot like what we got.”

Participant Perceptions of How Their Mentoring/
Induction Program Might Be Improved

Interview responses from all six mentees indicated that
there was little that the new counselors would change
about their mentoring/induction program. Elizabeth
commented that “I don’t think anything was lacking.”
Danielle stated that “Obviously there’s room for improve-
ment for things, but I really dont know any negatives
to the program.” Nevertheless, participants had several
suggestions for program improvement, including more
one-on-one mentoring, mentoring novices and those
with prior counseling experience in two separate groups,
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running the program over two years instead of one, and
providing more information on community resources
for needy families. Some participants indicated that
including more mentors in the program might increase
the amount of personal attention available to mentees.
As Elizabeth remarked, “I think about those who didn’t
have a co-counselor that had years of experience,” that is,
an on-site veteran who could assist on a daily basis. An-
other suggestion for program improvement was to make
available a master list of veteran counselors who could be
called upon for consultation, as Carrie suggested: “OK,
call these veteran people; you know all of them are on
the same page.” Allyson, who had prior counseling ex-
perience in another school system, participated in the
program because she was new to the district. She sug-
gested that having two separate mentoring groups would
be ideal - that is, “having new counselors together and
then having [those] new to the system together.” Fiona
was interviewed at the beginning of her second year as
a school counselor and wanted the mentoring/induction
program to continue:

An ideal program for me would last two years. As a
second year counselor, I still feel... new in this field
and with all the challenges that this job presents, it
would be great to continue having that support this
year.

Beatrice was also reluctant to see the mentoring pro-
g
gram end after only one year:

It was very nurturing. Just the amount of resources and
information that we were given was incredible. [The men-
tors] put so much time and energy into preparing for us.
That was evident. I think that we were all so apprecia-
tive. You know, we would joke along the way, “We‘re not
sure how we're going to do when we don’t have this next
year.” And it was true. It was sort of a joke, but there was
a feeling that we weren’t ready to be weaned, so to speak,
(laughs) from this experience because it was so nurturing.

Discussion

The mentoring/induction program in this study pro-
vides other school systems with an efficient model for in-
ducting new counselors into the profession while provid-
ing the quality of training and support that is essential for
guiding new hires through their first year of employment.
Highly skilled mentors provided the necessary expertise;
program structure provided the appropriate setting. The
combination of these two factors produced the experi-
ence so highly valued by mentees. By selecting skilled

mentors and by providing the opportunity for extended
meetings with protégés, the sponsoring school district an-
ticipated and fulfilled new counselor needs. As a general
recommendation, other school districts should consider
implementing a similar model for the induction of their
new school counseling hires. Use of such a model should
result in faster adaptation to the school counseling role,
higher productivity in the new counselor’s first year on the
job, and ultimately, improved services for students. Both
of the counselor participants who had prior experience in
other school districts said there was no similar program
in their previous system, a situation which created a void
for them in their novice year. As Allyson stated, “In the
other system, it was, you're just thrown in. Youre a new
counselor, here’s your school, go!”

The research findings extend the conceptual framework
that guided the study, Brott and Myers’s (1999) grounded
theory regarding professional identity formation in school
counselors. Brott and Myers theorized that professional
identity is formed through a blending of influences from
both training and professional interactions; a structured
mentoring program can provide extensive opportunities
for new counselors to receive such training and support
in their professional interactions. Mentee perceptions of
program effectiveness and impact were overwhelmingly
positive. Each counselor interviewed described at least
two positive impressions of the program and identified a
minimum of three areas of professional impact. Partici-
pants valued program structure, with set meetings and
agendas, as well as purposeful training and support activi-
ties. Each counselor also identified at least one aspect of
the job that she might approach differently in the future
as a result of program participation. Observations and
document review reinforced data collected in individual
interviews. New counselors were observed in both class-
room guidance and systems support activities, that is,
roles for which they had been trained in the mentoring
program. Document review and analysis revealed that
purposeful training and support had also been provided
through a new counselor handbook and program hand-
outs.

Limitations of the study included the small sample size
and the possibility that those new school counselors who
agreed to participate in the study may have been a more
motivated group than those who declined. If this is true,
then the study’s findings may have been skewed in a more
positive direction than if a more representative sample
had been used. A final limitation of the study was that
the researcher has served as a mentor to new school coun-
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selors at the middle school level for many years, and as
such may have a positive bias toward the concept of new
counselor mentoring.

