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While there is a dearth of longitudinal outcome research on comprehensive
school counseling program impact (Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch,
Lapan, & Whiston, 2008; Gysbers, 2001; Whiston, 2002) on indicators of importance to
school systems (Borders, 2002; Lapan, 2001), school counseling research primarily
studies program components (Borders, 2002; Herr, 1979; Whiston, 2002; Whiston &
Sexton, 1998) and component outcomes (Hughes & James, 2001; Schmidt, 1984, 2000;
Sink, 2002). Grounded in a historical review of the school counseling field and
pertinent related research, this research investigated the school counseling program
impact of one kindergarten through eighth grade urban school serving a majority
African American student population that was recruited based on convenient and
purposeful sampling procedures. The school counseling program impact was
investigated using a novel ABA reversal single subject time-series analysis of archived
attendance, suspension, Michigan Educational Assessment Program (MEAP), and
Adequate Yearly Progress (AYP) school district data.

This investigation found a statistically significant decrease in school-wide daily

and weekly suspension percentages and a promising upward trend in MEAP reading



proficiency percentages for sixth, seventh, and eighth grade students during the

implemented school counseling program years. These findings are discussed based on
the disproportionately higher suspensions and lower academic achievement of African
American students. Limitations of this investigation are discussed and implications for

future research and practice are recommended.
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CHAPTER |

INTRODUCTION

A school’s primary responsibility is to educate children (Franklin & Gerlach,
2007; Green & Keys, 2001). While working to fulfill this duty, schools also provide the
majority of mental health services for children and adolescents (Adelman & Taylor,
2010; Franklin & Gerlach, 2007). Many children and families, particularly those from
lower socioeconomic backgrounds, receive their only mental health services through
schools (Adelman & Taylor, 2010; Borders, 2002; Yeh, 2004).

Mental health professionals employed by kindergarten through 12th grade schools
often include school psychologists, school social workers, and school counselors
(Ferguson, 1963; Forrest, 2004). School psychologists’ primary duties have historically
pertained to the testing process for evaluating student eligibility for school-based special
educational supports (Ferguson, 1963; Sandoval, 1993) and school social workers have
traditionally provided services primarily to students receiving special educational support
(Ferguson, 1963; Weist, Evans, & Lever, 2003). Although the role of school counselors
has changed over the years, they currently have the responsibility of servicing the
academic, social and emotional, and career-related needs of all students in schools
(American School Counseling Association, 2005, 2012; Gysbers, 2004; Lapan, 2001;
Paisley & McMahon, 2001; Whiston, 2002).

This research investigated a school counseling program’s impact on school level

variables of a kindergarten through eighth grade school using an ABA reversal single
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subject time-series analysis of archived school data. The school counseling program
impact on the school system was analyzed using key school indicators that were
measured by the school as dependent variables. This research investigated one school
counseling program’s impact on the school variables of attendance, suspension, Michigan
Educational Assessment Program (MEAP) proficiency, and Adequate Yearly Progress
(AYP) attainment status using an ABA reversal single subject time-series analysis.
Historical Background of the Research Issue

School Counseling as Vocational Guidance

School counseling began with the first high school guidance program
implemented by Jesse B. Davis, a Detroit, Michigan, school principal, in 1889 (Bauman
et al., 2003; Brewer, 1942; Coy, 1999). By implementing guidance services in all
English classes, Davis mandated guidance services be embedded within the educational
program of the school. Some, however, reported this first program began in 1908 or
1912 when Davis worked for the Grand Rapids, Michigan, school system (Herr, 1979;
Minkoff & Terres, 1985). According to Minkoff and Terres (1985), the first city-wide
guidance department was also credited to Davis in Grand Rapids, Michigan, in 1912,
During these later years the guidance program focused on “vocational and moral
guidance in the schools” (Herr, 1979, p. 2).

The field of school counseling began in the early 1900s as vocational guidance
(Gysbers, 2002; Parsons, 1909). Some attributed the need for vocational guidance within
the United States to increasing urbanization and industrialization (Aubrey, 1982; Aubrey

& Lewis, 1988; Bauman et al., 2003; Ginn, 1924; Gysbers & Moore, 1981). During



these beginning years there was a dual purpose of the vocational guidance movement: to
better prepare White male students for the workforce and to assist these students in
finding direction within education and future employment (Brewer, 1937; Ginn, 1924,
Gysbers, 2002). The initial purpose of the vocational guidance field was to better prepare
exclusively White male students (Ginn, 1924; Landy & Perry, 1964). Because of
pervasive institutional racism embedded within educational systems, vocational guidance
further oppressed youth by “rigidly labeling, classifying, categorizing, and sorting
students in schools” (Aubrey, 1982, p. 199). Ginzberg (1964) stated:

We know that many people will be taken care of, will receive the right advice,

because they have the right parents or they were born into the right sub-group in

the society . . . from the point of view of the democracy, counselors ought to pay
particular attention to those other people . . . the farm youth, Negro youth, and
youth from families with low incomes . . . that need special attention for special

reasons. (p. 31)

From the very beginning, vocational guidance historically advocated White, middle-class,
elitist beliefs and values contributing to students being pushed out and dropping out of
schools (Aubrey, 1985; Landy & Perry, 1964).

Even though Davis is credited with the first school and city wide guidance
program, the vocational guidance movement is widely credited to Frank Parsons, known
as the “Father of Guidance” (Brewer, 1942; Ferguson, 1963; Ginn, 1924; Herr, 1979,
2001, 2002; Parsons, 1909). Under the direction of Meyer Bloomfield, Parsons became

the director of a vocational school in the early 1900s (Savickas, 2009). The purpose of



this school was to assist White male youth in choosing a career (Bidwell, 1934; Brewer,
1937; Ferguson, 1963). Although this school is known as the VVocational Guidance
Bureau (VGB), Bidwell (1934) described the school as being one department within the
VGB. Founded in either 1905 (Bidwell, 1934) or 1908 (Savickas, 2009), the purpose of
the VGB was to assist students leaving public school education with career choices
(Bidwell, 1934; Brewer, 1937; Herr, 1979; Parsons, 1909; Savickas, 2009). Even though
Parsons is widely credited with founding the VGB, some credit the conceptual idea
behind the school to Bloomfield and not Parsons (Savickas, 2009).

In 1908, Parsons wrote Choosing a Vocation, which outlined his ideas regarding
the vocational guidance field (Brewer, 1937; Ferguson, 1963; Ginn, 1924; Parsons, 1909;
Rudy, 1965). During this time Parsons began working with the Boston Public Schools
through his role at the VGB (Ginn, 1924; Rudy, 1965; Savickas, 2009). Shortly
thereafter, Boston Public Schools hired a vocational director to provide counseling and
guidance services to graduating students to assist with school to work transitions.
Parsons and the VGB services were no longer utilized by Boston Public Schools.

Preliminary vocational guidance national conferences were held in Boston and
New York and the founding meeting of the National VVocational Guidance Association
(NVGA) was held in Grand Rapids, Michigan, in 1913—further promoting the
Vocational Guidance movement (Gysbers, 2002: Minkoff & Terres, 1985; Savickas,
2009). The early years of the vocational guidance movement emphasized vocational
education, in which classroom teachers were recruited and trained to provide such

instruction (Brewer, 1937; Ginn, 1924; Herr, 1979; Savickas, 2009). During these early



years the vocational guidance movement particularly focused on matching student traits
with life-long work roles (Bloomfield, 1916; Coy, 1999).
Educational and Personal Counseling Influences on Vocational Guidance

During the 1910s and 1920s the vocational guidance movement was influenced
by the Child Study Movement and the work of Arnold Gesell (Ferguson, 1963; Gesell,
1921, 1923, 1925; Herr, 1979; Rudy, 1965). During this time a greater emphasis was
placed on mental health, child development, measurement, and education (Brewer, 1918,
1937; Johnson, 1972). Gysbers and Moore (1981) described the guidance movement
during the 1920s as having a clinical emphasis, grounded in counseling skills and
techniques, and utilizing a service approach. During the 1920s the vocational guidance
movement was continually influenced by shifting educational emphases.

Under the leadership of John Brewer (1918, 1937), the focus of vocational
guidance changed to educational guidance and personal concerns. Brewer (1937)
questioned if education should be viewed as guidance or if there should be a field of
educational guidance. According to Brewer (1919, 1937), moral and ethical guidance, as
determined by the time and those in power, was critical to student development. The
vocational guidance movement also began including personality trait and individual
aptitude measurement (Brewer, 1942; Minkoff & Terres, 1985), which continued through
and beyond the 1940s. The early historical priorities of school counseling programs have
continuously been linked to, and influenced by, school reform movements and the
zeitgeist of the times (Gysbers, 2001; Herr, 1979, 1999, 2002; Minkoff & Terres, 1985;

Whiston, 2002).



During the 1930s academic guidance was central to the vocational guidance
movement (Brewer, 1942; Herr, 1999; Minkoff & Terres, 1985). Even though
counseling continued as an important function, counseling services were primarily used
as a means of successfully implementing academic guidance programs. As a result of the
mental health or hygiene and child guidance movements of earlier decades, a clinical
model of guidance services strengthened during the 1920s and 1930s and continued
during the 1940s and 1950s (Ferguson, 1963; Gysbers & Moore, 1981; Rudy, 1965).
Personal counseling was central to professional practice and theories during the 1930s
(Gysbers, 2001), and the guidance movement was heavily influenced by the work of Carl
Rogers during the 1940s and 1950s (Herr, 1979). The individual developmental nature of
the guidance movement was also emphasized during the 1940s (Ferguson, 1963;
Mathewson, 1962; Rudy, 1965). The role of school-based personal counseling and
educational and vocational guidance programs was strengthened during this time (Bell,
1939; Bennett & Hand, 1938; Ferguson, 1963; Gysbers & Moore, 1981; McKown, 1934;
Rudy, 1965).

Vocational guidance during the 1930s continued focusing on academic content,
vocational matters, and personal counseling, which became referred to as pupil personnel
work (Ferguson, 1963; Myers, 1935). A central value of pupil personnel work was the
coordination and documentation of academic content, vocational programs and services,
and personal counseling. Another value of this work was ensuring that primarily White
male students received personalized direction and guidance in the educational process.

The label of pupil personnel work continued throughout the 1940s, 1950s, and 1960s and



was renamed pupil personnel services during the 1960s (Ferguson, 1963; Gysbers &
Moore, 1981; Stripling & Lane, 1966). Even though the label of pupil personnel work
and services were maintained for decades, educational, vocational, and personal guidance
fields began dividing during the 1940s. During this division, providing counseling
services continued to be a central school counselor role and was no longer primarily used
as a technique for implementing vocational and educational guidance (Ferguson, 1963).
Early Legislative Influence on Guidance Movements

Even with an emphasis on mental health services, there was a strong legislative
emphasis on vocational services. In 1920, 1934, and 1936 there was a series of
legislative acts to financially support vocational-related guidance services (Herr, 1979).
In 1936, An Act to Provide for the Further Development of VVocational Education was
passed and in 1946 the VVocational Education Act was passed (Gysbers, 2001). This
legislation provided funds for federal and state offices, supervision, and support for
vocational counselors in schools.

Another critical piece of legislation influencing education was the Brown v. Board
of Education Supreme Court decision of 1954 seeking to racially desegregate all public
school systems (Blanchett, Mumford, & Beachum, 2005; Henderson, 2004; Pickren,
2004; Rudy, 1965). This ruling legally mandated all public schools racially desegregate,
as segregation violated the United States Constitution. This legislation additionally
sought to extend vocational guidance services to all students (Ginn, 1924; Rudy, 1965).
Critically important to the success of Brown v. Board of Education was the lesser known

Mendez v. Westminster case of 1946 that succeeded in legally desegregating schools



between White and Mexican American and Latino/a children in southern California
(Aguirre, 2005; Moll, 2010). According to Aguirre (2005), “the Mendez case was a test
case for the NAACP in its attempt to overturn Plessy v. Ferguson” (p. 326). Mendez v.
Westminster of 1946 was the precedent for desegregating schools between White and
Latino/a children throughout the southern United States, legally desegregating schools for
Native American and Asian children within California, and paved the way for
dismantling segregation within other institutions such as housing (Aguirre, 2005; Moll,
2010).

With the Soviet Union’s launching of the first space satellite in 1957, there was
concern for the United States’ space supremacy and the potential inability to compete
with the Soviet Union’s science technology (Herr, 2001, 2009; Minkoff & Terres, 1985).
The lack of math and science rigor in secondary schools and the low number of students
entering college and university hard science programs were specific concerns resulting in
the National Defense of Education Act (NDEA) of 1958. NDEA influenced the school
guidance movement by prioritizing the training of school guidance counselors (Baker,
2001; Coy, 1999; Ferguson, 1963; Gysbers & Moore, 1981; Herr, 1979, 2001, 2009;
Minkoff & Terres, 1985; Poppen & Thompson, 1974; Rudy, 1965; Whiston, 2002).

Herr (2001) stated that under NDEA, “identification and counseling of
scientifically talented students” (p. 238) was now the purpose of the guidance movement.
The NDEA prioritized support for secondary school testing programs to identify
academically outstanding students (Herr, 2009; Minkoff & Terres, 1985; Rudy, 1965).

NDEA additionally provided funds to develop counseling programs in secondary schools,



increased the numbers of secondary school counselors, and provided further training to
current secondary school counselors. NDEA Title V-A passed in 1964 providing funds
to train and expand elementary school counseling positions (Minkoff & Terres, 1985).
As the focus of school counseling programs during this time was the identification of
scientifically talented students, the focus again shifted to serving a select group of
students identified by educational systems as being college bound. A consequence of
NDEA legislation, funding, and resulting school counseling training was a renewed focus
on personal counseling, a psychological framework for school counseling programs, and
a greater separation of roles between school counselors and classroom teachers (Herr,
1979). Through legislative mandates, the federal government has influenced school
counseling program philosophy and implementation more than any other organizational
structure or system (Herr, 1979).
School Counseling Becomes a Profession

During the 1940s the educational, vocational, and personal guidance movements
became more clearly defined and divided. This division was most apparent in
professional organizational development. For example, the American Personnel and
Guidance Association was created in 1952 (Ferguson, 1963; Rudy, 1965). The National
Vocational Guidance Association, which originally formed in 1913 and was a founding
division of the American Personnel and Guidance Association (APGA), began issuing
professional school counseling certificates in 1945 (Minkoff & Terres, 1985). In 1953
the Division of Counseling and Guidance of the American Psychological Association

changed its name to Counseling Psychology.
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The school counseling field attained professional status by forming the American
School Counseling Association (ASCA) in 1952 (Bauman et al., 2003; Minkoff & Terres,
1985). The ASCA, formed at the same time as the APGA, was renamed the American
Counseling Association in 1953 and was the fifth division to join the APGA (Bauman
et al., 2003; Minkoff & Terres, 1985). Prior to joining the APGA, school counselors
were represented by the National VVocational Guidance Association. School counselors
believed they were no longer best served and represented by the National VVocational
Guidance Association for two reasons: (a) school counselors’ roles and services involved
more than vocational and educational matters, and (b) the role of counseling was
becoming increasingly central to the educational process within many schools (Minkoff
& Terres, 1985). The school counseling profession continued growing as states
developed and implemented counseling certification standards coinciding with increased
federal funding opportunities for training and implementation. Ohio was the first state to
issue a certificate, the Pupil Personnel Service Certificate in Guidance and Counseling, in
1955 after the ASCA was formed (Coy, 1999). By 1957, 12 states offered school
counselor certificates (Brewster, 1958; Rudy, 1965).

The NDEA act of 1958 provided funds to expand school testing programs, school
counseling programs, and for training new and currently employed school counselors
(Herr, 1979; Poppen & Thompson, 1974; Romano & Kachgal, 2004; Rudy, 1965). The
expansion of school counseling programs gained additional support from Conant’s report
on American education, The American High School Today (Conant, 1959; Ferguson,

1963; Herr, 1979) and the 1960 White House Conference on Children and Youth
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(Ginzberg, 1960). The continual expansion of school counseling programs during this
time was purported to equalize educational systems (Rothney & Roens, 1950; Rudy,
1965). The 1959 Conant report recommended that high schools have one school
counselor for every 250 to 300 students and called for developing and evaluating
counselor training program standards (Bauman et al., 2003; Conant, 1959; Ferguson,
1963; Herr, 1979, 2002; Poppen & Thompson, 1974). The latter began during the 1960s
(Stripling, 1965). The counseling process and individual and group counseling services
also became central school counselor roles during the 1960s (Ferguson, 1963; Gysbers &
Moore, 1981; Stripling & Lane, 1966). As the number of school counselor training
programs and positions rapidly increased in both elementary and secondary schools
(Baker, 2001; Ferguson, 1963), a “counselor-clinical-service,” approach to guidance was
continually adopted during the 1950s through 1970s (Gysbers & Moore, 1981, p. 3).
School Counseling Influenced by Sociopolitical VValues and Legislation

The school counseling profession has historically been influenced by educational
reform (Gysbers, 2001; Whiston, 2002), civil rights policies (Blanchett et al., 2005; Herr,
1979; Rudy, 1965), national defense (Herr, 2001), workforce preparation (Bauman et al.,
2003; Brewer, 1937; Coy, 1999; Parsons, 1909), and the national economy (Barton,
1994; Gysbers, 2001; Herr, 2001, 2002; Whiston, 2002). Since the 1960s the school
counseling field has continually changed focus with the zeitgeist of the times and social
concerns continually impact school counselor roles and functions. During the 1960s
there was an emphasis on the growing concern with the increasing numbers of students

dropping out of high school, known as “social dynamite” (Barton, 1994, p. 3) and with
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youth unemployment. The focus of school counselors shifted away from primarily
attending to the most scientifically and mathematically gifted students and those
identified as college bound (Barton, 1994; Herr, 2009).

Vocational legislation including the Manpower Development and Training Act of
1962, Vocational Education Act of 1963, Vocational Education Act of 1968, and the
Career Education Incentive Act of 1978 were passed (Barton, 1994; Herr, 1979, 2009;
Hoyt, 1984, 1985; Minkoff & Terres, 1985). These legislative acts sought to increase all
students’ employability, not only that of the identified college bound. As two out three
high school students were not pursuing postsecondary education, education was widely
criticized for failing to prepare most students (Barton, 1994). With the passing of Civil
Rights legislation a greater emphasis on the school to work transition of students from
underrepresented racial groups was purported (Barton, 1994; Herr, 1979). Rather than
promoting academic excellence and achievement for underrepresented racial groups of
students, however, this attention was primarily focused on academic tracking and
accommodations for post high school work roles (Barton, 1994; Blanchett et al., 2005).

During the 1970s the Elementary and Secondary Education Act was passed
providing further support for school guidance and counseling programs (Barton, 1994;
Bauman et al., 2003). This legislation sought to increase school counselor attention to
preparing all students for work force transition, life after secondary school, and career
guidance (Barton, 1994; Bauman et al., 2003; Herr, 2009). With increasing changes in the
labor market and industry globalization, the school counseling field experienced a

renewed focus on vocational guidance (Gysbers, 2002), which was again manifest
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through career resource-related legislation. Public Law 94-142 was passed in 1974
addressing the educational rights of disabled students, further redefining school counselor
roles and functions by extending services to students with disabilities (Gysbers & Moore,
1981; Herr, 1979; Minkoff & Terres, 1985). Public Law 94-142 specifically influenced
the role of elementary school counselors by increasing the number of such positions
(Gysbers & Moore, 1981).