The central research question that guided this study
was: How do new counselors perceive the structured
mentoring/induction program? The data collected and
analyzed in this study indicated that participants had
overwhelmingly positive perceptions of the program as a
whole, and that such a program was an effective means of
inducting new counselors into the school system. Thus,
new counselor mentoring can clearly play a role in the
formation of professional identity for novice counselors.

The findings of this qualitative case study provide sup-
port for the mentoring and induction of new school coun-
selors, particularly through structured programming. Be-
cause related research on this topic is currently lacking,
there is ample opportunity for continued investigation.
Areas for possible future exploration might include a
comparison of group mentoring to traditional one-on-
one mentoring, a study of new counselor mentoring at
the middle or high school level, or a quantitative study
of new counselor mentoring. Regardless of the direction
of future research, finding effective ways to support those
new to school counseling can only serve to strengthen the
profession as a whole.
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Perspectives From Stakeholders

This Journal feature presents school counseling stakeholders” perspectives that potentially reframe
school counselors’ conceptualization of service delivery, ethical considerations, and professional development needs.
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Abstract

Two Muslim women who hold Ph.D.’s, a clinical and
developmental psychologist and a teacher educator speak
personally and professionally about important informa-
tion school counselors need to know about Islam and
providing services to Muslim children. First, the authors
draw from personal experiences in parenting Muslim
children who have come of age in public schools. Second,
the authors’ collective years of professional interviewing,
counseling, and teaching facilitate analysis and unpacking
of half-truths and untruths circulating about Islam and
Muslims in the public forum today. They provide accu-
rate facts about Islam and most importantly, address the
damaging impact to the self esteem and identity forma-
tion of Muslim children and young adults who develop
their sense of self in today’s post 9-11 anti-Islam climate.

Say the Word Islam: School Counselors and Mus-
lim Children

Optimizing healthy emotional adjustment of Muslim
students in the public schools must be grounded in ac-
curate knowledge about Islam, Muslims and Muslim
culture. In many cases Muslim children are attending
schools where the entire school community—other chil-
dren, their parents, teachers, principals and school coun-
selors have accepted without question, the biased and
often incorrect messages that have been conveyed overtly
and covertly through the media. It is no wonder that,
when being dropped off at school one morning, a kinder-
garten child from a Muslim family told his mother “Don’t

tell them were Muslim.” Or, that another child whose
name was Osama before the World Trade Center tragedy,
has subsequently begun to hate school and to exhibit
an increasing sense of isolation from his peers. Or, that
Muslim girls have had their scarves pulled off by laughing
mischievous children buoyed to action by the hate and
fear filled messages about Muslims in their environments.
Because there has been a wave of anti-Islamic sentiment
stirred in the American news media since 9/11/2001,
school counselors must interrogate their own knowledge
and perceptions of Islam and Muslims if they are to deal
fairly and effectively with Muslim children themselves
and if they are to help other professionals in their institu-
tions to do the same.

In another more detailed example, a ninth grade so-
cial studies class was given an assignment to do a project
on “terrorism.” The choices given the students involved
<« . . » . .

Islamic terrorist groups.” A Muslim student in the class
requested to do her project on peace movements, but the
request was denied. The student then requested to do her
project on terrorism by whites against blacks in America.
This project was grudgingly permitted. Although her

proj grudgingly p g
project met the stated requirements, she was given the
lowest grade in the class. The student and her parent sent
her project to outside evaluators at a teacher education
program at a nearby university and were uniformly told
that the grade was not fair. The teacher education depart-
ment invited the young Muslim student to present her
project for teacher education majors at the college and

. . . KA <« »
was again uniformly given grades of “A” or “B.” Numer-
ous conferences with administrators and the teacher even-
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tually resulted in the grade being changed.

The words Islam and Muslim have been equated in
numerous multi-media forms in the US with zerrorism
so often that even well-meaning typically critical think-
ing citizens—including school counselors and classroom
teachers--may display some signs of “Islamophobia.” Is-
lamophobia is a term coined recently in the counter-me-
dia to describe the hatred, fear, and religious intolerance
engendered among some American people as a result of
overt media messages. In the entertainment media there
have been overt media messages as well, sending the direct
message that Islam and terrorism are words to be paired.
For example, in the movie “Traitor,” there are people
donned in Islamic garb (kufis, carrying dhikr beads, etc.),
saying “Allahu Akbar!” and then setting off bombs.