In 1986 the College Board’s Commission on Precollege Guidance and Counseling
further supported comprehensive school counseling programs by advocating for program
need during the early and middle education years, particularly for students historically
discriminated against by schools (Herr, 2002). In 1988 the National Occupational
Information Coordinating Committee (NOICC) influenced school counseling program
planning and counselor training, while supporting the need for such programs at all
educational levels (Herr, 2002). During the 1980s and 1990s, several Carl D. Perkins
Vocational Acts and the School to Work Opportunities Act of 1994 were passed, further
supporting inclusion of career and vocational matters in school counseling programs
(Herr, 2001, 2002). The purpose of these acts was to institutionally embed career
guidance in the educational program of all schools, for all students. The 1994 School to
Work Opportunities Act provided further support for comprehensive guidance programs
(Herr, 2002). According to Barton (1994), “There is little question that, from the sheer
magnitude alone, it [career education] has been the largest institutional force in the last

three decades in the public school side of preparing youth for the employment world”
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(p. 8). Hoyt (1984) outlined how career education is a part of career guidance and how
career guidance evolved to be a part of the school counseling movement.

The No Child Left Behind Act (NCLB) currently requires all schools to
demonstrate their educational program meets legislative mandates regarding student
academic achievement (Dimmitt, Carey, McGannon, & Henningson, 2005; McGlinchey
& Hixson, 2004; NCLB, 2002). This legislation also requires school districts, and
individual schools within districts, to report how they are meeting NCLB legislative
mandates. Satisfying the NCLB legislative mandates is measured by school level student
academic achievement, suspension or discipline rates, attendance, and school climate-
related factors.

Comprehensive Developmental Program Model

Despite counseling being a central function of the school counselor role and
profession and despite vocational guidance being embedded in all educational programs,
school counselors still occupied supportive and remedial roles within many schools
(Sprinthall, 1971). Beginning in the 1970s, and continuing through the 1980s and 1990s,
there was a shift in thinking of school counselors as individual service providers to
thinking of an organizational framework of a comprehensive developmental program
(Baker, 2001; Green & Keys, 2001; Gysbers, 2001; Gysbers & Moore, 1981; Herr, 1979;
Paisley, 2001; Sink, 2002). There was a programmatic shift from providing school
guidance services to students to implementing developmentally appropriate
comprehensive school counseling programs (Baker, 2001; Green & Keys, 2001; Gysbers,

2001; Gysbers & Moore, 1981; Sink, 2002).
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American School Counseling Association National Model

The National Standards for School Counseling Programs were adopted by the
American School Counseling Association (ASCA) in 1997 (Campbell & Dahir, 1997;
Herr, 2001, 2009; Paisley & McMahon, 2001; Whiston & Sexton, 1998). The ASCA
National Model: A Framework for School Counseling Programs (ASCA, 2003) provided
an organizational structure for school counselors to implement developmentally
appropriate comprehensive school counseling programs. The ASCA National Model is
currently in the third edition (ASCA, 2012), with the second edition being published in
2005 (ASCA, 2005). All editions (ASCA, 2003, 2005, 2012) were based on four themes
reflecting the belief that school counselors are to be school leaders working towards
systemic change by collaborating with stakeholders while advocating for students
(Bemak, 2000; Bemak & Chung, 2005; Cox & Lee, 2007). All editions included four
components providing an organizational structure guiding school counselor duties while
working towards implementing comprehensive and developmentally appropriate school
counseling programs within unique school and community environments (ASCA, 2003,
2005, 2012).

Need for Research in the Field

There has been a documented need for school counseling research even before the
field was a profession. The need for outcome accountability regarding vocational
guidance programs dates to the 1920s (Gysbers & Henderson, 2005; Herr, 1979) and
there has been historical demand for guidance-based research in education (Brewer,

1937). The school counseling profession has been widely criticized for not
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demonstrating effectiveness within schools (Green & Keys, 2001; Herr, 2003; Perry,
1993; Stockton & Hulse, 1983). Thus, there is a well documented need for school
counseling research (Borders, 2002; Carey & Dimmitt, 2006; Dimmitt et al., 2005; Green
& Keys, 2001; Paisley & McMahon, 2001; Perry, 1993; Whiston, 2002). There is a
specific need for school counseling outcome (Borders, 2002; Carey & Dimmitt, 2006;
Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005; Green & Keys, 2001; Sabella,
2006; Whiston, 2002; Whiston & Sexton, 1998) and longitudinal (Perry, 1993; Rothney,
1958; Sears & Granello, 2002; Sexton, Whiston, Bleuer, & Walz, 1997; Whiston &
Sexton, 1998) research.

Some advocate researching the impact of school counseling program components,
such as a small group or guidance lesson intervention, on academic achievement or other
school system measures (Hughes & James, 2001; Perry, 1993; Schmidt, 1984, 2000;
Sink, 2002). Others criticize the exclusivity of school counseling research limited to
program components (Borders, 2002; Lapan, 2001; Whiston, 2002; Whiston & Sexton,
1998). There is a specific need for comprehensive school counseling program outcome
research (Borders, 2002; Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, Lapan, &
Whiston, 2008; Gysbers, 2001; Lapan, 2001; Perry, 1993; Whiston, 2002; Whiston &
Sexton, 1998) on school system level variables (Dimmitt et al., 2005; Lapan, 2001).
While advocating for the necessity of school counseling program accountability,
Kaffenberger (2012) stated, “Outcome data are the most powerful” (p. 118).

The dearth of school counseling outcome research has been attributed to the lack

of research experience of many school counselors (Borders, 2002; Carey & Dimmitt,
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2006; Herr, 1979; Paisley & McMahon, 2001; Perry, 1993), counselor educators, field
supervisors (ASCA, 2005; Dahir & Stone, 2003; Deck & Cecil, 1990), and the
diminished role and number of county and state school counseling directors or
supervisors (Gysbers, 2006; Herr, 1979; Sears & Granello, 2002). Additional reasons
pertain to the prevalence of evaluation studies, which have been methodologically
criticized (Green & Keys, 2001) over experimental research (Border, 2002; Carey &
Dimmitt, 2006), and the difficulty of conducting school-based controlled experimental
research (Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et al, 2008; Herr, 2003).

In response to the need for school counseling research the ASCA developed their
first association research committee in 1985 (Minkoff & Terres, 1985). This committee
had two primary goals: (a) to assist ASCA members in conducting school-based research,
and (b) to assist members in research searches, design, and analysis. The ASCA
additionally held a School Counseling Research Summit during the ASCA annual
conference in 2003 (Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008;
Sabella, 2006). The purpose of this summit was to identify key research questions,
develop a research plan, discuss a national school counseling research agenda, identify
researchers and practitioners with whom to collaborate, and disseminate the research
based plan.

After the 2003 research summit and annual conference, the ASCA Governing
Board, “unanimously passed a motion to explore the feasibility of establishing and
maintaining a national research office” (Sabella, 2006, p. 413). This motion led to the

establishment of the National School Counseling Research Center (NSCRC) (Carey &
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Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008). Sabella (2006) stated, “The
NSCRC provides leadership in the development, promaotion, facilitation, and
dissemination of school counseling research demonstrating the connection between
school counseling programs and student success” (p. 413). The Center for School
Counseling Outcome Research (CSCOR) serves to coordinate, disseminate, and assist
school counselors and school counseling stakeholders with the research process (Carey &
Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005). The CSCOR
then established the National Panel for School Counseling Evidence-Based Practice to
further develop a school counseling research base to demonstrate the positive impact of
school counseling programs based on school district, state, and legislative standards
(Carey, Dimmitt, Hatch, et al., 2008).
Statement of the Problem

There is a need for school counseling program outcome research (Borders, 2002;
Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008; Green & Keys, 2001;
Gysbers, 2001; Perry, 1993; Sabella, 2006; Whiston, 2002; Whiston & Sexton, 1998).
While this need exists, a majority of current research focuses on school counseling
program components (Borders, 2002; Herr, 1979; Whiston, 2002; Whiston & Sexton,
1998) and program component outcomes (Hughes & James, 2001; Schmidt, 1984, 2000;
Sink, 2002). For example, some research focuses exclusively on individual and group
counseling intervention outcomes (Whiston & Sexton, 1998) or on specific guidance
lesson outcomes (Borders, 2002). Whiston and Sexton (1998) conducted a review of all

school counseling outcome studies investigating program components rather than
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comprehensive school counseling program outcomes. Fifty program components
outcome studies were identified and then classified into one of the four ASCA service
delivery categories (guidance curriculum, responsive services, individual planning, and
system support).

The statement of the problem is a dearth of research on comprehensive school
counseling program impact on indicators of importance to school systems as measured by
school systems. Moreover, there is a dearth of research on the impact of school
counseling programs on indicators school systems are evaluated on: student academic
achievement and growth of student academic achievement, attendance, and suspension
data.

Description of the Study

There is a need for research investigating comprehensive school counseling
program impact on school system level variables (Borders, 2002; Carey, Dimmitt, Hatch,
et al., 2008; Lapan, 2001). This research investigated the impact of one school
counseling program on school level variables using an ABA reversal single subject time-
series analysis of archived data. It was proposed that the school counseling program
intervention had a significant impact on school system level variables if the following
results were found: (a) there was a significant increase in student daily attendance
percentage for the single school subject; (b) there was a significant reduction in student
daily suspension percentage for the single school subject; (c) there was a significant
increase in annual Michigan Educational Assessment Program (MEAP) proficiency

percentage for the sixth, seventh, and eighth grade students of the single school subject
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for both mathematics and English Language Arts scores; and (d) there was a significant
positive change in annual Adequate Yearly Progress (AYP) attainment status for the
single school subject.

Specific Research Questions, with an Accompanying Hypothesis
for Each Question

Research Question 1: Did the school counseling program positively impact the
daily attendance percentage of the single school subject?

Hypothesis 1: The school counseling program had a positive impact on the daily
attendance percentage of the single school subject, as measured by archived attendance
records.

Null Hypothesis 1: The school counseling program will have had no impact on the
single school subject’s daily attendance records measured by archived attendance
records.

Research Question 2: Did the school counseling program improve daily
suspension percentage records for the single school subject?

Hypothesis 2: The school counseling program improved the single school
subject’s daily suspension percentage records, as measured by archived attendance
records.

Null Hypothesis 2: The school counseling program will have had no impact on the
single school subject’s daily suspension records, as measured by archived attendance
records.

Research Question 3: Did the school counseling program have a positive impact

on annual MEAP mathematics and English Language Arts proficiency scores for the
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sixth, seventh, and eighth grade students of the single school subject, as measured by the
signal school subject’s archived MEAP records?

Hypothesis 3: The school counseling program had a positive impact on the single
school subject’s annual MEAP mathematics and English Language Arts proficiency
scores for the sixth, seventh, and eighth grade students, as measured by archived
attendance records.

Null Hypothesis 3: The school counseling program will have had no impact on the
single school subject’s annual MEAP mathematics and English Language Arts
proficiency scores, for the sixth, seventh, and eight grade students, as measured by
archived attendance records.

Research Question 4: Did the school counseling program have a positive impact
on annual AYP attainment for the single school subject, as measured by School A’s
archived records?

Hypothesis 4: The school counseling program had a positive impact on the single
school subject’s AYP records, as measured by archived AYP records.

Null Hypothesis 4: The school counseling program will have had no impact on the
single school subject’s AYP records, as measured by archived AYP records.

Definitions of Terms
Comprehensive School Counseling Program

A comprehensive school counseling program is implemented by professionally

licensed school counselors, is developmental in nature, and serves all students within a

school (ASCA, 2003, 2005, 2012; Baker, 2001; Green & Keys, 2001; Gysbers, 2001,
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Gysbers & Moore, 1981; Sink, 2002). Such programs are implemented and structured
according to current professional standards (ASCA, 2003, 2005, 2012), in alignment with
the ASCA National Model: A Framework for School Counseling Programs based on the
National Standards for School Counseling Program (Campbell & Dahir, 1997; Herr,
2001, 2009; Paisley & McMahon, 2001; Whiston & Sexton, 1998). These programs
reflect the themes of leadership, advocacy, collaboration, and systemic change and
include a foundation, management system, delivery system, and accountability
components.
Attendance

The attendance data for this investigation represent the daily and weekly
percentage of enrolled students in attendance, as recorded and collected by the single
school subject’s student information management system. This researcher collected daily
student attendance numbers for the 2006-2007, 2007—2008, 20082009, 2009-2010, and
2010-2011 academic years. The daily student enroliment numbers were also collected
for these academic years. Using these collected data, a daily and weekly attendance
percentage was calculated. Due to a transient student enrollment, using daily and weekly
attendance percentages allow for within and between year comparisons.
Suspension
The suspension data for this investigation represent the daily and weekly

percentage of administered suspensions, as recorded and collected by the single school
subject’s student information management system. Daily number of administered

suspensions for the 2006-2007, 2007—2008, 2008-2009, 2009-2010, and 2010-2011
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academic years were collected. Using the collected daily student enrollment numbers for
the academic years, daily and weekly administered suspension percentages were
calculated. Due to a transient student enrollment, daily and weekly administered
suspension percentages also allow for within and between year comparisons.

Michigan Educational Assessment Program

The Michigan Educational Assessment Program (MEAP) is a group administered
criterion-referenced assessment measuring students’ knowledge in English Language
Arts (ELA) (reading and writing), mathematics, science, and social studies (Burns, 1998;
McGlinchey & Hixson, 2004; Michigan Department of Education, 2009; Michigan
Government, 2011a). This investigation analyzed MEAP reading and mathematics
content proficiency percentages for three reasons: (a) the school counseling program
intervention was to serve sixth, seventh, and eighth grades; (b) these content areas are
annually assessed during the sixth, seventh, and eighth grades; and (c) reading
proficiency percentages are specifically used for AYP calculation.
Adequate Yearly Progress

Adequate Yearly Progress (AYP) attainment is a function of the No Child Left
Behind Act (NCLB) of 2001 seeking to increase state and federal level accountability for
student academic achievement by mandating AYP of all Title 1 funded public schools.
The AYP attainment criteria is state specific, individually established by states, primarily
based on state mandated assessment proficiency measures, and additionally based on

non-assessment measures—such as attendance (Adequate Yearly Progress, 2011;
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Michigan Government, 2011b; U.S. Department of Education, 2002; Wiley, Mathis, &
Garcia, 2005).
Summary

Chapter I, the introduction, presented a historical background for this research. A
rationale for investigating comprehensive school counseling program impact on school
system variables using an ABA reversal single subject time-series analysis of archived
data was also put forth. Additionally outlined was the need for research, statement of the
problem, description of the study, and specific questions to be answered.

The remainder of this dissertation is organized as follows. Chapter Il reviews
relevant literature related to the proposed investigation. Chapter 111 describes the
methodological procedures for this investigation. Chapter IV presents the findings of this
research. Finally, Chapter V presents the study summary including a discussion of study

results, a presentation of study limitations, and future research implications.



CHAPTER I

REVIEW OF RELATED LITERATURE

The need for school counseling research was advocated long before the field was
a profession (Gysbers & Henderson, 2005). Yet, there is still a need for school
counseling program research (Borders, 2002; Dimmitt et al., 2005; Green & Keys, 2001,
Paisley & McMahon, 2001; Perry, 1993; Whiston, 2002). There is a specific need for
school counseling outcome and longitudinal research (Borders, 2002; Carey & Dimmitt,
2006; Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005; Green & Keys, 2001;
Perry, 1993; Sabella, 2006; Sears & Granello, 2002; Sexton et al., 1997; Whiston, 2002).
The need for school counseling program outcome research is widely recognized within
the profession (Borders, 2002; Green & Keys, 2001; Gysbers, 2001; Perry, 1993; Sabella,
2006; Whiston, 2002; Whiston & Sexton, 1998). There is also a need for comprehensive
school counseling program outcome research on school system level variables (Borders,
2002; Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005;
Gysbers, 2001; Perry, 1993; Whiston, 2002; Whiston & Sexton, 1998). This chapter will
begin with a justification for comprehensive school counseling program implementation
and will then review literature documenting comprehensive school counseling programs

and related research.
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School Counseling Program Justification

Nowhere are comprehensive school counseling programs more critical than in
urban schools and for urban students, particularly African American students (Holcomb-
McCoy & Mitchell, 2005; Holcomb-McCoy & Lee, 2005; Lee, 2005). There is a long
history of educational achievement gaps between majority and racially underrepresented
student groups and for students in poverty (Adkison-Bradley, Johnson, Rawls, &
Plunkett, 2006; Amatea & West-Olatunji, 2007; Bemak & Chung, 2005; Bruns, Walrath,
Glass-Siegel, & Weist, 2004; Cox & Lee, 2007; Kunjufu, 2002; Trusty, Mellin, &
Herbert, 2008). According to Amatea and West-Olatunji (2007), in 2004 the Children’s
Defense Fund reported over 13 million children lived in poverty in the United States.
Amatea and West-Olatunji further reported that these 13 million children represent a
12.8% increase from the number of children living in poverty in 2000 and that in 2004
approximately one out of six children in the United States was poor.

The intent of the Mendez v. Westminster and Brown v. Board of Education court
decisions of 1946 and 1954, respectively, was to reduce and then equalize educational
system and attainment differences between White and underrepresented racial groups of
students. However, the quality of teaching and working conditions in contemporary
urban schools is still significantly worse than in suburban and rural schools (Amatea &
West-Olatunji, 2007; Lee, 2005; National Center for Educational Statistics, 2006).
Children attending urban schools are more likely to be taught by the less experienced
teachers who provide a lower quality of teaching (Amatea & West-Olatunji, 2007;

Kunjufu, 2002; Lee, 2005). Urban schools are plagued with an approximate 40 to 50%
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teacher turnover rate within the first five years of teaching service—perpetuating
educational system inequities by creating more stress on the educational system
(Kunjufu, 2002). High teacher turnover rates increase the likelihood of having more out-
of-field teachers teaching content areas for which they are not certified to teach (Lee,
2005; National Center for Educational Statistics, 2006). Urban school systems are further
placed at risk due to disproportionally low average-per-student expenditures, with the
lowest five percentile of schools spending approximately $6,000 per student and the
highest five percentile of schools spending over $16,000 per student (Kunjufu, 2002; Lee,
2005; National Center for Educational Statistics, 2006).