There have also been covert media messages conveying
subliminal messages designed to bring negative associa-
tions with Islam and Muslims. Over the years, a num-
ber of popular movies such as “Back to the Future” have
included brief scenes implying that Muslims are terror-
ists. In that movie, in one scene Libyans, riding in a van,
were shooting at the protagonist and attack the beloved
character known as “Doc.” In other movies, (e.g., The
Omen, The Exorcism of Emily Rose), Islamic imagery is
paired with satanic imagery to send the subliminal mes-
sage that Islam is evil. Such inflammatory and inaccurate
portrayals must be countered with truth. It is imperative
that school professionals have basic knowledge about the
Qur’an—the religious book of the Muslim, the hadith—
the second source of religious knowledge in Islam, and
the basic tenets of the Islamic faith tradition, i.e., 1) that
there is nothing worthy of worship but the One God and
that Muhammad of 1400 years ago was God’s last Mes-
senger; 2) that prayer is a duty owed to God; 3) that
charity is a requirement of faith; 4) that fasting during
the month of Ramadan and 5) journeying to Hajj at least
once in a lifetime as one is able. These five points are uni-
versally accepted as the five pillars of Islamic faith.

It is important, for example, that school counselors
know that Muslims worship the same God that Christians
do—the God of Adam, Abraham, Moses and Noah. One
of the misleading untruths subtly expounded in the me-
dia is that worshiping Allah is different from worshiping
God. Allah is the Arabic word for God; even Arab Chris-
tians call God “Allah.” Other basic truths that can help
school personnel to interrogate their assumptions about
9/11 have actually been shared, though downplayed, in
the media. For example: (1) Prior to the events of 9/11 in
2001, overwhelmingly most Muslims throughout the world

had never heard of either Al Qaeda or Osama Bin Laden.
(2) There were several hundred Muslims working in and
around the World Trade Center on 9/11/2001, and Mus-
lims died in that tragic event. (3) Among the ground zero
rescue team there were Muslims. (4) 9/11/2001 occurred
on the High Holy Day of Rash Hashanah. Because most
of them were at home observing their holiday, there were
only three Jewish people in the Twin Towers at the time
of that event. The significance of mentioning this is that
Al Qaeda is alleged to have committed these acts of ter-
rorism in protest to Israeli occupation of Palestine. (5)
The word “Islam” literally means “submission to God’s
will or peace,” and while God (in the Quran) instructs
Muslims that they have a right to defend themselves from
attack, they are warned that it is a sin to aggress against
innocent people. In fact, the Quran teaches that to kill
one innocent person is equivalent to having killed all of
humankind, while to save such a person is equivalent to
saving all of humankind. “We ordained for the Children
of Israel that if anyone slew a person — unless it be for
murder or for spreading mischief in the land — it would
be as if he slew all people: and if anyone saves a life, it
would be as if he save the life of all people.” (5:32). If
these teachings from the Quran are understood, then it is
clear that a true religious Muslim cannot be a “terrorist.”

Thomas Jefferson stated in his published works that he
wanted America to be a land where people of all faiths
were free to practice their religion and he included Islam
in a list of faiths he wanted to have free expression (Hayes,
2004). Jefferson owned a Quran and studied other Is-
lamic texts in an effort to understand the Quran as a
book of law. Jefferson, Benjamin Franklin, and John Ad-
ams negotiated a treaty with the Emperor of Morocco in
1784. They knew that earlier, in 1777, Morocco, a Mus-
lim country, was the first sovereign nation to recognize
the United States as an independent country (Moroccan
American Center for Policy, 2007). Another reference
to Islam in American history is found in the architecture
of the United State Supreme Court. The sculptor of the
frieze located on the north wall of the Supreme Court
carved Islamic references into the stone walls in an at-
tempt to “honor Mohammed” (p.2, paragraph 4) (Office
of Curator, US Supreme Court, 2003).

If America is to live up to its espoused tenet of freedom
of religion and religious tolerance, school counselors, oth-
er school personnel, and the public must become aware
of alternative points of view. The truth about religious
messages should be conveyed from members of that faith,
rather than messages promoted from groups who despise
and denigrate that faith. A lesson can be learned from
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the Civil Rights Movement. Whereas racial stereotypes
depicting African-Americans in the media as sub-human
had pervaded the media in those times, when whites had
the opportunity to meet African-Americans, they learned
that those stereotypes were false. Counselor education
preparation programs, professional organizations, and
school systems, in general, must take the lead in assist-
ing counseling professionals in surpassing religious toler-
ance, arriving at interfaith respect and human decency.
Indeed, the American Counseling Association’s Multicul-
tural Competencies and the American School Counseling
Association’s (ASCA) ethical codes set the tone for school
counselors to interrogate their beliefs about Islam and to
establish culturally relevant and meaningful interactions
with Muslim children and their families.

As professionals who work with the public, school
counselors must prepare themselves and their students
for interacting effectively in a world where one in five
people is Muslim. Further, the Muslim demographic shift
in the United States indicates that by the year 2020, Is-
lam may be the dominant religion in certain urban cen-
ters throughout the country (Turner, 1997). While some
Georgia school counselors may not have had a Muslim
child in their programs, recent demographic shifts indi-
cate that they will soon likely serve this group of students.
Muslim children, like all children, come in a variety of
sizes, shapes, colors and ethnicities. They are the offspring
of indigenous African Americans, European Americans,
and Hispanic American as well as first or second genera-
tion immigrant parents. Their family traditions range
from conservative to moderate to liberal.

Advocacy, Cultural Competence, School Coun-
selors, and Muslim Children

How prepared are school counselors to work with Mus-
lim children and families? What resources are available
for school counselors to assess their advocacy skills for
working with this group of students? Of course, assess-
ment of multicultural competence is an ongoing unfold-
ing process rather than a single event. An effective way
to begin the self assessment process is to utilize the ACA
Multicultural Competencies which challenge counselors
to become aware of their multicultural attitudes, beliefs,
knowledge at the individual, worldview, and practitioner
levels (Arredondo, Toporek, Brown, Jones, Locke, San-
chez, & Stadler, 1996).

Advocacy is a key aspect of school counselors’ roles

(ASCA, 2005); therefore, a systemic perspective of ad-

vocacy benefits school counselors in planning a compre-
hensive school counseling program that is meaningful to
Muslim students. One way to conceptualize school coun-
selor advocacy is to apply Bronfenbrenner’s Ecological
Theory. Bronfenbrenner (1979) maintains that children’s
development is influenced by different systems in their
environment: the microsystem, mesosystem, exosystem,
macrosystem and the chronosystem. The microsystem
includes the students’ families, school community, and
neighborhood; the microsystem reflects those relation-
ships and experiences that are most intimate to children’s
daily lives. The mesosystem reflects the functioning of
the microsystem and shapes the overall development of
the child; an encouraging and affirming mesosystem con-
tributes to the optimal development of children. The exo-
system reflects the influence of persons and environments
that the children do not experience directly but still in-
fluence their lives (e.g., parental work environments that
may be stressful and affect how parents interact in the
home). Brofenbrenner’s next system is the macrosystem,
which includes societal forces that influence the quality of
children’s lives such as the national economy, health care
policies and access, availability of suitable housing, etc.
Finally, the chronosystem refers to the effects of time on
development over the lifespan. “Change or consistency
of any element affecting an individual’s life over a long
period of time encompasses the chronosystem” (Paquette,
as cited in Feinstein, Baartman, Buboltz, Sonnichsen,
& Solomon, 2008). The example of the kindergartener
who expressed concerns about being identified as Mus-
lim offers the opportunity to consider the influence of the
chronosystem. As this child progresses through twelve
years of public school, his perceptions of religious micro-
aggressions will likely deter high regard for the schooling
process and environment. Well meaning but uninformed
educators may consider this child ‘at risk’, ‘disengaged’
or perhaps even ‘unmotivated’” without fully considering
how years of institutional and societal disregard or dis-
dain for his religious faith has shaped his attitudes toward
school.

Bronfenbrenner’s Model leads school counselors to as-
sess their ability to provide culturally responsive program-
ming to Muslim children. For example, how do these sys-
tems influence Muslim children’s development in public
schools? 'What information does the school counselor
have about the various systems that shape Muslim chil-
dren’s learning and development? Certainly, if school
counselors lack information about the various shaping in-
fluences of the children’s microsystems and mesosystems,
counseling interventions will not be relevant to the chil-
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dren, their families, or take advantage of cultural strengths
that support Muslim students’ academic, personal/social,
and career development. A simple word association with
the word “Islam” might yield important information for
the individual counselor. Say the word Islam and see how
close to the top of this list the word terrorist is. How far
down the list would the word children be?