There is overwhelming evidence that academic achievement differences still exist
between racial majority and underrepresented student groups (Davis, Ajzen, Saunders, &
Williams, 2002; Miranda, Webb, Brigman, & Peluso, 2007; Stinson, 2006; Whaley &
Smyer, 1998). One of the primary challenges facing urban school counselors is pervasive
academic failure and underachievement of underrepresented racial student groups
(Blanchett et al., 2005; Holcomb-McCoy & Mitchell, 2005; Holcomb-McCoy & Lee,
2005; Lee, 2005). African American students (Awad, 2007; Fantuzzo, LeBoeuf, Rouse,
& Chen, 2012; Whaley & Noel, 2012), and particularly African American male students
(Davis, J. E., 2003; Day-Vines & Day-Hairston, 2005; Fantuzzo et al., 2012; Kunjufu,
2005; Mandara, 2006), are especially placed at risk of academic failure and
underachievement. Kincheloe and Hayes (2007) reported in the book, Teaching City
Kids: Understanding and Appreciating Them, “In many urban areas, for example, young

black men are twice as likely to end up in prison than at a university” (p. 11).
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Some propose that educational inequalities within the United States are
fundamental facts due to concentrated poverty (Caldas & Bankston, 1999). While others
report the purpose of Brown v. Board of Education was not to foster academic excellence
or achievement for underrepresented racial groups of students (Barton, 1994). Mental
health professionals have a critical role in addressing inequities within educational
systems and particularly problems plaguing urban schools (Amatea & West-Olatunji,
2007; Bemak & Chung, 2008; Carey & Dimmitt, 2008; Holcomb-McCoy & Lee, 2005;
Murray, 2006; Romano & Kachgal, 2004a). For example, a primary objective of the
Wallace-Readers’ Digest Transforming School Counseling Initiative (TSCI) is to
increase the academic achievement of students from underrepresented racial groups and
of poor students by implementing comprehensive developmentally appropriate school
counseling programs (Coleman, 2004; Galassi & Akos, 2004; Romano & Kachgal,
2004a; Whiston, 2004). Implementing comprehensive school counseling programs, part
of the response to problems in urban school, is believed to reduce educational
achievement discrepancies between student groups by impacting the school system
holistically.
Comprehensive Developmental Program Models
School counseling programs have continuously been modified and enhanced.
Various models of comprehensive developmental programs were developed during the
1970s, 1980s, and 1990s in response to concerns regarding school counselor
accountability (Green & Keys, 2001; Gysbers & Moore, 1981; Paisley, 2001). These

developmental programs shifted the focus from individual counseling provided by
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individual counselors to a developmental program serving all students in a school (Baker,
2001). These models gave systemic direction and provided an organized structure for
comprehensive developmental programs (Baker, 2001; Green & Keys, 2001; Gysbers,
2001; Gysbers & Moore, 1981; Sink, 2002). The next section will review three
comprehensive developmental program models.

Myrick’s developmental model was developed during the 1980s and focused on
three components (Myrick, 1987, 1997; Paisley, 2001). The first component focused on
programming and services for all students. The second component pertained to the
guidance curriculum and the necessity of organization, flexible planning, and sequence.
The third component of Myrick’s model was a need for an integrated program involving
the entire school staff.

Another model was the competency-based guidance model developed in the
1980s (Johnson & Johnson, 1991, 2003). This model was described as, “a total pupil
services program developed with the student as the primary client” (Johnson & Johnson,
1991, p. 6). The focus of this model was for all students to gain competencies to be
successful at school, in transition to higher education, or in the transition to a work role.
This competency-based model was also a comprehensive developmental program
approach, which similar to Myrick’s (1987, 1997) model, was a sequentially planned
program for all students. The difference between Myrick’s model and Johnson and
Johnson’s (1991, 2003) competency based model is the latter’s additional focus on

competencies acquired by all students.
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A third comprehensive guidance program model was initially developed in the
1970s (Gysbers & Moore, 1981) and modified over the next 20 years (Gysbers &
Henderson, 2000, 2005). According to Gysbers (2001), this model emphasized “an
organizational structure of content (competencies), organizational framework (structural
components and program components), and resources (human, financial, and political)”
(p. 101). Similar to Myrick’s (1987, 1997) and Johnson and Johnson’s models (1991,
2003), this model was developmental in scope. Unlike Johnson and Johnson’s
competency based model, however, this model included further direction regarding
additional roles and responsibilities and the implementation of such duties.

All three comprehensive developmental models provided greater direction and
structure for comprehensive school counseling programs while fostering flexibility to
address the unique needs of individual schools and communities. These models led to a
national approach to school counseling program implementation. The school counseling
profession gained even greater purpose, direction, and cohesion with the development of
the ASCA National Model: A Framework for School Counseling Programs, which was
an extension of previous comprehensive developmental program models (ASCA, 2003,
2005, 2012).

American School Counseling Association National Model

The National Standards for School Counseling Programs were adopted by the
American School Counseling Association (ASCA) in 1997 (Campbell & Dahir, 1997;
Herr, 2001, 2009; Paisley & McMahon, 2001; Whiston & Sexton, 1998). The ASCA

National Model: A Framework for School Counseling Programs (ASCA, 2003, 2005,
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2012) provided an organizational structure for school counselors and leaders working to
implement comprehensive and developmentally appropriate school counseling programs.

Currently in the third edition, all three ASCA National Models (ASCA, 2003,
2005, 2012) have been based on four themes of leadership, advocacy, collaboration, and
systemic change. These themes reflect the beliefs that school counselors are to be school
leaders working towards systemic change by collaborating and teaming with others while
advocating for students (Bemak, 2000; Bemak & Chung, 2005; Cox & Lee, 2007). The
organizational structure of the ASCA National Model has four components including the
foundation, management systems, delivery system, and accountability (ASCA, 2003,
2005, 2012). These components provide an organizational structure for school counselor
duties contributing to the implementation of a comprehensive and developmentally
appropriate school counseling program within unique school and community
environments. The next section will review the Foundation, Management System,
Delivery System, and Accountability components of the ASCA National Model (ASCA,
2003, 2005, 2012; Romano & Kachgal, 2004a).
Foundation
The Foundation component of the ASCA National Model is described as the

building blocks of a comprehensive counseling program (Anonymous, 2003; ASCA,
2012; Galassi, Griffin, & Akos, 2008; Schwallie-Giddis, ter Maat, & Pak, 2003). The
foundation consists of three aspects: program focus, student competencies, and
professional competencies. The program focus includes counselor beliefs based on their

worldviews, programmatic vision and mission statements and program goals
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(Anonymous, 2003; Dimmitt & Carey, 2007). The student competencies primarily
include the ASCA student standards pertaining to academic, career, and personal and
social development (Galassi et al., 2008; Perusse, Goodnough, & Noel, 2001).
Counselors are additionally encouraged to include relevant educational standards
complimenting the ASCA student standards. The school counselor competencies are
described as the attitudes, knowledge, and skills deemed necessary for school counselors
to effectively implement comprehensive and development appropriate school counseling
programs according to the ASCA National Standards.

The ASCA National Model recommends that schools have one school counselor
for every 250 students (ASCA, 2003, 2005, 2012; Astramovich & Miner Holden, 2002).
However, based on a study conducted by the National Center for Chronic Disease
Prevention and Health Promotion in which 51 state departments of education were
surveyed, Weist and colleagues (2003) reported the school counselor to student ratio of
surveyed state departments of education was approximately one school counselor to
every 1,000 students.
Management System

The management system components of the ASCA National Model provides
assessment tools school counselors utilize to manage their comprehensive school
counseling program (ASCA, 2003, 2005, 2012; Anonymous, 2003; Dimmitt & Carey,
2007). Examples of such tools measure school counselor competencies, school
counseling program components, and use-of-time. The ASCA National Model also

provides recommendations for how school counselors’ time should be spent (ASCA,
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2003, 2005, 2012; Dahir & Stone, 2003). Although time recommendations between the
four model components have been revised with new editions, all editions recommend
school counselors spend approximately 80% of their time providing direct and indirect
student services primarily through implementing the delivery system component (ASCA,
2003, 2005, 2012). The time recommendations have been further delineated based on the
developmental (elementary, middle, or high school) level of the school, the specific
services within the delivery system component, and the unique needs of the school
community.

The Management Component additionally includes annual agreements between
the school counselors and the school administrator responsible for overseeing the school
counseling program, creating and maintaining the advisory council, and data usage
(ASCA, 2012; Dimmitt & Carey, 2007). School counselors use multiple forms of data
while managing and implemented school counseling programs (Dahir & Stone, 2003).
Analyzing disaggregated data such as race/ethnicity, gender, and socioeconomic status
based on free or reduced lunch status are regularly used (Steward, Steward, Blair, Jo, &
Hill, 2008). Studying academic, attendance, and behavioral data are also utilized
regarding individual students, student groups, and the school system. School counseling
program process, perception, and outcome data are also utilized within this component.
The management component additionally includes the use of action and lessons plans for
implementing the delivery system components (e.g., in-class guidance lessons and small

group activities based on student need). School counselors utilize weekly, monthly, and
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annual calendars to communicate to stakeholders how the comprehensive school
counseling program is being implemented.

Delivery System

Under the first two editions of the ASCA National Model: A Framework for
School Counseling Programs (ASCA, 2003, 2005), a school counseling program’s
delivery system component was divided into four categories: guidance curriculum,
individual planning, responsive services, and system support (ASCA, 2005; Dimmitt &
Carey, 2007; Gysbers, 2004; Romano & Kachgal, 2004a). Under the current ASCA
National Model edition (ASCA, 2012), the delivery system component of a
comprehensive developmentally appropriate school counseling program is divided into
direct and indirect services. There are three delivery system direct services: the school
counseling core curriculum (classroom and small group-based lessons or psycho-
educational programs), individual student planning (appraisal and advising), and
responsive services (counseling and crisis response) (ASCA, 2012; Gysbers, 2004;
Romano & Kachgal, 2004a).
Accountability

The accountability component of the ASCA national model seeks to answer the
question, “How are students different as a result of the school counseling program?”
(ASCA, 2012, p. 99). This component analyzes collected data for programmatic decision
making (Borders, 2002; Carey & Dimmitt, 2006; Dahir & Stone, 2003; Hughes & James,
2001; Lapan, 2001). The accountability component includes a school data profile

including annual safety, behavior, attendance, and achievement data and use-of-time
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assessment analysis (ASCA, 2012). The time assessments are used to determine if school
counselors are spending 80% of their time in direct and indirect student services. This
component additionally includes process, perception, and outcome data on school
counseling curriculum, small group, and closing-the-gap direct student service activities
(ASCA, 2012, p. 101). The results reports are used to disseminate information to school
stakeholders and for program evaluation purposes. The accountability component
additionally includes four program evaluation and improvement areas: self-analysis of the
school counseling program and of the school counselor, an administrator’s school
counselor evaluation, and a review of program goals. According to Kaffenberger (2012),
“Outcome data are the most powerful” (p. 117). The next section will further review
accountability within the school counseling field.

Accountability

There has been historical demand for school counseling program accountability
(Borders, 2002; Dimmitt et al., 2005; Hughes & James, 2001; Lapan, 2001; Lapan,
Gysbers, & Petroski, 2001; Perry, 1993; Whiston & Sexton, 1998). The need for school
counseling program accountability stems from, and was further reinforced by, the
demand for accountability within education during the 1960s and 1970s (Gysbers &
Moore, 1981). Accountability regarding school counseling programs has historically
included: (a) documenting the roles and responsibilities of school counselors based on
published literature and state and national standards, and (b) documenting time spent in
such roles. Accountability research is also referred to as evaluation research (Borders,

2002; Lapan, 2001). The school counseling accountability literature includes evaluation-
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based (Carey & Dimmitt, 2006; Gysbers & Moore, 1981; Perry, 1993) and research-
based (Carey & Dimmitt, 2006) accountability.

Program Evaluation Research

The need to demonstrate school counseling program accountability by
conducting evaluation research will first be reviewed (Carey & Dimmitt, 2006; Gysbers
& Moore, 1981; Perry, 1993). Some have described that evaluation studies serve as a
measure of achievement, so that stakeholder can make more well informed decisions
within a specific educational systems (Carey & Dimmitt, 2006; Gysbers & Moore, 1981).
According to Gysbers and Moore (1981), evaluation studies can be process or formative
or product evaluative in nature. The results of evaluations studies, although serving an
important purpose, are less generalizable than are experimental studies and use less
rigorous methodology.

School counseling program evaluation research will next be reviewed. Training
school counselors and counselor educators to conduct evaluation studies is insufficient
due to confounding variables, such as other school improvement initiatives (e.g., teacher
professional development and additional building-wide program implementation), which
are often present in educational settings or may be concurrently implemented (Borders,
2002). This suggests the need for conducting experimental studies demonstrating the
impact of school counseling programs on variables deemed important to school systems
and state departments of education. School counseling program research needs to
demonstrate a positive impact on student academic achievement at school and state levels

(Borders, 2002; Gysbers, 2001). Others discussed the possible reluctance of school
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administrators to engage in school-based experimental research (Perry, 1993). Perry
attributed this administrative reluctance to the possible necessity of some students
needing to serve as a control group, and therefore not receiving the school counseling
program intervention. However, Whiston and Sexton (1998) suggested a possible
solution to such reluctance was the use of wait-list control participants in school
counseling outcome research, as is widely utilized in counseling outcome research.

Lapan (2001) developed a tool called, “framework for planning and evaluation”
(p. 291) to assist school counselors in two evaluation functions. First, this planning and
evaluation document was to be used to facilitate counselor documentation of school-
based domains directly influenced by the counseling program. Second, this tool was to
be used as an accountability measure to track the school counseling program impact on
noted developmental domains. This documentation tool included three planning and
three evaluation processes describing both the expected or desired results and how these
results were to be measured as a function of the comprehensive school counseling
program. Additionally, this documentation tool was to outline the duties or roles of the
school counseling program and the program elements believed to be found in effective
school environments.
Results Based Comprehensive Programs

Results-based research was a focus of school counseling research stemming from
the work of Johnson and Johnson (1982, 1991, 2003). Because the field of school
counseling is historically linked to school reform initiatives (Herr, 2001, 2002; Lapan,

2001), results-based research initiatives sought to demonstrate the impact of
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comprehensive school counseling programs on student academic achievement (Lapan,
2001).

School Counseling Program Outcome Research

There is need for school counseling program outcome research (Borders, 2002;
Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005; Green
& Keys, 2001; Sabella, 2006; Whiston, 2002; Whiston & Sexton, 1998). Some have
called for a clearer distinction between school counseling program evaluation studies, as
described, and school counseling program research studies (Dimmitt et al., 2005).
According to Carey and Dimmitt (2006), the purpose of research study is to add to a
growing body of knowledge and to develop additional theories regarding such
knowledge. Because of higher methodological criteria used in research studies, the
results are thought to be more generalizable. Also, because of current legislation (Carey
& Dimmitt, 2006; Carey, Dimmitt, Hatch, et al., 2008; Dimmitt et al., 2005; NCLB,
2002; Whiston & Sexton, 1998), research-based experimental studies are preferred and
mandated. Research studies need to demonstrate the school counseling program impact
on student academic achievement and on factors identified to positively impact student
academic achievement (e.g., attendance and suspension data). School counseling
outcome studies will next be reviewed.
Perception Studies

Nelson and Gardner (1998) published a study investigating the outcome of more
fully implemented comprehensive guidance programs in the state of Utah. This study

was commissioned by the Utah State Office of Education (USOE) and sought to
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investigate the impact of more fully implemented programs on Utah’s Student Education
and Occupation Plan (SEOP). Survey packets were sent to counselors, administrators,
and three randomly selected teachers from 193 qualifying schools. Responses were
received from 176 schools with fully implemented comprehensive guidance programs.

More fully implemented comprehensive guidance programs were found to more
positively impact the SEOP than did less fully implemented programs. Most of Nelson
and Gardner’s findings, however, pertained to descriptive and perception items. For
example, more fully implemented programs were found to have greater perceived
program coordination, district support, and high ratings of student assessed factors (e.g.,
educational and job preparation, student interest in future planning, and availability of
career resources). Schools with more fully implemented guidance programs were also
found to have a greater percentage of counselors’ time spent working directly with
students, increased parent involvement, and more students enrolled in science,
mathematics, and vocational related courses. Students in the schools with more fully
implemented comprehensive guidance and counseling programs also had higher ACT
subtest scores in every area than did students in schools with less than fully implemented
programs.

Nelson and Gardner (1998) did not report school demographic data and study
methodology, other than reporting survey packets were mailed to qualifying schools.
Qualifying schools were described as those identified by the USOE as having more fully
implemented comprehensive guidance programs. The criteria by which more fully

implemented comprehensive guidance programs were identified, however, were also not
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reported. Based on these findings, it seems this was a correlational investigation. The
relationship between the more fully implemented programs and suspension or attendance
data were also not addressed. Finally, possibly confounding interventions concurrently
implemented by the schools with the more fully implemented programs, or those with
less fully implemented programs, were not discussed.

Perception and Correlational Studies

Lapan, Gysbers, and Petroski (2001) conducted a statewide investigation of the
Missouri Comprehensive Guidance Program (MCGP) using student and teacher self-
report Missouri School Improvement Program (MSIP) data collected over four academic
years. These findings are especially relevant regarding the impact of school counseling
programs for multiple reasons. First, the University of Missouri was granted a U.S.
Department of Education grant for the development and implementation of school-based
counseling, career guidance, and placement programs for all states. Second, between the
academic years of 1984 to 1985 and 1997 to 1998 nearly 85% of all Missouri school
districts received extensive training to implement the MCGP. Lapan and colleagues
analyzed archived self-report MSIP data from 22,601 seventh grade students and 4,868
teachers from 184 schools that were collected between the fall of 1992 through the spring
of 1996 (four academic years).

This study investigated the impact of more fully implemented comprehensive
guidance and counseling programs on student perceptions of school safety, relationships
with teachers, and the relevance and importance of education to their future. The impact

of more fully implemented comprehensive guidance and counseling programs on student
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reported satisfaction with their own education and grades was also investigated. The
implementation status of comprehensive guidance and counseling programs was
quantified using teacher self-report MSIP data regarding program characteristics teachers
were believed to have knowledge of

time spent in classrooms; students assisted with personal, educational, and career

related concerns or planning; consultation with school personnel and parents;

individual and group counseling; student referrals to community-based services;
and communicating guidance program purpose and goals to school and

community stakeholders. (Lapan et al., 2001, p. 327)

Relevant findings regarding the impact of more fully implemented comprehensive
guidance and counseling programs will next be reviewed.

There was a significant positive correlation between more fully implemented
programs and student reported success and safety based on school level indicators.
Students in schools with more fully implemented programs were more likely to self-
report having higher grades and feeling safer in schools. Students in schools with more
fully implemented programs also reported having better relationships with teachers, being
more satisfied with their education, and perceiving their education as important and
relevant to their future.

Using data from the same Missouri School Improvement Program (MSIP)
database, Lapan, Gysbers, and Sun (1997) investigated the impact of more fully
implemented Missouri Comprehensive Guidance Programs (MCGP) on student perceived

academic achievement and perceived school climate. This study also investigated the
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relationship between more fully implemented MCGPs, students’ belief that their school
was preparing them well for their future, and the perceived amount of career-related
information and sources available to students.

Between 1992 to 1995, 100 students from every MSIP database high school were
randomly selected resulting in 22,964 high school student participants from 236 schools.
Data were also collected from 434 counselors working at these schools. As with the
Lapan, Gysbers, and Petroski (2001) research, this study utilized archived survey data
collected through the MSIP. Student reported data were collected using the Secondary
Student Questionnaire (SSQ). The study outcome measures were the three variables of
SSQ: student self-reported grades, self-assessed education quality for future preparation,
and how well students reported liking their school. Also assessed by the SSQ was
student perception of school climate factors such as feeling safe at school, perceived
behavior of class peers, feelings of belongingness, and if classes were interrupted or the
noise level of the school interrupted work concentration. Student perception of career-
related information was also assessed by the SSQ. Student demographic characteristics
such as sex, racial minority status, and parental education were additionally collected
from the SSQ.

School level demographic information including student enroliment,
socioeconomic student status measured by free and/or reduced lunch status, and
percentage of racial minority students was collected from the same MSIP database.
Guidance program implementation status was quantified using school counselor MSIP

self-report survey data. The school counselor surveys contained 32 items addressing
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classroom and group guidance presentations, individual planning services such as
assessment and advising, counseling and consultation work, professional development
programming, and system support or program implementation matters. The
comprehensive guidance program implementation status was calculated using the means
of all school counselor survey data for individual schools. Thus, each of the 236 high
schools yielded one implementation value.

Findings regarding student perception of career-related information, the belief that
education was preparing students well for the future, school climate, and earned grades
will be reviewed. Students attending schools with counselors who reported having more
fully implemented guidance programs reported having more career and college-related
information than did students attending schools with counselors who reported having less
fully implemented programs. Students who reported having more career-related
information also reported earning higher grades. Students attending schools with more
fully implemented guidance programs additionally reported having more positive school
climates and were more likely to report believing their school was well preparing them
for their future. Finally, students attending schools with school counselors who reported
having more fully implemented guidance programs reported earning higher grades than
did students attending schools with school counselors who reported having less fully
implemented guidance programs.

Limitations of this study included the use of self-report data from students and
school counselors. Because of this limitation, the impact of more fully implemented

guidance programs on student academic achievement was limited to students’ self-
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reported grades. Additional study limitations include the correlational nature of all
findings.

Empirical Studies

Sink and Stroh (2003a, 2003b) investigated the impact of more fully implemented
elementary school comprehensive guidance and counseling programs (CGCPs) on
academic achievement in the state of Washington. These researchers investigated if third
and fourth grade students in schools with more fully implemented CGCPs had higher
levels of academic achievement than students in schools with less fully implemented
CGCPS. Sink and Stroh randomly selected 150 elementary schools. Thirty-one of these
schools were excluded from participation for not having a school counselor on staff, 67
schools were identified with an implemented CGCP, and 83 schools were identified as
not having a CGCP. The 67 CGCP schools represented the experimental group and the
83 non-CGCP schools served as the control group. The CGCP experimental group had
an N of 9,816 students and the non-CGCP control group had an N of 10,315 students.
Academic information from a total of 20,131 students was analyzed, of which 49% were
third graders and 51% were fourth graders.

The following three measures were used in this investigation: The Comprehensive
Guidance & Counseling Programs and Student Success in Washington State Elementary
Schools Telephone Survey (Sink & Stroh, 2003a, p. 10), the lowa Tests of Basic Skills-
Form M (ITBS), and the Washington Assessment of Student Learning (WASL). The
telephone survey was created for use in this study to gather counselor background and

school information. If a school system was identified by the telephone survey as having
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an implemented CGCP, the survey data were then used to assess the implementation
status of the CGCP. The ITBS is a norm-referenced test used by Washington State to
assess third, sixth, and ninth grade students on basic academic skills. The WASL was
reported as a new criterion-referenced test administered to 4th, 7th, and 10th grade
students in Washington. Both test were described as being group administered and as
having adequate internal consistency and reliability.

The telephone survey was administered by trained school counseling doctoral
students. School demographic information (e.g., student enroliment and free and reduced
lunch status) was attained from the Washington School Research Center database, where
the researchers were employed. ITBS and WASL data and student demographic
information (e.g., number of years in current school, gender, and race) were also
collected. Multiple multivariate analyses of covariances (MANCOVAS) were run using
independent variables of Group (students in CGCP or non-CGCP schools), number of
years of enrollment, and gender and dependent variables of WASL or ITBS student
achievement measures. The independent variables were investigated for the third and
fourth grade students using MANCOVA:S.

Third grade students enrolled in schools with more fully implemented CGCPs for
more years had significantly higher ITBS scores than third grade students enrolled in
schools with less fully implemented CGCPs. Similar findings were found for the fourth
grade students. When fourth graders attended a school with a more fully implemented
CGCP for more years, these students scored significantly higher on the WASL state

assessment than did fourth grade students who attended non-CGCP schools.
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Third and fourth grade students attending schools during the first year of a less
than fully implemented CGCP (schools with a CGCP, but not fully implemented CGCP),
scored lower on both the ITBS and the WASL than did third and fourth grade students
attending non-CGCP schools (schools with no CGCP). Over a number of years,
however, this lower difference was found to disappear. Thus, for students with lower
initial academic performance on both the ITBS and the WASL, even attending schools
with a less than fully implemented CGCP, served to eliminate the achievement gap after
a few years. This group comparison study using archived data and a newly developed
telephone survey by Sink and Stroh (2003a, 2003b) provided support that school
counseling programs (CGCP) positively impact the academic performance of third and
fourth grade students. Moreover, this study provided evidence for the positive impact
school counseling programs (CGCP) can have on academic performance of upper
elementary school-aged youth when such programs are fully implemented for as few as
four academic years. This study also provided evidence for the positive impact of less
than fully implemented school counseling programs on third and fourth grade student
academic achievement when such school counseling programs are implemented for as
few as four years. This investigation was described as “a first of its kind to document
significant differences in academic achievement between students who attended

elementary schools with strong comprehensive programs and those without” (Sink &

Stroh, 2003a, p. 22).
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Variables Impacted by School Counseling Programs

Michigan Education Assessment Program (MEAP) and
Adequate Yearly Progress (AYP)

School counseling interventions and comprehensive school counseling programs
positively impact student academic achievement (Green & Keys, 2001; Gysbers, 2001;
Paisley & Hayes, 2003; Sink & Stroh, 2003a, 2003b). The Michigan Educational
Assessment Program (MEAP) and Adequate Yearly Progress (AYP) attainment are two
variables used to measure academic achievement in the state of Michigan (Adequate
Yearly Progress, 2011; Michigan Department of Education, 2009; Michigan Government,
2011a, 2011b; Michigan State Board of Education, 2002; U.S. Department of Education,
2002). Because this investigation sought to better understanding the impact one school
counseling program had on the academic achievement in a single school subject, the next
section will review recent relevant literature linking academic achievement gains to
school counseling programs and interventions.

Direct Impact on Academic Achievement

School counseling programs and interventions have a plethora of positive impacts
(Glosoff & Koprowicz, 1990; Lapan et al., 2001; Lapan et al., 1997; Nelson & Gardner,
1998; Sink & Stroh, 2003a, 2003b; Tobias & Myrick, 1999). This section will review
relevant literature specifically regarding the direct impact of school counseling programs
and interventions on academic achievement. As noted, seventh grade students attending
schools with more fully implemented comprehensive school guidance programs self-

reported earning higher grades (Lapan et al., 2001; Lapan et al., 1997). The Lapan,
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Gysbers, and Petroski (2001) and Lapan, Gysbers, and Sun (1997) studies concluded that
school counseling programs positively impact student self-reported grades.

School counseling programs also positively impact elementary school students’
academic achievement (Glosoff & Koprowicz, 1990; Sink, 2008; Sink & Stroh, 2003a,
2003b). As noted, third and fourth grade students attending schools for several years
with more fully implemented comprehensive school guidance programs had significantly
higher lowa Test of Basic Skills scores than did third and fourth grades students attending
schools without fully implemented comprehensive school guidance programs (Sink,
2008; Sink & Stroh, 2003a, 2003b).

Also as described, a study by Nelson and Gardner (1998) found that Utah high
school students attending schools with more fully implemented guidance programs had
higher American College Test (ACT) subtest scores in every area than did students
attending schools with less fully implemented guidance programs. Nelson, Gardner, and
Fox (1998) additionally found that high school students attending schools with more fully
implemented guidance programs had higher ACT composite scores.

Research pertaining to counseling, and counseling-related, interventions is also
linked to academic achievement. For example, counseling support groups have been
found to positively impact student academic achievement. Tobias and Myrick (1999)
found that peer led support groups positively impacted student grades. The Student
Success Skills classroom guidance and counseling support group program was repeatedly
found to positively impact student academic achievement, measured by state academic

assessment programs (Brigman & Goodman, 2003; Brigman & Webb, 2007; Brigman,
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Webb, & Campbell, 2007; Webb & Brigman, 2007). This classroom guidance and small
group program was specifically found to positively impact the percentage of students
scoring at proficiency levels for mathematics and reading.

Powell and Jacob Arriola (2003) found that African American students’ ability to
cope with unfair treatment, such as racial discrimination, is correlated with academic
achievement measured by grade point average (GPA). These researchers hypothesized
that students who talk with others as a coping mechanism for such unfair treatment will
have high GPAs. Counseling programs have also been found to influence the academic
achievement of specifically African American males students (Baggerly & Parker, 2005;
Caldwell, Sewell, Parks, & Toldson, 2009). Toldson (2008) further reported that
emotional factors were linked to improve academic achievement for African American
male students. Toldson found that African American male students with higher grades
were more likely to report high levels of life satisfaction than were students with lower
grades.

Indirect Impact on Academic Achievement

School counseling programs impact academic achievement indirectly by
impacting mediating factors (Barna & Brott, 2011; Bryan, 2005; Fitch & Marshall, 2004).
This section will review relevant literature regarding the indirect impact of school
counseling programs and interventions on academic achievement. For example, there is a
correlation between academic achievement and school, family, and community
partnerships (Bryan, 2005; Fitch & Marshall, 2004). Bryan (2005) described how school

counselors and school counseling programs positively impact school, family, and
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community partnerships, which in turn impact academic achievement. Additionally,
Barna and Brott (2011) reported that the ASCA National Standards of Personal and
Social Development indirectly impact academic achievement through the constructs of
behavior, social competence, emotional intelligence, and academic enablers.

The school counselor roles of consultation and collaboration also indirectly
positively impact academic achievement by impacting other educational stakeholders,
whom in turn directly impact academic achievement (Fitch & Marshall, 2004; Myrick,
1993; Sink, 2008). School counselors indirectly have a positive impact on academic
achievement by impacting the following factors found in effective schools: school
leadership, academic achievement recognition, parent and community involvement, and
students’ sense of belonging or measured school climate (Fitch & Marshall, 2004).
School counselors also indirectly positively impact academic achievement by specifically
impacting school climate through consulting and collaborating with others (Littrell &
Peterson, 2001; Sink, 2008). Fitch and Marshall (2004) found a positive correlation
between high achieving schools and when school counselors devote significantly more
time to the school counseling program management component, particularly adhering to
professional standards, coordination, evaluation, and research.

Some, however, question the practicality of studying school counseling programs
and improved academic achievement (Brown & Trusty, 2005b, 2005¢). Brown and
Trusty (2005a, 2005b, 2005c¢) believe investigating school counseling program impact on
improved academic achievement should not be the goal. Further, they believe efforts

should be devoted to investigating the impact of specific school counseling interventions,



o1
such as a counseling group or a guidance curriculum, on academic achievement, rather
than attempting to investigate the impact of a comprehensive school counseling program.
Suspension

Some student behaviors may negatively impact academic achievement and may
lead to student suspensions (Akos, 2000; Muscott, Mann, & LeBrun, 2008).
Interventions implemented based on the ASCA National Academic and Personal/Social
Standards reduce problematic behaviors, such as aggression, that may lead to
suspensions, which is linked to declines in academic achievement (Barna & Brott, 2011).
School counseling programs and interventions have positively impacted student behavior
and decreased the number of school suspensions (Akos, 2000; Brigman & Webb, 2007;
Glosoff & Koprowicz, 1990; Muscott et al., 2008; Ross & Horner, 2009; Steen &
Kaffenberger, 2007). Because this current investigation sought to better understanding
the impact one school counseling program had on suspension data in a single school
subject, this section will discuss recent relevant literature linking improved behavior to
school counseling programs and interventions.

Based on an elementary school-aged student sample, Glosoff and Koprowicz
(1990) found that school counseling interventions positively impacted behaviors that may
lead to suspensions. Studying school counseling intervention impact on behavior in an
elementary school aged population, Akos (2000) found that structured small group
counseling interventions indirectly reduced aggressive behavior by increasing empathy in
children. Akos reported students’ empathy was further developed by their participation

in psychoeducational groups intended to teach students skills. Akos further reported that
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these newly learned skills changed student attitudes, which improved student behavior.
Steen and Kaffenberger (2007) also found that students who participated in counseling
groups for personal, social, and academic achievement-related reasons improved their
behavior and improved language arts grades measured by parents and teachers.

The Student Success Skills (SSS) classroom guidance and small group counseling
program is another example of a school counseling intervention teaching students coping
strategies to reduce behaviors that may lead to suspensions. The SSS program has
repeatedly decreased student negative behaviors measured by the School Social Behavior
Scale (Brigman & Goodman, 2003; Brigman & Webb, 2007; Brigman, Webb, &
Campbell, 2007; Webb & Brigman, 2007). Rather than focusing directly on decreasing
behaviors that may lead to suspensions, the SSS program focuses on increasing prosocial
behaviors.

The Bully Prevention in Positive Behavior Support (BP-PBS) program is a
school-wide intervention program with the goal of reducing bullying behaviors by
teaching students strategies to address bullying (Ross & Horner, 2009). Ross and Horner
investigated the BP-PBS program intervention impact on six elementary school students
in three elementary schools. The BP-PBS program reduced problem behavior measured
by a School Wide Information System (SWIS) for the six students. The BP-PBS
program also reduced problem behavior and increased prosocial responses to problem
behavior in the three schools.

The Positive Behavioral Interventions and Supports-New Hampshire (PBIS-NH)

is another example of a positive behavioral support program (Muscott et al., 2008).
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Muscott, Mann, and LeBrun (2008) investigated the impact of the PBIS-NH program on
29 kindergarten through 12th grade schools and early childhood education programs. A
target goal was set for the percentage of students in elementary and secondary schools
with either no disciplinary incidences or “one instance of major problem behavior”
(Muscott et al., 2008, p. 197). Post implementation of the PBIS-NH program, the goal
was met in 73% of the high schools, 75% of the middle schools, and 87% of the
elementary schools. Implementing the PBIS-NH program also resulted in math and
reading proficiency percentage improvements for some elementary schools and a math
proficiency percentage improvement in one secondary school.

Underrepresented racial groups of students have consistently received a higher
percentage of school suspensions than would be expected given their percentage of
student populations (Arcia, 2007; Eitle & Eitle, 2004; Koaser, 1979; Skiba, Horner,
Chung, Rausch, May, & Tobin, 2011; Skiba, Michael, Nardo, & Personson, 2002). This
body of research has consistently highlighted that African American students (Mendez &
Knoff, 2003; Skiba et al., 2000; Streitmatter, 1986; Townsend, 2000), and especially
African American males (Bickel, 1980; Fenning & Rose, 2007; Mendez & Knoff, 2003),
are suspended more frequently than would be expected compared to their White peers
(Children’s Defense Fund, 1975; Mendez, Knoff, & Ferron, 2002; Skiba, Michael,
Nardo, & Personson, 2002). By consulting and collaborating with others, school
counselors can positively impact school leadership and school climate, thereby indirectly
impacting the disproportionate nature of who gets suspended from schools (Fitch &

Marshall, 2004; Littrell & Peterson, 2001; Sink, 2008).
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Attendance

There is a relationship between attendance and academic achievement (Steward et
al., 2008; Perry, Liu, & Pabian, 2010). Although the purpose of Adequate Yearly
Progress (AYP) attainment is academic achievement accountability (Adequate Yearly
Progress, 2011; Michigan Department of Education, 2009; Michigan Government, 2011a,
2011b; Michigan State Board of Education, 2002; U.S. Department of Education, 2002),
AYP is calculated based on state standardized reading and math test proficiency
percentages and attendance percentage in elementary and middle schools (Adequate
Yearly Progress, 2011; Michigan State Board of Education, 2002). Thus, this
investigation sought to better understanding the impact of one school counseling program
on attendance in a single school subject. Recent relevant literature regarding attendance
and school counseling programs and interventions will next be reviewed.

There is scant research on the impact school counseling programs and
interventions have on student attendance. Tobias and Myrick (1999), however, found
that peer-led support groups increased student attendance and that student absenteeism
was negatively correlated with student grade point averages (Powell & Jacob Arriola,
2003). Also as described, school counseling programs and interventions positively
impact behavior and decrease suspensions, thereby increasing attendance (Akos, 2000;
Bridgman & Webb, 2007; Glosoff & Koprowicz, 1990; Muscott et al., 2008; Ross &

Horner, 2009; Steen & Kaffenberger, 2007).



95
Dependent Variable Summary

Having more than one dependent variable when utilizing single subject time-
series methodology is pertinent to mitigating against internal validity threats (Heppner,
Wampold, & Kivlighan, 2008). The selection of dependent variables should also be
theoretically based - the intervention should theoretically impact the dependent variables.
This section highlighted recent relevant literature regarding school counseling programs
and interventions and academic achievement, suspensions and school behaviors, and
attendance. The following highlights the theoretical relevance of the selected dependent
variables:

an American Psychological Association (2002) policy briefing statement on the

importance of elementary and secondary school counseling programs argued that

over 20 years of research demonstrated that school counseling and mental health

services can significantly improve student achievement and school attendance,

and reduce disruptive behavior. (as cited by Sink, 2008, p. 446)
Urban schools are particularly faced with lower academic achievement (Blanchett et al.,
2005; Holcomb-McCoy & Mitchell, 2005; Holcomb-McCoy & Lee, 2005; Lee, 2005)
and higher absenteeism (Gruman, Harachi, Abbott, Catalano, & Fleming, 2008; Steward
et al., 2008) and suspension rates (Kunjufu, 2002, 2005). Therefore, this investigation
utilized MEAP proficiency percentage, annual AYP attainment status, suspension

percentage, and attendance percentage data as multiple dependent variables.
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METHODS

Participants and Settings

This research investigated the impact of one school counseling program on school
system level variables. The participant for this research was one urban kindergarten
through eighth grade single school subject, which will herein be referred to as School A
of the City School District. The school counseling program impact on the single school
subject was investigated using an ABA reversal single subject time-series analysis of
archived data (Aeschleman, 1991; Barlow, Nock, & Hersen, 2009; Cook & Campbell,
1979; Crosbie, 1993; Huitema, 2011b, 2011c; Kivlighan, 1990; Kazdin, 1980, 1994,
2003; Morgan & Morgan, 2001; Slowiak, Huitema, & Dickinson, 2008). This
methodology is also referred to as an interrupted time-series analysis or quasi-
experimental analysis. To this researcher’s knowledge, this investigation utilized a novel
methodology for studying a comprehensive school counseling program’s impact on
school variables within one school system.