Cultural Considerations

Based on their personal and professional experiences,
the authors have identified five critical themes that can
assist school counselors in promoting the development of

Muslim children:

1. School counselors need to be aware of the Islamic
calendar and should make parallel accommodations
for Muslim youth as are made for their non-Muslim
counterparts. Of course, Saturday and Sunday—the
sacred days of Christians and Jews are not school days,
so that young Adventists, other Christian denomina-
tions and Jews do not face the challenge that Mus-
lim youth do. For Muslims the day of communal
worship is on Friday. School counselors should be
cognizant that Muslim children may choose to attend
the Friday congregational worship and benefit from
not being penalized for absences or tardies because of
this decision. Counselors and classroom teachers can
collaborate on strategies to sensitize classmates and
other adult school personnel on the Muslim faith re-
quirements.

2. Muslim youth at the age of seven are required by
their religion to perform formal acts of worship that
sometimes occur during the school hours. The pre-
cise times of these acts of worship vary according to
the time and geographical location. School counsel-
ors can print prayer times monthly so that accom-
modations can be made for those students needing to
make their sa/ah. Allow them to go to a quiet area to
perform their worship.

3. Just like nuns and many devout women of a vari-
ety of faith traditions, some Muslim girls cover their
heads, arms, necks and legs while in public. School
counselors can be pro-active in providing informa-
tion about Muslim girls’ modesty requirements to
other adult school personnel. School counselors can
also be instrumental in providing in-service training
to teachers and coaches who need this information
and assist in the creation of a school wide policy that
reflects sensitivity and respect for the modesty of the

Muslim children.

4. Before a student or his or her parent expresses con-
cern about the male/female dynamic in the classroom,
school counselors can be proactive by ensuring that
those Muslim girls and boys are given the option to
sit in same sex cohorts if they choose. An interview
with the parents and in the case of older children the
child can be held early in the semester to determine
where the individual family’s practice of Islam is situ-
ated- e.g. conservative, moderate, or liberal.

5. Make accommodations for children and young
adults who observe Ramadan, the Muslim month of
fasting. During the month of Ramadan, Muslims
fast from dawn to sunset. They do not drink water
or food during this time. They also avoid excessive
talking, viewing of materials that are not pleasing to
Allah (God) and they read the Qur’an all the way
through. Many Muslim families spend more time in
the Masjid (the Muslim place of worship) and in oth-
er religious activities. These increased demands may
result in the children being less energetic in school.
Muslim children should have other legitimate places
to go during lunch time when it is Ramadan. As ad-
vocates, school counselors can assist classroom teach-
ers in identifying appropriate places such as empty
classrooms or the media teacher.

Implications
The Jewish educator Haim Ginott (1995) spoke elo-

quently of the role of the classroom teacher and by ex-
tension the school counselor in shaping a child’s school
experience. Although this essay is devoted to the plight
of Muslim children, school counselors can take heed for
children everywhere who have to experience the denigra-
tion of their beliefs and culture by powerful others. Gi-
nott writes: “I've come to the frightening conclusion that
I am the decisive element in the classroom. It’s my daily
mood that makes the weather...I possess a tremendous
power to make a child’s life miserable or joyous. I can be
a tool of torture or an instrument of inspiration. I can
humiliate or humor, hurt or heal. In all situations, it is
my response that decides whether a crisis will be escalated
or de-escalated and a child humanized or de-humanized.”
Ginotts challenge can lead school counselors to criti-
cally and boldly consider how their beliefs, knowledge,
and skills support Muslim children in achieving optimal
academic, personal/social, and career development within
the public school environment.
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Call for Submissions

The Editorial Review Board of the GSCA Journalis requesting that practicing school counselors,
supervisors, counselor educators, and other professionals interested in the promotion of school counseling
in Georgia submit articles for publication in the next issue of the Journal

Articles which highlight the positive outcomes of counseling with students and/or which support the
accountability of counseling programs in Georgia are of particular interest to our readers. Manuscripts
which address ethical/philosophical issues relevant to school counseling, describe successful school
counseling techniques and practices, review books and other media products of interest to school
counselors, poetry and other creative writing will also be included in the issue.