Recruitment of Participants

There are challenges in conducting school counseling school-based research
(Perry, 1993). However, utilizing convenience sampling procedures are widely
advocated (Murray, Hannan, & Zucker, 1989) and used (O’Brien, 2007; Patsy Tan, 2004;
Smith & Palmieri, 2007) when conducting school-based research. Therefore, City School

District was identified for recruitment based on convenience sampling procedures.
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School A of City School District was selected based on purposeful sampling
procedures (Creswell, 2007; Marshall & Rossman, 2006; Sandelowski, 1995), which are
also routinely used in educational research (Hoekstra, Korthagen, Brekelmans, Beijaard,
& Imants, 2009; Pissanos, 1995; Siegel, 2005). School A was purposefully selected for
investigation because the school did not have a school counseling program, then
implemented a school counseling program for two academic years, and then withdrew the
program. Thus, the resulting change in school variables was readily investigated using an
ABA reversal single subject time-series analysis. This condition was ideal for
retroactively establishing a baseline analysis before the school counseling program
intervention was implemented.
Communication with District Leadership

Discussions with the Deputy Superintendent of City School District were initiated
by this investigator in July 2010 to assess the feasibility of this investigation. After
discussing the proposed research, the Deputy Superintendent directed this researcher to
initiate further discussions with the State and Federal Compliance Officer of the City
School District. This investigator then proceeded to contact and subsequently
communicate with the State and Federal Compliance Officer of the City School District.
The State and Federal Compliance Officer then requested a preliminary research proposal
to ascertain the possible acceptability of the proposed research, a redacted copy of which
can be found in Appendix A (Preliminarily Submitted Research Proposal). After
receiving the Preliminarily Submitted Research Proposal, and after discussing the

proposal with this investigator, the State and Federal Compliance Officer of the City
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School District further directed this investigator to obtain a “Request to Conduct
Research in the City School District” application. Upon approval of this researcher’s
dissertation committee to conduct the proposed research and after receiving university
Human Subject Institutional Review Board (HSIRB) approval, this researcher pursued
obtaining school district approval for conducting this investigation. The university
HSIRB approval letter to conduct the research can be found in Appendix B (HSIRB
Approved Approval Letter) and the approved application for continuing review can be
found in Appendix C (HSIRB Approved Application for Continuing Review). A copy of
the HSIRB approved consent form can be found in Appendix D (HSIRB Approved
Consent Form) and the site approval letter can be found in Appendix E (HSIRB
Approved Site Approval Letter). It should be noted that the City School District required
institutional HSIRB approval as part of the district research application.
District Research Application Process

After preliminary discussions were facilitated with City School District

leadership, this investigator proceeded with submitting an application to conduct school
district research. The district level application was obtained by this investigator,
completed, and submitted to the City School District with the following required
application materials: (a) $50 processing fee, (b) a copy of this investigator’s HSIRB
approval letter, (c) an HSIRB approved study participant consent form, (d) a complete
copy of the study proposal, and (e) nine additional copies of the City School District
Research Application. A redacted copy of the completed City School District

Application can be found in Appendix F (City School District Research Application —
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Redacted). A cover letter was also included in the application packet, which can be
found in Appendix G (City School District Research Application Cover Letter —
Redacted).
The City School District Research Application packet was initially submitted on
March 9, 2012. This investigator received a letter from City School District dated March
21, 2012 communicating that the received research application was not approved. A
redacted copy of this letter can be found in Appendix H (City School District Research
Application Non-Approval Letter — Redacted). Upon communication with a district
representative regarding the status of City School District Research Application, this
investigator was urged to re-submit the research application at the beginning of July
2012. Due to school district staff turnover, mandated testing programs, and the spring
demands of the academic year, this investigator was told that this later date would be
more accommodating for the school district. The City School District research
application packet was resubmitted on July 3, 2012. This investigator received a letter
dated August 16th indicating that the City School District research application was
conditionally approved, pending superintendent approval. A redacted copy of the City
School District research application approval letter can be found in Appendix I (City
School District Research Application Approval Letter — Redacted). The City School
District Superintendent signed the HSIRB approved consent form on August 28, 2012.
Schools Not Included in the Study
Because no additional City School District schools met the methodological

criteria for an ABA reversal single subject time-series analysis, all other district
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elementary, middle, and high schools were purposefully omitted from study participation.
Additional district elementary schools were purposefully omitted due to lacking
implemented school counseling programs. Because of having longstanding implemented
school counseling programs, all other district middle schools were omitted because they
did not meet the methodological criteria for an ABA reversal framework. All district
high schools were omitted for two reasons: (a) these schools did not meet the
methodological criteria following an ABA reversal framework due to their longstanding
implemented school counseling programs, and (b) the developmental age differences of
high school students compared to kindergartner through eighth grade students.

Convenience and Purposeful Subject Selection

Conducting school-based school counseling research poses many challenges
(Perry, 1993). However, using convenience sampling procedures when conducting
school-based research has been advocated (Murray et al., 1989) and utilized (O’Brien,
2007; Patsy Tan, 2004; Smith & Palmieri, 2007). Due to the difficulty in studying school
counseling program impact on academic achievement, suspension, and attendance school
level variables, this investigation used convenience and purposeful sampling procedures.
Through professional ties, this researcher utilized convenience sampling procedures to
identify the City School District as a target participant. Convenience and purposeful
sampling procedures were further employed to identify School A within City School

District as the single school subject.
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Setting for the Research
District Setting

District level archived descriptive demographic data were collected including
student enrollment, gender, race, and free and/or reduced lunch qualifying status for the
study years of 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to 2010, and 2010 to
2011. The free and/or reduced lunch service and student racial demographic enrollment
data were collected based on Michigan Educational Assessment Program and Adequate
Yearly Progress subgroup classifications (Burns, 1998; McGlinchey & Hixson, 2004;
Michigan Department of Education, 2009; Michigan Government, 2011a, 2011b) and the
preponderance of academic achievement differences in racial and socioeconomic student
subgroups (Adkison-Bradley et al., 2006; Amatea & West-Olatunji, 2007; Bemak &
Chung, 2005; Bruns et al., 2004; Cox & Lee, 2007; Kunjufu, 2002; Trusty et al., 2008).
The district level archived descriptive demographic data are shown in Table 1.

Based on review of school and district archived annual report documents, it was
gleaned that the collective elementary, middle, and high school level buildings did not
make Adequate Yearly Progress (AYP) for the 2007—2008 academic year. Although
some individual elementary and middle schools did make AYP during the 2007—2008
academic year, all of the individual City School District high schools failed to make AYP
and were in Phase Five of a school restructuring plan. It was further identified that for
the 2008-2009 academic year the collective elementary and high school level buildings

again failed to make AYP. The collective elementary, middle, and high school level City
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School District AYP attainment status is unknown for the 2006 to 2007, 2009 to 2010,

and 2010 to 2011 academic years.

Table 1

City School District Demographic Data by Year

Academic Years

06-07 07-08 08-09 09-10 10-11

Total Student Enrollment 15,025 14,892 14,160 13,701 13,013

Gender
Male 7,701 7,667 7,268 7,113 6,723
Female 7,324 7,225 6,892 6,588 6,290

Race/Ethnicity

African American 6,870 6,956 6,522 6,264 5,856
Asian/Pacific Islander 666 632 653 783 801
Hispanic 2,366 2,362 2,242 2,125 2,064
Native American 185 162 172 201 208
Native Hawaiian <10 <10 <10 10 <10
White 4,930 4,754 4,564 4,318 4,014
Two or More Races <10 <10 <10 <10 66
Free/Reduced Lunch 10,335 9,639 9,896 Omitted  Omitted

Note. This table depicts the mean student enrollment and mean number of male, female,
White, African American, Hispanic, Asian and Pacific Islander, Native American, and
students qualifying for free and reduced lunch services in City School District for the
years of analysis.
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School Setting

School A is a magnet-themed school within the City School District, with a visual
and performing arts specialization. Because of the magnet designation, students apply to
School A for enrollment. Mean annual demographic information including school
enrollment, gender, race, and numbers of students qualifying for free and/or reduced
lunch services for School A for the 2006-2007, 2007—2008, 2008-2009, 20092010, and
2010-2011 academic years is shown in Table 2. Tables 3, 4, 5, 6, 7 display annual
enrollment, gender, and racial demographic data by grade contributing to the single
school compound unit for the individual 2006—-2007, 2007—-2008, 2008-2009, 2009—
2010, and 2010-2011 academic years. Table 8 shows the professional degree
qualifications for School A’s teaching staff for four of the five years of analysis.
Although the teacher turnover percentage for the academic years of investigation was
approved for data collection by the City School District, these data were not able to be

collected.
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Table 2

Annual School Demographic Data

Academic Years

06-07 07-08 08-09 09-10 10-11

Total Enrollment 511 560 560 556 557
Gender
Male 205 219 229 240 236
Female 305 341 331 316 321

Race/Ethnicity

African American 279 321 326 317 326
Asian/Pacific Islander 24 22 27 29 20
Hispanic 55 57 55 52 65
Native American <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10
White 148 155 146 152 136
Two or More Races <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment and mean number of male, female,
White, African American, Hispanic, Asian and Pacific Islander, and Native American
students enrolled in City School District for the five years of analysis.
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School Demographic Data, 2006-2007
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Grades
K st 2nd 3rd 4th  5th  6th  7th  8th
Total Enrollment 71 66 74 50 53 50 50 47 50
Gender
Male 32 29 27 20 28 22 16 16 15
Female 39 37 47 30 25 28 34 31 35
Race/Ethnicity
African American 36 39 44 24 29 29 30 26 22
Asian/Pacific Islander <10 <10 <10 <10 <10 <10 <10 <10 <10
Hispanic <10 <10 <10 <10 <10 <10 <10 <10 <10
Native American <10 <10 <10 <10 <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10 <10 <10 <10 <10
White 26 15 25 14 14 15 10 11 18
Two or More Races <10 <10 <10 <10 <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment, number of male and female students, and
number of White, African American, Hispanic, Asian and Pacific Islander, and Native American
students by grade for School A.
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School Demographic Data, 2007-2008
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Grades
K st 2nd 3rd 4th  5th  6th  7th  8th
Total Enrollment 77 76 64 67 64 67 52 47 46
Gender
Male 29 31 27 26 26 31 21 12 16
Female 48 45 37 41 38 36 31 35 30
Race/Ethnicity
African American 43 42 38 42 31 39 29 28 29
Asian/Pacific Islander <10 <10 <10 <10 <10 <10 <10 <10 <10
Hispanic <10 <10 <10 <10 <10 <10 <10 10 <10
Native American <10 <10 <10 <10 <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10 <10 <10 <10 <10
White 27 26 14 20 19 17 14 <10 <10
Two or More Races <10 <10 <10 <10 <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment, number of male and female students, and
number of White, African American, Hispanic, Asian and Pacific Islander, and Native American
students by grade for School A.
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School Demographic Data, 2008-2009
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Grades
K st 2nd 3rd 4th  5th  6th  7th  8th
Total Enrollment 69 73 72 61 70 61 60 50 44
Gender
Male 36 30 26 25 27 25 29 20 11
Female 33 43 46 36 43 36 31 30 33
Race/Ethnicity
African American 35 44 39 38 45 31 38 27 29
Asian/Pacific Islander <10 <10 <10 <10 <10 <10 <10 <10 <10
Hispanic <10 <10 <10 <10 <10 <10 <10 <10 <10
Native American <10 <10 <10 <10 <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10 <10 <10 <10 <10
White 25 22 24 <10 18 16 12 14 <10
Two or More Races <10 <10 <10 <10 <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment, number of male and female students, and
number of White, African American, Hispanic, Asian and Pacific Islander, and Native American
students by grade for School A.
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School Demographic Data, 2009-2010
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Grades
K st 2nd 3rd 4th  5th  6th  7th  8th
Total Enrollment 72 71 68 75 54 57 54 56 49
Gender
Male 32 37 28 26 20 23 22 30 22
Female 40 34 40 49 34 34 32 26 27
Race/Ethnicity
African American 34 37 46 45 34 36 26 35 24
Asian/Pacific Islander <10 <10 <10 <10 <10 <10 <10 <10 <10
Hispanic <10 <10 <10 <10 <10 <10 <10 <10 <10
Native American <10 <10 <10 <10 <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10 <10 <10 <10 <10
White 28 21 17 23 <10 14 15 12 14
Two or More Races <10 <10 <10 <10 <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment, number of male and female students, and
number of White, African American, Hispanic, Asian and Pacific Islander, and Native American
students by grade for School A.
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School Demographic Data, 2010-2011
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Grades
K st 2nd 3rd 4th  5th  6th  7th  8th
Total Enrollment 70 73 68 65 68 56 53 53 51
Gender
Male 31 32 38 25 24 21 19 20 26
Female 39 41 30 40 44 35 34 33 25
Race/Ethnicity
African American 37 37 40 45 44 32 33 27 31
Asian/Pacific Islander <10 <10 <10 <10 <10 <10 <10 <10 <10
Hispanic <10 <10 <10 <10 <10 <10 <10 10 <10
Native American <10 <10 <10 <10 <10 <10 <10 <10 <10
Native Hawaiian <10 <10 <10 <10 <10 <10 <10 <10 <10
White 18 23 18 12 17 10 13 14 11
Two or More Races <10 <10 <10 <10 <10 <10 <10 <10 <10

Note. This table depicts the mean student enrollment, number of male and female students, and
number of White, African American, Hispanic, Asian and Pacific Islander, and Native American
students by grade for School A.
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Table 8

Professional Teacher Qualifications

Academic B.A. B.A. +15 M.A. M.A.+15 M.A.+30 Ph.D.
Year credits credits credits

2007-2008 7 5 18 0 0 0

2008-2009 7 5 18 0 0 0

2009-2010 12 X 20 X X 1

20102011 12 X 20 X X 1

Note. The professional teacher qualification information was not collected for the 2006—2007
academic year. For the 2009-2010 and 2010-2011 academic years, the above data were recorded
for thes_e combined years, and during these years there were only B.A., M.A., and Ph.D.
categories.
School Counseling Program Intervention

This research investigated the impact of one school counseling program
intervention on daily attendance percentage, daily suspension percentage, annual MEAP
proficiency percentage, and annual AYP attainment status data for a single school subject
utilizing archived school district records. The impact of school counseling program
interventions have been analyzed using archived data when conducting school counseling
research (Lapan et al., 2001). Because of high staff turnover typical of urban schools
(Achinstein, Ogawa, & Sexton, 2010; DeAngelis & Presley, 2011; Hunter Quartz et al.,
2008), school counseling staffing changes were hypothesized in the targeted single school
subject. Because of the retrospective nature of this investigation, descriptive information
regarding School A’s implemented school counseling program intervention during the

academic years analyzed was to be obtained from archived school annual report records.

However, no descriptive information regarding the school counseling program
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intervention was gleaned from the collected archived school annual report records during
the school counseling phase of this study, the 2008—2009 and 2009-2010 academic years
the intervention was implemented. Because the school counseling program was not
referenced in School A’s annual report, it can reasonably be inferred that the program
was a less than fully implemented school counseling program. Based on personal
communication (August 5, 2010) with the school counselor implementing the school
counseling program, it was learned that the school counselor was part-time and hired to
work exclusively with the sixth, seventh, and eighth grade students.

Methodological Paradigm

This research utilized an ABA reversal single subject time-series analysis
(Aeschleman, 1991; Barlow et al., 2009; Cook & Campbell, 1979; Crosbie, 1993;
Huitema, 2011a, 2011b, 2011c; Huitema & McKean, 2000a; Kazdin, 1980, 2003;
Kivlighan, 1990; Morgan & Morgan, 2001; Slowiak et al., 2008). Morgan and Morgan
(2001) described a single subject design as being similar to an extreme form of a repeated
measures design in that “frequent and continuous measurement of the dependent
variable” (p. 122) is assessed. The question regarding single subject research is: Has an
aspect of an individual’s behavior significantly changed in relation to previous behavior?
This design structure is also referred to as an AB design, or a two-phase experiment. The
A phase is analysis of selected dependent variables prior to intervention implementation.
The B phase is analysis of the dependent variable after intervention implementation. The

ABA reversal single subject time-series analysis is one form of a single subject design
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paradigm (Aeschleman, 1991; Barlow et al., 2009; Heppner et al., 2008; Huitema, 2011b,
2011c; Morgan & Morgan, 2001; Slowiak et al., 2008).

The unit of analysis of single subject designs can also vary. The unit of analysis
can be a single case or can be a compound unit (Huitema, 2011b, 2011c). A single case
could be an individual client, whereas a compound unit could be a group, a classroom, a
school system, a city, or a country. Because the composition of a compound unit can
fluctuate over time, the number of individuals making up the compound unit can also
change over time. This ABA reversal single subject time-series analysis methodology
was utilized to study the impact of an implemented urban school counseling program as a
school improvement intervention. This research investigated a school counseling
program’s impact on a school system serving as a compound unit of analysis.

Dependent Variable Selection

According to Heppner, Wampold, and Kivlighan (2008), a time-series analysis is
advantageous for two reasons. This analysis yields detection of dependent variable
changes over time and before the treatment or intervention is implemented. This analysis
also allows researchers to detect dependent variable trends that may occur over time.
However, there are concerns with internal validity threats when using time-series analysis
designs (Heppner et al., 2008; Huitema, 2011c). To mitigate against such concerns,
researchers are encouraged to have more than one dependent variable. Thus, one reason
this investigation analyzed multiple dependent variables of attendance, suspension,
MEAP, and AYP data. Heppner et al. additionally stressed the need for theory to drive

variable selection. The dependent variables of attendance, suspension, MEAP, and AYP
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attainment status were selected for investigation because of the prolific focus of these
measures within school counseling research (Dimmitt et al.; NCLB, 2002).

Theoretically, the intervention should have an impact on the selected variables.

According to Slowiak, Huitema, and Dickinson (2008), “Experimental control is
demonstrated when the behavior on the dependent variables change as the different
conditions are introduced” (p. 117). When two dependent variables are included, it can
more confidently be concluded that dependent variable changes are not attributed to
maturation or other factors in a time-series analysis (Kivlighan, 1990). Finally, the use of
time-series designs is underutilized in psychological research (Marcantonio & Cook,
1994).

Data Collection Procedures

School A of City School District was utilized as the single subject compound unit
of analysis. School A implemented a school counseling program intervention for the
2008-2009 academic year. The school counseling program was terminated at the
conclusion of the 2009-2010 academic year. Continuously accrued dependent variable
data were collected and analyzed from School A for the 2006 to 2007, 2007 to 2008,
2008 to 2009, 2009 to 2010, and 2010 to 2011 academic years. Data were collected and
analyzed for the two years before the school counseling program intervention was
implemented (2006 to 2007 and 2007 to 2008) to establish a retrospective baseline for the
dependent measures. Likewise, it was pertinent to collect data from the 2010 to 2011

school year to support the second A phase (A;) of the ABA reversal methodology.
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In addition to the dependent variables selected based on a methodological and
theoretical rationale, these variables were selected based on feedback from City School
District personnel. Because counseling psychologists can be of value to educational
systems by working collaboratively on school-based mental health outcome research
(Coleman, 2004; Forrest, 2004; Galassi & Akos, 2004; Gysbers, 2004; Pope, 2004;
Romano & Kachgal, 20044, 2004b; Whiston, 2004; Yeh, 2004), ensuring City School
District approval regarding variable selection was critical. As noted, preliminary
discussions were facilitated with the City School District’s Deputy Superintendent, who
directed this researcher to initiate preliminary discussions with the City School District’s
Federal Compliance Officer. The final decision to collect attendance, suspension,
MEAP, and AYP attainment status data as dependent variables from archived City
School District records was made based on preliminary discussions with the City School
District’s Federal Compliance Officer, while being theoretically and methodologically
grounded.

With the City School District Superintendent’s consent, and as directed by City
School District’s Federal Compliance Officer and Superintendent of Instruction, archived
dependent measure data were collected from, and in, collaboration with City School
District identified personnel. Per the HSIRB approved protocol and the approved City
School District Research Application, attendance and suspension data were collected
from City School District archived databases. The MEAP and AYP attainment status

archived data were collected in collaboration with City School District personnel from
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the MiSchoolData website housing school district submitted data in the state of
Michigan, which is publicly accessible.

Independent Measures

An ABA reversal single subject time-series analysis requires three phases. During
the first “A” phase there is no implemented intervention and a baseline is established.
The implemented school counseling program treatment intervention was introduced
during the “B” phase. For the second “A” phase (A7) the school counseling program
treatment condition intervention was removed. The school counseling program
intervention implemented for the single subject of School A of City School District was
to be described based on the archived annual staffing, school improvement plan, and
school annual report documents produced during the five academic years for this
investigation. As noted, the implemented school counseling program was not referenced
in any of the City School District and School A collected documents. Because the school
counselor (personal communication, August 5, 2010) was part-time and hired to work
exclusively with the sixth, seventh, and eighth grade students, it was reasonable to infer
that the school counseling program was a less than fully implemented school counseling
program.

Instrumentation

Because this research analyzed a single school subject, the measures (data)
utilized were continuously assessed by the school system. According to Morgan and
Morgan (2001), “Single-participant designs possess unambiguous advantages, if one is

interested in the development of behavior in a single organism over time” (p. 122). With
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limited funding, school systems need to make decisions regarding how funds will be
allocated (Carey & Dimmitt, 2008; Gysbers, 2004). Thus, there is a great need to
demonstrate the impact of school counseling programs on school systems. The following
pertinent educational measures were the selected dependent variables: daily attendance
percentage, daily suspension percentage, and annual standardized academic achievement
Michigan Educational Assessment Program (MEAP) proficiency percentage, and
Adequate Yearly Progress (AYP) attainment status data.

Reason for Variable Selection

Attendance, suspension, MEAP, and AYP variables were selected for four
primary reasons. First, this information is regularly reported as evidence of success
regarding meeting school identified school improvement goals (Michigan Department of
Education, 2009). Second, this information is currently utilized and assessed for meeting
No Child Left Behind (NCLB) legislative educational mandates (Dimmitt et al., 2005;
Michigan Department of Education, 2009; NCLB, 2002; McGlinchey & Hixson, 2004).
NCLB legislation is particularly concerned with student academic achievement,
attendance, and suspension rates utilized when calculating Adequate Yearly Progress
(Michigan Department of Education, 2009). Third, these variables are widely
investigated in school counseling program impact research (Brigman & Webb, 2007;
Gysbers, 2001; Muscott et al., 2008; Powell & Jacob Arriola, 2003; Ross & Horner,
2009; Sink & Stroh, 2003a, 2003b; Tobias & Myrick, 1999). Fourth, because an ABA
reversal single subject time-series analysis methodology was utilized in this investigation,

these variables were selected because they are continuously measured by school systems.
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Daily attendance, daily suspension, annual MEAP academic achievement, and annual
AYP attainment status data were methodologically appropriate dependent variable
measures for this analysis.
Michigan Educational Assessment Program

Initially funded through Public Act 307 in 1969 and refunded through Public Act
451 in 1976, the Michigan Educational Assessment Program (MEAP) first assessed
students during the 1969 to 1970 school year and was mandated for use in 1970
(Michigan Department of Education 2009; Michigan Government, 2011a). The MEAP is
a group administered criterion referenced assessment described as measuring students’
knowledge in the academic content areas of English Language Arts (ELA) (reading and
writing), mathematics, science, and social studies (Burns, 1998; McGlinchey & Hixson,
2004; Michigan Department of Education, 2009; Michigan Government, 2011a).
Because School A’s school counseling program was to target the sixth, seventh, and
eighth grades, this research investigated sixth, seventh, and eighth grade MEAP
proficiency data. Students are assessed for ELA and mathematics in sixth, seventh, and
eighth grades, social studies in sixth grade, and science in eighth grade. This
investigation sought to analyze ELA (reading) and mathematics MEAP proficiency data
because these content areas were annually assessed. As science and social studies
content data were not annually assessed, these areas were purposeful omitted for analysis.

The MEARP is initially scored using raw scores, converted to scaled scores, and
then classified into one of four levels. The levels of MEAP scoring are as follows: Level

1, Advanced and exceeding Michigan standards; Level 2, Proficient or meeting Michigan
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Standards; Level 3, Partially Proficient; and Level 4, Not Proficient. The raw and scaled
scores needed to achieve the various proficiency standards, or levels, change from year to
year, for the specific assessed content areas, and for the assessed grade levels. The raw
and scaled score needed for a seventh grader, for example, to achieve a Level 1 is not the
same as what an eighth grader needs to achieve a Level 1; however, the proficiency levels
remain the same. Therefore, proficiency levels can be compared from grade to grade for
individual students and for groups of students, whether such student groups are grade
level cohorts or student subgroups. Groups of students can be compared within an
individual school, from school to school, or from school district to school district.

The MEAP has adequate reliability (McGlinchey & Hixson, 2004; Michigan
Department of Education, 2009; Michigan Government, 2011a). Because this
investigation analyzed ELA (reading) and mathematics MEAP proficiency percentages,
the internal consistency information for only these content areas will be reviewed.
According to the Michigan Department of Education (2009), the median internal
consistency of the MEAP as measured by coefficient alphas for sixth grade are as
follows: “ELA .89, ELA-Reading .87, and mathematics .88” (p. 137). According to the
Michigan Department of Education (2009), the median internal consistency of the MEAP
as measured by coefficient alphas for seventh grade are as follows: “ELA .88, ELA-
Reading .84, and mathematics .88 (p. 137). According to the Michigan Department of
Education (2009), the median internal consistency of the MEAP as measured by
coefficient alphas for eighth grade are as follows: “ELA 0.89, ELA-Reading .85, and

mathematics .88” (p. 137).
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The Michigan Department of Education (2009) also reported the Item Response
Theory (IRT) reliability for all MEAP subtests. The IRT reliability for the ELA (reading)
and mathematics content areas will next be reviewed. According to the Michigan
Department of Education (2009), the sixth grade IRT reliability MEAP scores are “ELA-—
Reading .81 and mathematics .88” (p. 137). According to the Michigan Department of
Education (2009), the seventh grade IRT reliability MEAP scores are “ELA-Reading .80
and mathematics .87 (p. 137). According to the Michigan Department of Education
(2009), the eighth grade IRT reliability MEAP scores are “ELA—Reading .80 and
mathematics .87” (p. 137). The ELA-Reading IRT reliability scores are lower in all
grades than are the internal consistency reliability scores as measured by coefficient
alphas for all grades. According to the Michigan Department of Education (2009), the
MEAP is equally reliable for all assessed subgroups.

According to the Michigan Department of Education (MDE) (2009), there is
“strong evidence for the content validity of the MEAP” (p. 143), which is supported by
others (Michigan Government, 2011a). There is also, according to the MDE, evidence of
construct validity for the MEAP. However, because the MEAP is currently the only
measure used to assess what students individually and in groups are described as
knowing based on the MDE Benchmarks and Grade Level Context Expectations
(GLCEsS), there is currently no criterion validity evidence for the MEAP assessment
instrument. According to the MDE (2009), the MEAP is equally valid for all assessed

subgroups.
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In addition to assessing student knowledge in relation to the MDE Benchmarks
and (GLCEs), the MEAP is an ideal measure for assessing the impact of school
improvement programs designed to improve student academic achievement and school
functioning (Michigan Department of Education, 2009; Michigan Government, 2011a).
Some (Burns, 1998) question the reliability and validity of the MEAP for decision
making regarding individual students’ academic programs, while suggesting that school
level MEAP results assess the impact of school improvement programs on the school
system. Therefore, using MEAP proficiency data to assess a school counseling
program’s impact on the school system as a single subject is not only adequate, but may
be an example of an ideal use of MEAP assessment data, rather than using these data for
academic planning, or tracking of, individual students.
Adequate Yearly Progress

The No Child Left Behind Act (NCLB) of 2001 builds upon the 1965 and the
1994 reauthorization of the Elementary and Secondary Education Acts (Adequate Yearly
Progress, 2011; Michigan Government, 2011b; Michigan State Board of Education,
2002; U.S. Department of Education, 2002; Wiley et al., 2005). The purpose of the
current NCLB Act is to increase state and federal level accountability for student
academic achievement by mandating Adequate Yearly Progress (AYP) of all Title 1
funded public schools. An additional purpose of the NCLB Act is to have all students
proficient in reading and math by 2014, as assessed by individual state established
standards. AYP is another variable continuously annually calculated by all individual

schools and school districts receiving Title 1 funds. As an important academic measure
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of all federally funded public schools, AYP attainment status is another variable
methodologically suitable for an ABA reversal single subject investigation.

Under the NCLB legislation, each state individually determines the criteria for
attaining AYP (Adequate Yearly Progress, 2011; Michigan Government, 2011b; U.S.
Department of Education, 2002; Wiley et al., 2005). However, in all states, students must
meet state established proficiency standards on state-mandated assessments. The
assessment measure utilized in Michigan is the Michigan Educational Assessment
Program (MEAP) with proficiency scoring categories as previously outlined. All states
must also utilize a non-assessment based measure in determining AYP. For most states,
including Michigan, an additional measure used in calculating AYP for middle schools is
attendance. The dual standard for attaining AYP, the state-mandated testing (MEAP)
proficiency standard and the attendance criteria for middle schools, applies to the school
system as a single subject and to all individual subgroups within the school system. A
school system could additionally be granted AYP status under a Safe Harbor provision of
the NCLB Act if the percentage of a subgroup not meeting proficiency standards is
reduced by 10% or more from the previous year.

Attendance

School counseling interventions impact attendance (Steward et al., 2008; Tobias
& Myrick, 1999). Attendance percentage in middle schools, in addition to state
standardized reading and math school level proficiency percentages, are used to calculate
Adequate Yearly Progress (AYP) attainment status (Adequate Yearly Progress, 2011;

Michigan State Board of Education, 2002). Within School A of City School District,
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daily attendance was recorded by individual classroom teachers using a computer-based
record-keeping system linked to the City School District’s student management system.
For the purpose of this investigation, daily attendance data were collected from archived
City School District records.

Suspension

School counseling programs and interventions positively impact student behavior
decreasing the number of school suspensions (Akos, 2000; Brigman & Webb, 2007;
Glosoff & Koprowicz, 1990; Muscott et al., 2008; Ross & Horner, 2009; Steen &
Kaffenberger, 2007). Within School A of City School District, daily administered
suspensions were recorded by the School A administrator using a computer-based record-
keeping system linked to the City School District’s student management system. For the
purpose of this investigation, daily administered suspension data were collected from
archived City School District records.

Data Analysis

As reported by Morgan and Morgan (2001), “The conventional vehicle for data
presentation in single-participant research is the real-time graph, in which dependent
variable measures typically appear on the ordinate and independent variables conditions
(often depicted across time) typically appear on the abscissa” (p. 124). This method of
data representation and analysis has generated criticism (Heppner et al., 2008). Single
subject research designs can be analyzed visually and statistically, the latter being
pertinent for attaining credibility in the social science field (Huitema, 1986, 2011a;

Huitema & McKean, 2000a, 2000Db).
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All data were visually analyzed through this investigation. The statistical process
by which the attendance, suspension, and MEAP data were analyzed utilized ordinary
least squares (OLS) regression, an appropriate and parsimonious method to adequately
analyze interrupted time-series data (Huitema, 2011c; Huitema & McKean, 20003,
2000b; Huitema, McKean, & McKnight, 1999). The general process utilized to
statistically analyze each of the data sets is as follows. First, an OLS regression full
model was fitted to the data set including level and slope change parameters. Second, to
determine if the data set was autocorrelated, a Durbin—Watson test and the Huitema—
McKean (Huitema & McKean, 2000b) analysis utilizing the conventional lag-1
autocorrelation coefficient r; were conducted. Third, the residuals of the initially fitted
full model were visually analyzed to determine if there were linearity, homoscedasticity,
or normality assumption departures. Because autocorrelation or assumption departures
were identified with all statistically analyzed data, correction procedures including
weekly pooling of data sets (B. E. Huitema, personal communication, November 29,
2011; J. L. Urschel, personal communication, May 20, 2013) and using a double
bootstrap analysis (McKnight, McKean, & Huitema, 2000) were utilized. Fourth, a
reduced model using only level change parameters was fitted to the data set. Fifth, to
determine which model better fit the data, a model comparison test was conducted.
Finally, descriptive and inferential measures of the data set were calculated using the

selected model.



CHAPTER IV

RESULTS

Multiple hypotheses were tested to answer the research questions proposed for
this investigation. This chapter presents the results of this study as follows. First, each
research question is restated, followed by a restatement of the null hypothesis. Next, the
statistical analysis and computations used to test the hypothesis are presented with the
results. Tables and figures visually displaying results are also included. A conclusion for
each research question is then put forth.

Restatement of Research Questions, Null Hypotheses,
and Results of Statistical Analysis

Research Question 1

Did the school counseling program positively impact the daily attendance
percentage of the single school subject?

Null Hypothesis 1: The school counseling program will have had no impact on
single school subject’s daily attendance records measured by archived attendance
records.

To answer this question the archived daily attendance data were transformed into
daily percentages by dividing the daily number of students in attendance by the daily
number of enrolled students. Because of an annually transient student enrollment, daily
attendance percentages were analyzed rather than daily attendance numbers. These daily

percentages were then entered into the six parameter three-phase intervention model

84
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design matrix, found in Appendix J (Daily Attendance Data Six Parameter Three-Phase
Intervention Model Design Matrix), that was analyzed using OLS regression (Huitema,
2011b, 2011c; Huitema & McKean, 2000a, 2000b; Huitema et al., 1999).

Using a standard OLS regression procedure, the full model, including level
change and slope change, was fitted to the data by regressing the daily attendance
percentage dependent variable on the five predictor variables (the other columns of the
design matrix). The following is the full regression model equation, the regression
analysis output shown in Table 9, the ANOVA output shown in Table 10, and the time-
series plot shown in Figure 1. The regression model equation is Daily Attendance

Percentage = 95.2 — 0.00138 Day + 0.824 LC; —0.00192 SC; + 1.66 LC, —0.0133 SC,.

Table 9

Daily Attendance Full Model Regression Output

Predictor Coef SE Coef T p

Constant 95.244600 0.245100 388.63 0.000
Day —0.001378 0.001221 -1.13 0.259
LCy 0.824100 0.345800 2.38 0.017
SCy —0.001920 0.001726 -1.11 0.266
LC, 1.656900 0.422300 3.92 0.000

SC, —0.013349 0.003648 —-3.66 0.000
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Daily Attendance Full Model ANOVA Qutput
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Source df SS MS F p
Regression 5 183.248 36.650 7.06 0.000
Residual Error 862 4472.069 5.188

Total 867 4655.318

Daily Attendance Times Series Plot
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Figure 1. Daily Attendance Time-Series Plot

The Durbin-Watson (D-W) statistic of 0.971747 was obtained when doing the

regression analysis. Because autocorrelation is often a concern when analyzing time-

series data, the D—W Statistic of 0.971747 was compared with the upper and lower D-W

bounds (Huitema, 2011b, 2011c; McKnight et al., 2000). Using standard critical values

for the D-W test (a = .05), the D—Wiqwer bound of 1.87784 and D—W/pper bound of
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1.89675 were obtained using 850 observations and 5 parameters from a standard D-W
critical values table of 500 > by 50. Because the D—W statistic of 0.971747 is less than
the D-W\ower bound of 1.87784, it was concluded that the daily attendance data set was
autocorrelated (Huitema, 2011b, 2011c).

The presence of autocorrelated data was additionally tested using the Huitema—
McKean test (Huitema, 2011b, 2011c; Huitema & McKean, 2000b). The conventional
lag-1 autocorrelation coefficient (r,) was computed on the regression residuals yielding
an ry of .512727. The test statistic zy.m Was then computed using the following equation
(Huitema, 2011c, p. 381):

r + (PIN) 512727 + (6/868)
= = 15.3367 = ZH—M

VI(N=-2*) 1 (N-1N?]  V[((868 —2)*) / (868 — 1)868%)]

Because the obtained Zy v = 15.3367 was greater than the critical Z values of 1.645
(e =.05) and 2.326 (a = .01), it was again concluded that the daily attendance data were
autocorrelated.

The daily attendance percentage data were then pooled to reanalyze the data set as
weekly attendance data (B. E. Huitema, personal communication, November 29, 2011;
J. L. Urschel, personal communication, May 20, 2013). The weekly attendance
percentages were then entered into a six parameter three-phase intervention model design
matrix, found in Appendix K (Weekly Attendance Data Six Parameter Three-Phase
Intervention Model Design Matrix), that was analyzed using OLS regression (Huitema,

2011b, 2011c; Huitema & McKean, 2000a, 2000b; Huitema et al., 1999).
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Using a standard OLS regression procedure, the full model, including level

change and slope change, was fitted to the weekly pooled attendance data by regressing

the weekly attendance percentage dependent variable on the five predictor variables (the

other columns of the design matrix). The following is the full regression model equation,

the regression analysis output shown in Table 11, the ANOVA output shown in Table 12,

and the time-series plot shown in Figure 2.

Table 11

Weekly Attendance Full Model Regression Output

Predictor Coef SE Coef T p
Constant 95.204800 0.405500 234.77 0.000
Week —0.006452 0.009397 -0.69 0.493
LCy 0.762600 0.567800 1.34 0.181
SCy —0.007220 0.013290 -0.54 0.587
LC; 1.466100 0.688500 2.13 0.035
SC, —-0.061500 0.028200 -2.18 0.030
Table 12

Weekly Attendance Full Model ANOVA Output

Source df SS MS F p
Regression 5 36.048 7.210 2.42 0.038
Residual Error 179 533.626 2.981

Total 184 569.674
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Weekly Attendance Time Series Plot
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Figure 2. Weekly Attendance Time-Series Plot

The full OLS regression model equation is Weekly Attendance Percentage = 95.2 —
0.00645 Week + 0.763 LC; —0.0072 SC; + 1.47 LC, —0.0615 SC,,

The Durbin-Watson (D-W) statistic obtained when doing the regression analysis
yielded a D-W = 1.15389. The D-W statistic was analyzed to identify if the pooled
weekly attendance data were autocorrelated. The D-W statistic of 1.15389 was compared
with the D-W upper and lower bounds (Huitema, 2011b, 2011c; McKnight et al., 2000).
Using a standard critical values for the D-W test (a« = .05), the D—W/ower bound of 1.718
and D-W pper bound of 1.820 were obtained using 200 observations and 5 parameters.
Because the D—W statistic of 1.15389 is less than the D—W,qwer bound of 1.718, it was
concluded that the weekly attendance data set is also autocorrelated (Huitema, 2011b,

2011¢).
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Because the pooled weekly attendance data were also autocorrelated, the
Generalized Least Squares (GLS) regression double bootstrap analysis was conducted on
the daily and weekly data sets to account for the autocorrelated data (McKnight et al.,
2000). This analysis was done using the Western Michigan University (WMU)
Statistical Computation Lab (J. W. McKean, personnel communication, May 23, 2013).
The GLS regression double bootstrap analysis of daily attendance data yielded the

parameters shown in Table 13.