Additionally, manuscripts for the column Networking Notebook are invited. These are brief manuscripts
describing the best practical program ideas and interventions you have designed or adapted. By sharing
these practices other professional school counselors and school counseling candidates can learn new
ways to work with students, and counselor educators can share what they learned with future professional
school counselors.

For more information regarding the Journal contact:

GSCA Journal

Dr. Rhonda Bryant, Editor

Albany State University

Counseling and Educational Leadership
504 College Drive

Albany, GA 31705

rhonda.bryant@asurams.edu

Submission deadline is May 1, 2011 but manuscripts are accepted at any time as it takes time for the
reviewers to read and make suggestions for revisions.
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GSCA Journal Guidelines for Authors

1. All manuscripts should conform to the guidelines for publication listed in the Publication Manual of
the American Psychological Association, 6th edition.

2. Submit an original and two copies of the manuscript to the editor by May 1, 2011 OR earlier if pos-
sible as the reviewers need time to read and make suggestions. These are to be hard copies rather
than email attachments so that the APA format stays intact.

3. Submit a cover letter with your submission. On the manuscript include a cover page with the title of
the article, the name, title, institutional affiliation, address, and telephone numbers (day and evening)
for each author, and the date of submission. Provide a summer address and phone number in addi-
tion to a school address for the first author. Email contact information is also helpful. The first author
will be the person contacted by the editor.

4. |fthe manuscript is accepted and revisions (if needed) are completed the manuscript will need to be
sent as an attachment by email.

5. Do not submit previously published material or material that is currently under consideration by
another publisher.

6. Author(s) bear full responsibility for the accuracy of references, quotations, tables and figures. While
the editorial review board member and the editor review these, it is not their responsibility to verity
for accuracy:.

Manuscripts that do not comply with the guidelines will be returned without review to the author(s).

8. Send your submissions to:

GSCA Journal

Dr. Rhonda Bryant, Editor

Albany State University

Counseling and Educational Leadership
504 College Drive

Albany, GA 31/05
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GSCA Membership Application 2010-2011

Date: Membership Year: July 1- June 30
Last Name: Middle Name:
First Name: Preferred Name:

CONTACTINFORMATION

Home Work

Mailing Address: Mailing Address:
City: City:
State: Zip: State: Zip:
E-mail: E-mail:
Phone: Fax: Phone: Fax:
School Name: System: Region:

PLEASE COMPLETE ALL INFORMATION BELOW

Student Members Must Complete this Section:
| certify that the applicant is currently enrolled in an accredited school counseling certification program during this
academic year at:

Name of College or University

Signature of Professor: Date:

Signature of Student: Date:

Q | certify that | am a full-time student and that | do not qualify for the Professional membership.

Type of Renewal: O New Member O Membership Renewal ‘ ASCA Membership Number

Membership Type: O Professional ($50) Q Affilliate ($50) QO Student ($25) O Retired ($25) O Past President (No Dues)
School Type: O Public QO Private

Worksetting: O Elementary QO Middle School/Junior High O Secondary QO Middle School/Junior High O Postsecondary
Q Coordinator/Supervisor Q Retired Q Other

For additional, up-to-date information, visit GSCA on the web at: www.gaschoolcounselors.com
O I do not wish to be included in the GSCA listserve.

Q | do not wish to have my personal information released to any other organization, group, or corporate entity.

Please select your preferred delivery method for GSCAs Beacon: O Electronic (E-mailed) O Printed (Mailed)

By signing this application for membership in GSCA, | agree to abide by the ASCA Ethical Standards for School Counselors
(2004), whether | am a member of ASCA or not. | further certify by my signature that | am qualified for the Membership Type
that | selected above and | have indicated my correct Work Setting.

Signature Date:

Make Checks Payable to GSCA (Do not staple check to applicationform) | Membership Dues $
(If you would like to make a contribution to GSCA, indlicate the amount(s) below and include it in your check total)
Scholarship Fund $ ‘ General Fund: $
Total Amount Enclosed (Dues + Contributions) $
Make Checks Payable and Mail to: GSCA * 2100 Roswell Rd., Suite 200C PMB 326 * Marietta, GA 30062
GSCA is a Chartered Division of the American School Counseling Association
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