Table 13

Daily Attendance GLS Regression Double Bootstrap Analysis Parameters

Parameter Regression Parameter Estimate
beta 1 95.180229
beta 2 —-0.001125
beta 3 0.870021
beta 4 —0.002583
beta 5 1.869351
beta 6 —0.014074

Based on these parameters, the daily attendance GLS Double bootstrap full model
equation is Daily Attendance Percentage = 95.180229 — 0.001125 Day + 0.870021 LC; —
0.002583 SC; + 1.869351 LC, — 0.014074 SC,. The t-statistics, df, and corresponding

students - t critical values (a« = .05) are shown in Table 14.
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Table 14

Daily Attendance GLS Regression Double Bootstrap t-Statistics, df, Critical Values

t-Statistic df Students - t Critical Value
t (1) = 208.878 861 1.963
t(2)= -0.531 861 1.963
t(3)= 1.467 861 1.963
t(4)= -0.941 861 1.963
t(5)= 2.394 861 1.963
t(6) = —2.253 861 1.963

As shown in Table 14, because the t (5) and t (6) t-statistics, or the absolute values
thereof, are greater than the students - t critical values, significant effects were
demonstrated. However, these significant effects indicate a significant daily attendance
increase from phase B, when the counseling program was implemented, to phase A,
when the counseling program was removed. When the counseling program was
removed, daily attendance increased significantly by 1.871%. As also shown in Table
14, the slope decreased significantly from the intervention phase (B) to the A, phase,
when the school counseling program intervention was removed.

The GLS regression double bootstrap analysis was also conducted on the pooled
weekly attendance data to account for the autocorrelated data (McKnight et al., 2000)
using the WMU Statistical Computation Lab (J. W. McKean, personnel communication,
May 23, 2013). The GLS regression double bootstrap analysis of weekly attendance data

yielded the parameters shown in Table 15. Based on these parameters, the weekly
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attendance GLS double bootstrap full model equation is Weekly Attendance Percentage =

94.960756 — 0.001235 Day + 0.838804 LC; —0.017118 SC; + 1.904978 LC, — 0.066526

SC,. The t-statistics, df, and corresponding students - t critical values (a = .05) are shown

in Table 16.

Table 15

Weekly Attendance GLS Regression Double Bootstrap Analysis Parameters

Parameter Regression Parameter Estimate
beta 1 94.960756
beta 2 —0.001235
beta 3 0.838804
beta 4 -0.017118
beta 5 1.904978
beta 6 —0.066526

Table 16

Weekly Attendance GLS Regression Double Bootstrap t-Statistics, df, Critical Values

t-Statistic df Students - t Critical Value
t (1) = 146.592 178 1.973
t(2) = -0.080 178 1.973
t(3)= 0.993 178 1.973
t(4) = —0.749 178 1.973
t(5)= 1721 178 1.973
t(6) = —1.461 178 1.973
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Because none of the parameter estimate t-statistics are greater than the students t
critical values, no significant effects were found. Although significant daily attendance
changes were found as a function of the school counseling program intervention being
implemented and then withdrawn, these changes were in the opposite direction
hypothesized. Thus, the null hypothesis 1 was accepted based on the daily and weekly
pooled attendance data GLS double bootstrap analysis. Because the null hypothesis was
accepted, descriptive and inferential measures of overall intervention effects were not
calculated.

Research Question 2

Did the school counseling program improve daily suspension percentage records
for the single school subject?

Null Hypothesis 2: The school counseling program will have had no impact on the
single school subject’s daily suspension records, as measured by archived attendance
records.

Working collaboratively with the City School District, the archived daily number
of administered student suspension data was collected, rather than the archived daily
number of students suspended. Although the collected archived data facilitated
answering the proposed research question, it should be noted that these data may not fully
reflect the reality of the school environment.

To analyze the archived daily suspension data, the collected daily administered
suspension numbers were divided by the daily number of enrolled students. Daily

suspension percentages rather than daily suspension numbers were analyzed due to an
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annually transient student enrollment. These percentages were then entered into a six
parameter three-phase intervention model design matrix, found in Appendix L (Daily
Suspension Data Six Parameter Three-Phase Intervention Model Design Matrix), that
was analyzed using OLS regression (Huitema, 2011b, 2011c; Huitema & McKean,
2000a, 2000b; Huitema et al., 1999).

Using a standard regression procedure, the full regression model including level
change and slope change was fitted to the daily suspension data by regressing the daily
suspension percentage dependent variable on the five predictor variables (the other
columns of the design matrix). The following is the full regression model equation, the
resulting statistical analysis output shown in Table 17, the ANOVA output shown in
Table 18, and the time-series plot shown in Figure 3. The full regression equation is
Daily Suspension Percentage = 0.0107 + 0.000135 Day — 0.0403 LC; — 0.000087 SC; —

0.0155 LC; + 0.000234 SC,,

Table 17

Daily Suspension Full Model Regression Output

Predictor Coef SE Coef t p

Constant 0.01073000 0.01099000 0.98 0.329
Day 0.00013533 0.00005472 2.47 0.014
LCy —0.04033000 0.01550000 -2.60 0.009
SCy —0.00008709 0.00007739 -1.13 0.261
LC, —0.01553000 0.01893000 -0.82 0.412

SC; 0.00023400 0.00016350 1.43 0.153
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Table 18

Daily Suspension Full Model ANOVA OQutput

Source Df SS MS F p
Regression 5 0.14291 0.02858 2.74 0.018
Residual Error 862 8.98704 0.01043

Total 867 9.12995

Daily Suspension Time Series Graph
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Figure 3. Daily Suspension Time-Series Plot

The Durbin-Watson (D-W) statistic provided when doing the regression analysis
yielded a D-W = 2.00937. To test for the presence of autocorrelated data the D-W of

2.00937 was compared with the upper and lower D—W bounds (Huitema, 2011b, 2011c;
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McKnight et al., 2000). Using a standard critical values for the D-W test (« = .05), the
D—Wiower bound of 1.87784 and D—W per bound of 1.89675 were obtained using 850
observations and 5 parameters from a standard D—W critical values table of 500 > by 50.
Because the D-W statistic of 2.00937 was greater than the D—Wpper bound of 1.89675,
the daily administered suspension data were concluded to not be autocorrelated (Huitema,
2011b, 2011c).

The presence of autocorrelated data was also tested using the Huitema—McKean
test (Huitema, 2011b, 2011c; Huitema & McKean, 2000b). The conventional lag-1
autocorrelation coefficient (r;) was computed on the regression residuals yielding an ry of
—0.0049459. The test statistic zy-m Was then computed using the following equation
(Huitema, 2011c, p. 381):

r1 + (P/N) ~0.0049459 + (6/868)
= = .0580395 = yATIRY

VI(N =21 (N-1N?] v [((868 —2)*) / (868 — 1)868%)]

Because the obtained Z,; v =.0580395 was less than the critical Z values of 1.645
(e =.05) and 2.326 (o = .01), it was again concluded that the daily suspension data were
not autocorrelated.

The daily administered suspension data four in one residual plot was visually
analyzed to determine if the data set met the assumptions of linearity, normality, and
homoscedasticity. As shown in Figure 4, there were problems with the daily suspension
data analysis assumptions—particularly with the assumption of normality and

homoscedasticity.
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Figure 4. Daily Suspension Four in One Residual Plots, Full Model
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The daily administered suspension percentage data were then pooled to reanalyze

the data set as weekly administered suspension data (B. E. Huitema, personal

communication, November 29, 2011; J. L. Urschel, personal communication, May 20,

2013). The weekly administered suspension percentages were entered into a six

parameter three-phase intervention model design matrix, found in Appendix M (Weekly

Suspension Data Six Parameter Three-Phase Intervention Model Design Matrix), that

was analyzed using OLS regression (Huitema, 2011b, 2011c; Huitema & McKean,

2000a, 2000b;

Using a standard OLS regression procedure the full regression model including

Huitema et al., 1999).

level change and slope change was fitted to the data by regressing the weekly
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administered suspension percentage dependent variable on the five predictor variables

(the other columns of the design matrix). The following is the full regression model

equation, the regression analysis output shown in Table 19, the ANOVA output shown in

Table 20, and the times series plot shown in Figure 5. The full model regression equation

is Weekly Suspension Percentage = 0.0467 + 0.00304 Week —0.181LC; —0.00217 SC; —

0.0686 LC, + 0.00539 SC,,

Table 19

Weekly Suspension Full Model Regression Output

Predictor Coef SE Coef t p
Constant 0.04671 0.05099 0.92 0.361
Week 0.003041 0.001181 2.57 0.011
LCy —0.18078 0.07138 —2.53 0.012
SCy —0.002167 0.001671 -1.30 0.196
LC, —0.06860 0.08656 -0.79 0.429
SC, 0.005386 0.003545 1.52 0.130
Table 20

Weekly Suspension Full Model ANOVA Output

Source Df SS MS F p
Regression 5 0.65262 0.13052 2.77 0.020
Residual Error 179 8.43497 0.04712

Total 184 9.08759
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Figure 5. Weekly Suspension Time-Series Plot

The Durbin-Watson (D-W) statistic of 2.06169, obtained when doing the
regression analysis, was analyzed to determine if the pooled weekly suspension data were
autocorrelated. The D—W statistic of 2.06169 was compared with the D—W upper and
lower bounds (Huitema, 2011b, 2011c; McKnight et al., 2000). Using a standard critical
values for the D-W test (a = .05), the D—W ouwer bound of 1.718 and D—W pper bound of
1.820 were obtained using 200 observations and 5 parameters. Because the D—W statistic
of 2.06169 is greater than the D—W\per bound of 1.820, the weekly suspension data set
was concluded to not be autocorrelated (Huitema, 2011b, 2011c).

Autocorrelation was also tested using the conventional lag-1 autocorrelation

coefficient r; commuted on the regression residuals yielding an r; = —0.0310537. The
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test statistic zy v was then computed using the following equation (Huitema, 2011c,
p. 381).

r + (P/N)

Zy_wm

VIN=2)%) 1 (N-1N?)]
Therefore:

~ 0.0310537 + (6/185)
= 0.018906 = Zy_u

V(185 = 2)%) / ((185 — 1)185%)]

The directional test critical Z values are 1.645 (« = .05) and 2.326 (o = .01). Because the
obtained Z v = 0.018906 is less than the critical values, it was again concluded that the
pooled weekly suspension data were not autocorrelated.

The weekly administered suspension data four in one residual plot was visually
analyzed to determine if this data set met assumptions of linearity, normality, and
homoscedasticity. As shown in Figure 6 this data set is much closer to meeting the
assumptions—particularly with the assumption of normality and homoscedasticity.
Therefore, the suspension data were further analyzed using the weekly pooled
administered suspension data (B. E. Huitema, personal communication, November 29,

2011; J. Urschel, personal communication, May 20, 2013).
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A reduced model was then fitted to the data using the intercept and level change

parameters, excluding the weekly time and slope change parameters of the full model.

The following is the reduced regression model equation, the regression analysis output

shown in Table 21, and the ANOVA output shown in Table 22. The reduced regression

equation is Weekly Suspension Percentage = 0.161 — 0.0349 LC; + 0.0768 LC,.



Table 21

Weekly Suspension Reduced Model Regression Output
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Predictor Coef SE Coef T P
Constant 0.16074 0.02576 6.24 0.000
LCy —0.03486 0.03643 -0.96 0.340
LC, 0.07683 0.04462 1.72 0.087
Table 22

Weekly Suspension Reduced Model ANOVA Output

Source df SS MS F p
Regression 2 0.14942 0.07471 1.52 0.221
Residual Error 182 8.93817 0.04911

Total 184 9.08759

The D-W statistic of 1.94823, obtained when doing the regression analysis, was

again analyzed to identify if the pooled weekly suspension data were autocorrelated. The

D-W statistic of 1.94823 was compared with the D-W upper and lower bounds

(Huitema, 2011b, 2011c; McKnight et al., 2000). Using a standard critical values for the

D-W test (a = .05), the D—W/ower bound of 1.718 and D—W per bound of 1.820 were

obtained using 200 observations and 5 parameters. Because the D-W statistic of 1.94823

is greater than the D—Wper bound of 1.820, the reduced fitted model for the weekly

attendance data set was also concluded to not be autocorrelated. Because the fitted full
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regression model was also found to not be autocorrelated, this was the expected result
(Huitema, 2011b, 2011c).

The full and reduced models were then compared to determined which model
more appropriately described the data using the following model comparison F test

(Huitema, 2011b, p. 437).

[Ssreg(FuII) -SS reg(Reduced)]/(deeg(FuII) - deeg(Reduced))

MSRes(rulry

Therefore,
[0.65262 — 0.14942] (5 - 2)
= 3.5597057 = F test statistic

0.04712

According to Huitema (2011b), “The obtained F is compared with the critical value of
the F distribution based on the numerator degrees of freedom (dfregfuil — dfregreduced) and
the denominator degrees of freedom (N —m — 1, where m is the number of predictors in
the full model)” (p. 437). Thus, using 3 and 179 degrees of freedom, the critical F value
(o = .05) was 2.65507370. Because the obtained F value of 3.5597057 > the critical F
value of 2.65507370, the full regression model of Weekly Suspension Percentage =
0.0467 + 0.00304 Week —0.181LC; —0.00217 SC; —0.0686 LC, + 0.00539 SC, was
concluded as a better fit of the weekly administered suspension data.

Descriptive and inferential measures of overall intervention effects were next
calculated using parameter estimates and the associated inferential measures of the full
regression model. The Overall Level Change, Test for Overall Level Change, the Overall

Slope Change and the Test for Overall Slope Change were calculated using the values
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shown in Table 23. The overall level change statistic was computed using the individual
level change coefficients (b LC,), the associated variance estimates (0% ), and the signs
for the observed and predicted effects as shown in Table 24. This computation is as
follows:

> 1/(0%)(PSc)(0Se) |b LCe| 26.325448

¥ U(O%ce) 329.73202

Table 23

Summary Statistics for Computing LCoverail, ZLcoverall: SCoverail, @Nd Zscoverall

Phases bLC, 02, te P Z PSc  0OS.  (PSo)(OSo) |Zdl

Level Change (LC)

A B -0.18078  0.0050951 -2.53 0.0060 -2.51214 - - 251214

B, A, -0.06860 0.0074926 -0.79 0.2145  -0.790904 + - -0.790904
Slope Change (SC)

A B —0.002167 0.0000028 -1.30 0.098 —-1.29303 - - 1.29303

B, A, 0.005386 0.0000126 1.52 0.065 1.51410 + + 1.51410

Note. This table contains the estimated level-change coefficients, error variances for these coefficients, associated t, z,
and one-tailed p-values, predicted signs, observed signs, and products and observed signs times the absolute z-values.

Table 24

Overall Level Change Statistic Commutation Values

Phases 1/(0%) 1/(0%)(Psc)(0Se)|b LC|
A B 196.26700 35.4811480
B, A 133.46502 -9.1557003

y 1/(0%) = 329.73202 Y 1/ (0%) (PSo) (0S.) [b LC,| = 26.325448
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According to Huitema (2011Db), “this measure [the LCoveray Statistic] indicates that
the overall effect of introducing [or withdrawing] the condition [the school counseling
program] is to change the absolute” (p. 449) weekly administered suspension percentage
by 0.0798389%. Based on the average enrollment for the five academic years of this
investigation, 0.0798389% yields an approximate annual administered suspension
decrease of 44 administered suspensions.

The test statistic for overall level change was next commuted using the following
equation based on the individual level change estimates, the associated one-tailed
p-values, and the signs associated with the set of predicted and observed level changes:

S (PSe)(OSe) |Zd] 1.721236
= = 1.2170976 = Z overailLC

\C V2

The one-tailed p-value, in this case the area above z = 1.2170976, is < 0.0096. Because
the Zoveran Lc 0f 1.2170976 > p = 0.0096, according to Huitema (2011b), it is concluded
that the cumulative evidence for level change associated with the intervention in this
study is very strong” (p. 450).

The same computations were calculated to obtain the Overall Slope Change
Statistic and the test for the overall slope change. The overall slope change statistic was
computed using the individual slope change coefficients (b SC,), the associated variance
estimates (0% ), and the signs for the observed and predicted effects as shown in Table

25.
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Table 25

Overall Slope Change Statistic Commutation Values

Phases 1/(6%) 1/(0%)(PS.)(0S.)| b SC|
A, B 357142.86 773.92857
B, A 79365.079 427.46032

y 1/(0%) = 436507.94 Y 1/(0%) (PSo) (0S.) |b SC,| = 1201.3889

This computation is as follows:

Y 1/(0%)(PSc)(OSe) |b SC| 1201.3889
= = .0027523 = SCOVera"

> 1(0%ce) 436507.94

The test statistic for overall slope change was next computed using the following
equation based on the individual level change estimates, the associated one-tailed
p-values, and the signs associated with the set of predicted and observed level changes:

> (PSc)(OS,) |Z¢| 2.80713
= = 19849406 = Zovenlsc

\C V2

The one-tailed p-value, in this case the area above Zoyeran sc = 1.9849406, is < 0.0239.
Because the Zoyeran sc 0f 1.9849406 > p = 0.0239, according to Huitema (2011b), “It is
concluded that the cumulative evidence for slope change associated with the intervention

[the school counseling program] in this study is very strong” (p. 450).
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The standardized effect size and the proportion of the total variation in weekly
administered suspensions were additionally calculated. The standardized effect size for
both pairs of adjacent phases was first calculated using the equation

b LC.
= g

\/ MSResiduaI

where the level change coefficient for phase comparison ¢ is b LC. and the mean square
residual for the model that provides the LC coefficient is MSgesiqual. The standardized
effect size, g ,, =—0.8328135, for the pair of adjacent A and B phases was calculated as:

b LC, —0.18078
= = —0.8328135.

V MSResidual V0.04712

The g . =-0.8328135 is the standard effect of implementing the school counseling
program intervention in terms of standard deviation units. The standardized effect size,
g . =-0.3160251, for the pair of adjacent B and A, phases was calculated as

b LC, —0.06860

= = —0.316025.

\ MSResidual V0.04712

The g . = —0.316025 is the standard effect of withdrawing the school counseling
program intervention in terms of standard deviation units. The standardized overall level

change statistic effect size, g . = 0.3678002, was computed using the following equation:
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I—COveraII 0.0798389
= = 0.3678002 = g overall

\ MSResidual 7 0.04712

The g . = 0.3678002 is the standard effect of implementing and withdrawing the school
counseling program intervention in terms of standard deviation units.

Finally, the proportion of the total variation in weekly administered suspensions,
R? = 0.0718144, was calculated with the following equation:

SSRegression 0.65262
= = 00718144 = R’

SStotal 9.08759

The R? = 0.0718144 is the proportion of variation in the weekly administered suspension
dependent variable explained by the implemented school counseling program
intervention.

Because the test for overall level change statistic, Zoveran L.c = 1.2170976, was
significant, the null hypothesis for question 2 was rejected.
Research Question 3

Did the school counseling program have a positive impact on annual MEAP
mathematics and English Language Arts proficiency scores for the sixth, seventh, and
eighth grade students of the single school subject, as measured by the signal school
subject’s archived MEAP records?

Null Hypothesis 3: The school counseling program will have had no impact on the

single school subject’s annual MEAP mathematics and English Language Arts
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proficiency scores, for the sixth, seventh, and eighth grade students, as measured by
archived MEAP records.

MEAP English Language Arts. To answer this question the MEAP English
Language Arts (ELA) sixth, seventh, and eighth grades reading proficiency percentages
were pooled and entered into the six parameter three-phase intervention model design
matrix, found in Appendix N (MEAP Reading Data Six Parameter Three-Phase
Intervention Model Design Matrix). This design matrix was analyzed using OLS
regression (Huitema, 2011b, 2011c; Huitema & McKean, 2000a, 2000b; Huitema et al.,
1999).

Using a standard OLS regression procedure the reduced model, excluding the
annual time and slope change parameters, was fitted to the MEAP reading proficiency
data by regressing the annual MEAP Reading dependent variable scores on the two
predictor variables (level change columns of the design matrix). Because of the small
number of data points in each phase, a full model could not be fit to the data. The
following is the reduced regression model equation, the regression analysis output shown
in Table 26, the ANOVA output shown in Table 27, and the time-series plot shown in
Figure 7. The reduced regression model equation is MEAP Reading Proficiency
Percentage =59.1 - 8.9 LC; + 5.3 LC;,

From the regression output it was concluded that there was a non-significant mean
phase level change decrease (LC; of — 0.40) in MEAP Reading proficiency percentage

when the school counseling program was implemented. It was also concluded that there
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was a non-significant mean phase level change increase (LC, of 0.19) in MEAP Reading

proficiency percentage when the school counseling program was removed.

Table 26

Annual MEAP Reading Reduced Model Regression Output

Predictor Coef SE Coef t p
Constant 59.10 15.92 3.71 0.065
LCy -8.90 22.51 -0.40 0.731
LC, 5.30 27.57 0.19 0.865
Table 27

Annual MEAP Reading Reduced Model ANOVA Output

Source df SS MS F p
Regression 2 79.8 39.9 0.08 0.927
Residual Error 2 1013.3 506.6

Total 4 1093.1
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MEAP Reading Time Series Plot
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Figure 7. Annual MEAP Reading Time — Series Plot

MEAP Mathematics. To answer this question the MEAP Mathematics sixth,
seventh, and eighth grades proficiency percentages were pooled and entered into the six
parameter three-phase intervention model design matrix, found in Appendix O (MEAP
Mathematics Data Six Parameter Three-Phase Intervention Model Design Matrix). This
design matrix was analyzed using OLS regression (Huitema, 2011b, 2011c; Huitema &
McKean, 2000a, 2000b; Huitema et al., 1999).

Using a standard OLS regression procedure the reduced model, excluding the
annual time and slope change parameters, was fitted to the data by regressing the annual
MEAP mathematics proficiency dependent variable scores on the level change predictor
variables columns of the design matrix. Because of the small number of data points in
each phase, a full model could not be fit to the data. The following is the reduced

regression model equation, the regression analysis output shown in Table 28, the
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ANOVA output shown in Table 29, and the time-series plot shown in Figure 8. The

reduced regression model equation is MEAP Mathematics Proficiency Percentage = 37.4

—224LC1+28LCy,

Table 28

Annual MEAP Mathematics Reduced Model Regression Output

Predictor Coef SE Coef t P
Constant 37.43 19.51 1.92 0.195
LC, 22.39 27.59 -0.81 0.502
LC, 2.79 33.79 0.08 0.942
Table 29

Annual MEAP Mathematics Reduced Model ANOVA Output

Source df SS MS F P
Regression 2 558.1 279.0 0.37 0.732
Residual Error 2 1522.5 761.3

Total 4 2080.6
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MEAP Math Time Series Plot
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Figure 8. Annual MEAP Mathematics Time-Series Plot

From the regression output we know there was a non-significant mean phase level
change decrease (LC; of — 0.81) in MEAP mathematics proficiency percentage when the
school counseling program was implemented. We also know there was a
non-significant mean phase level change increase (LC, of 0.08) in MEAP mathematic
proficiency percentage when the school counseling program was removed.

Therefore, the null hypothesis was accepted for research question 3.
Research Question 4

Did the school counseling program have a positive impact on annual AYP
attainment for the single school subject, as measured by School A’s archived records?

Null Hypothesis 4: The school counseling program will have had no impact on the

single school subject’s AYP records, as measured by archived AYP records.
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Table 30 shows the Adequate Yearly Progress (AYP) attainment status for the
years of investigation. Because there was no variation in the AYP attainment status
dependent variable, it was concluded that the school counseling program had no effect on

the AYP data. Therefore, the null hypothesis for research question 4 was accepted.

Table 30

AYP Attainment Status

Year Attainment Status
1 Met AYP
2 Met AYP
3 Met AYP
4 Met AYP
5 Met AYP
Summary

This chapter included the research questions, null hypotheses, research findings,
and tables and figures summarizing and illustrating data. The next chapter presents a
summary of this investigation and findings. A discussion is also included, as are

recommendations for future research and practice implications.



CHAPTER V

SUMMARY AND CONCLUSIONS

Summary

Introduction and Purpose of the Research

This research investigated the impact of one urban school counseling program on
one school system using an ABA reversal single subject time-series analysis of archived
school district records. The school counseling program’s impact on the school system
was investigated using attendance, suspension, and Michigan Educational Assessment
Program (MEAP), and Adequate Yearly Progress (AYP) data as school level dependent
variables. This study contributed to longitudinal outcome research in the school
counseling field while using a novel methodology.
Review of the Literature

The literature review for this research addressed three major domains: (1) the
development of comprehensive school counseling programs and a review of the current
American School Counseling Association National Model (American School Counseling
Association, 2003, 2005, 2012); (2) school counseling outcome research; and
(3) attendance, suspension, MEAP, and Adequate Yearly Progress related literature. A
justification for the value of, and need for, school counseling programs was presented
(Amatea & West-Olatunji, 2007; Bemak & Chung, 2008; Carey & Dimmitt, 2008;
Holcomb-McCoy & Lee, 2005; Murray, 2006; Romano & Kachgal, 2004a). The critical
need for comprehensive school counseling programs in urban schools and for urban

students, particularly African American students, was discussed (Awad, 2007; Davis, J.
115
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E., 2003; Day-Vines & Day-Hairston, 2005; Fantuzzo et al., 2012; Kunjufu, 2005;
Mandara, 2006; Whaley & Noel, 2012). A historical overview of comprehensive
developmental program models including the work of Myrick (1987, 1997), Johnson and
Johnson (1991, 2003), and Gysbers (Gysbers & Henderson, 2000, 2005; Gysbers &
Moore, 1981) was reviewed. The development and framework of the American School
Counseling Association National Model for comprehensive school counseling program
best practice was put forth (ASCA, 2003, 2005, 2012).

Literature regarding school counseling accountability (Borders, 2002; Dimmitt et
al., 2005; Hughes & James, 2001; Lapan, 2001; Lapan, Gysbers, & Petroski, 2001; Perry,
1993; Whiston & Sexton, 1998), program evaluation (Borders, 2002; Carey & Dimmitt,
2006; Gysbers & Moore, 1981; Lapan, 2001), and results-based comprehensive school
counseling programs (Johnson & Johnson, 1982, 1991, 2003) was next presented.
Literature supporting the need for school counseling program outcome study research
was then reviewed (Borders, 2002; Carey & Dimmitt, 2006; Carey, Dimmitt, Hatch, et
al., 2008; Dimmitt et al., 2005; Green & Keys, 2001; Sabella, 2006; Whiston, 2002;
Whiston & Sexton, 1998). A review of pertinent and related school counseling outcome
research was presented including perception (Nelson & Gardner, 1998), perception and
correlational (Lapan et al., 2001; Lapan eet al., 1997), and empirical (Sink & Stroh,
2003a, 2003b) studies.

Method
This investigation utilized an ABA reversal single subject time-series analysis of

archived data (Aeschleman, 1991; Barlow et al., 2009; Cook & Campbell, 1979; Crosbie,
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1993; Huitema, 2011b, 2011c; Kazdin, 1980, 1994, 2003; Kivlighan, 1990; Morgan &
Morgan, 2001; Slowiak et al., 2008). The single school subject, serving a majority
African American student population qualifying for free/reduced lunch services, was
recruited based on convenience (Murray et al., 1989; O’Brien, 2007; Patsy Tan, 2004;
Smith & Palmieri, 2007) and purposeful (Creswell, 2007; Hoekstra et al., 2009; Marshall
& Rossman, 2006; Sandelowski, 1995; Pissanos, 1995; Siegel, 2005) sampling
procedures. The intervention for this research was an implemented school counseling
program in School A of the City School District. The dependent measures for this
research were daily attendance percentage (Tobias & Myrick, 1999), daily suspension
percentage (Akos, 2000; Bridgman & Webb, 2007; Glosoff & Koprowicz, 1990; Muscott
et al., 2008; Ross & Horner, 2009; Steen & Kaffenberger, 2007), annual Michigan
Educational Assessment Program (MEAP) proficiency percentage (Michigan Department
of Education, 2009; Michigan Government, 2011a; Lapan et al., 2001; Lapan et al., 1997;
Nelson & Gardner, 1998; Sink & Stroh, 2003a, 2003b), and Adequate Yearly Progress
(AYP) attainment status (Adequate Yearly Progress, 2011; Michigan Government 2011b;
U.S. Department of Education, 2002; Wiley et al., 2005) archived data for School A of
the City School District.
Data Analysis

This investigation visually analyzed data by graphing the attendance, suspension,

and MEAP data time-series plots and the residuals of the regression analyses of these
dependent variables. The statistical analysis of the attendance, suspension, and MEAP

data utilized ordinary least squares (OLS) regression, which is an appropriate and
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parsimonious analysis of interrupted time-series data (Huitema, 2011b, 2011c; Huitema
& McKean, 2000a, 2000b; Huitema et al., 1999). Although each dependent variable data
set required variations, the general statistical analysis process was as follows. First, an
OLS regression full model was fitted to the data set including level and slope change
parameters. To determine if the data set was autocorrelated, a Durbin—\Watson test and
the Huitema—McKean (Huitema & McKean, 2000b) analysis utilizing the conventional
lag-1 autocorrelation coefficient (r,) were conducted. The residuals of the initially fitted
full model were then visually analyzed to determine if there were linearity,
homoscedasticity, or normality assumption departures. Because autocorrelation or
assumption departures were identified with all statistically analyzed data, correction
procedures including weekly pooling of data sets (B. E. Huitema, personal
communication, November 29, 2011; J. L. Urschel, personal communication, May 20,
2013) and conducting a double bootstrap Generalized Least Squares (GLS) analysis
(J. W. McKean, personal communication, May, 23, 2013; McKnight et al., 2000) were
utilized. The attendance and suspension data sets were pooled and reanalyzed as weekly
data sets. The attendance data were reanalyzed using the double bootstrap GLS method.
Third, a reduced model using only level change parameters was then fitted to the
suspension data set. Fourth, to determine which model better fit the data, a model
comparison test was conducted. Finally, descriptive and inferential measures of the

suspension data set were calculated using the selected model.
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Restatement of the Research Questions and Null Hypotheses

Research Question 1: Did the school counseling program positively impact the
daily attendance percentage of the single school subject?

Null Hypothesis 1: The school counseling program will have had no impact on the
single school subject’s daily attendance records measured by archived attendance
records.

Research Question 2: Did the school counseling program improve daily
suspension percentage records for the single school subject?

Null Hypothesis 2: The school counseling program will have had no impact on the
single school subject’s daily suspension records, as measured by archived attendance
records.

Research Question 3: Did the school counseling program have a positive impact
on annual MEAP mathematics and English Language Arts proficiency scores for the
sixth, seventh, and eighth grade students of the single school subject, as measured by the
signal school subject’s archived MEAP records?

Null Hypothesis 3: The school counseling program will have had no impact on the
single school subject’s annual MEAP mathematics and English Language Arts
proficiency scores, for the sixth, seventh, and eight grade students, as measured by
archived MEAP records.

Research Question 4: Did the school counseling program have a positive impact
on annual AYP attainment for the single school subject, as measured by School A’s

archived records?
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Null Hypothesis 4: The school counseling program will have had no impact on the

single school subject’s AYP records, as measured by archived AYP records.
Summary of Findings

Analysis of the school counseling program impact on attendance, suspension,
MEAP, and AYP attainment status yielded pertinent results. Although significant weekly
attendance changes were found as a function of the school counseling program
intervention being implemented and then withdrawn, these changes were in the opposite
hypothesized direction. Withdrawing the school counseling program intervention yielded
a significant increase in daily attendance percentages during the post-intervention (A;)
implementation phase, t (861) = 2.394, tcritical valwe = 1.963, df > 200 and t (861) = —2.253,
teritical valve = 1.963, df > 200. Statistical analysis of the weekly pooled suspension data
yielded a significant decrease in administered suspensions during the school counseling
program intervention phase due to the level change coefficient (LC,) between the A and
B phase of t (5, 179) =-2.53, p =.012, and because the Overall level change test statistic
(Zoveran Lc) (1.217) > p = .0096. Statistical analysis of the MEAP reading and
mathematics data yielded no significant changes as a function of the school counseling
program being implemented or withdrawn. Finally, because there was no variation in
AYP attainment status, it was concluded that implementing and withdrawing the school
counseling program had no effect on AYP attainment status.

Discussion of the Results
The school counseling program intervention implementation and subsequent

withdrawal demonstrated hypothesized and non-hypothesized results. It is interesting



121
that a significant increase in daily attendance percentage was identified as a function of
the school counseling program intervention being withdrawn. However, it should also be
highlighted that there was a non-significant increase in daily attendance data as a function
of the school counseling program being introduced. It may be that the influence of the
implemented school counseling program intervention carried over to the A, post-
intervention phase. Daily student attendance percentage may have also been influenced
by other school level interventions during the A, post-intervention phase. Itis also
noteworthy that the pooled weekly attendance data analysis did not yield any significant
changes. This finding may have been a function of weekly attendance trends, such as a
possible higher absenteeism on Mondays or Friday, which were eliminated when the
daily attendance data were pooled as weekly data.

The significant decrease in both daily and weekly administered suspensions
during the school counseling intervention phase is especially noteworthy for multiple
reasons. It is surprising that a significant reduction in administered suspensions occurred
while there was an absence of a significant increase in daily or weekly attendance during
the intervention phase. Additionally, the significant reduction in administered
suspensions during the school counseling implementation years is particularly pertinent
in light of the significant research regarding the disproportionate suspension rate of
African American students students (Mendez & Knoff, 2003; Skiba et al., 2000;
Streitmatter, 1986; Townsend, 2000), and particularly African American male students
(Bickel, 1980; Fenning & Rose, 2007; Mendez & Knoff, 2003), in kindergarten through

12th grade public schools.
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Research has historically demonstrated correlations between school suspensions
and a host of negative consequences including lower academic achievement (Arcia, 2006;
Skiba & Rausch, 2006; Townsend, 2000), school dropout (Baker, Derrer, Davis,
Dinklage-Travis, Linder, & Nicholson, 2001; Carpenter & Ramirez, 2007; Costenbader
& Markson, 1998; Ekstrom, Goertz, Pollack, & Rock, 1986; Felice, 1981;Wheelock &
Dorman, 1988), and involvement in the juvenile justice system (Advancement Project,
2005; Arcia, 2007; Civil Rights Project, 2000; Leone, Christle, Nelson, Skiba, Frey, &
Jolivette, 2003; Wald & Losen, 2003) and adult prisons (Coalition for Juvenile Justice,
2001). The school to prison pipeline has been described as a civil rights crisis facing
education (Christle, Jolivette, & Nelson, 2005; Fenning & Rose, 2007; Nicholson-Crotty,
Birchmeier, & Valentine, 2009; Tuzzolo & Hewitt, 2006; Wald & Losen, 2003).

As the single school subject of this research served a 57% mean annual African
American student population within a school district serving a 46% mean annual African
American student population, a significant decrease in daily and weekly administered
suspensions during the school counseling intervention phase seems critically pertinent as
a prevention measure worthy of replication.

These results may have been a function of the school counseling program
implementing preventative services or additional supports for students. The school
counseling program may have also been instrumental in shifting the values and beliefs
contributing to school level policies and procedures regarding educational practices (e.g.,

curriculum, academic engagement and enrichment, school-family-community
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collaborations, etc.) historically advantaging White male students while disadvantaging
underrepresented racial groups of students.

It should also be noted that the daily and weekly administered suspension
numbers may not represent the total percentage of daily and weekly suspended students.
Because an individual student may have received an “administered suspension” for
multiple days or even weeks, the daily and weekly administered suspension percentages
may not reflect the suspension percentage reality of the single school subject.

Although no significant results were found through the statistical analysis of the
MEAP reading and mathematics data, salient results were identified warranting closer
critique. For MEAP reading and writing, a non-significant decrease in proficiency
percentage was found during the school counseling intervention implementation study
phase. Independently these results may be alarming. However, upon critical
examination a few observations should be highlighted. The year one MEAP scores for
both reading and mathematics were recorded as having the same proficiency percentage
for all individual grade levels, which is suspect. These MEAP scores were also based on
substantially different cut scores than were the scores utilized during the subsequent years
of analysis. Thus, a case could be made for throwing out this first year’s data. Also,
because the MEAP assessment theoretically measures learning from the prior year,
coupled with discarding the year one collected data, a visual analysis of the remaining
MEAP reading data (see Figure 7) depicts vastly different results—an upward trend in

proficiency attainment.
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As previously noted, because there was no variation in AYP attainment status,
these data were not statistically analyzed.

Conclusion

Using an ABA reversal single subject time-series analysis to answer the stated
research questions was a novel methodology for investigating a school counseling
program intervention’s impact on student attendance percentage, student suspension
percentage, MEAP proficiency percentage, and Adequate Yearly Progress attainment
status as dependent variables. It can be concluded that during the school counseling
intervention phase, there was a significant decrease in administered suspensions. It can
further be concluded that when the school counseling program intervention was removed,
although the administered suspensions continued to decrease, there was not a significant
decrease during these years of analysis. The substantially different A, phase is
suggestive of a post-intervention shift in administered suspensions. Likewise, based on a
more critical review of the MEAP reading analysis, a positive increase in proficiency
percentage is suggested.

Although significant changes were found in the hypothesized direction for the
suspension data, it would be erroneous to conclude that the school counseling program
intervention caused the change. Ideally, an ABA framework would have
methodologically resulted in a significant increase in suspensions during the A, study
phase. Additionally, using this analytic framework, significant results were not found
during the school counseling intervention phase for multiple dependent variables and

then again during the withdrawal (A,) phase for multiple dependent variables. If the
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latter two points were found, it could more confidently be concluded that the school
counseling intervention was the cause for change.

Study Limitations

As with any research, this study contained a number of limitations. One
limitation pertains to sampling bias associated with the single subject recruitment.
However, due to the difficult nature of conducting school-based school counseling
outcome research, some sampling bias seems inherent to such research. There are four
primary limitations regarding the utilized ABA reversal single subject time-series
analysis for this investigation.

First, a baseline was retrospectively established for the single subject prior to the
school counseling program intervention being implemented. Attaining a consistent
baseline prior to the intervention phase is ideal.

Second, when using an ABA reversal single subject time-series analysis,
removing the intervention (the A, phase) theoretically results in the intervention no
longer modifying the behavior of the single subject. This is not the case when the
intervention produces ongoing effects for the single subject. When the school counseling
program was withdrawn, it can reasonably be hypothesized that all services or programs
facilitated by the school counseling program were also withdrawn (e.g., individual and
group counseling, classroom-based psychoeducational and preventative programming,
academic engagement initiatives or career exploration interventions, etc.). It would also
be expected, or hoped, that some school counseling program effects on the single school

subject would continually impact the school after the school counseling program



126
intervention was removed. Although, because of the high staff turnover typical of urban
schools, it is uncertain whether such school-wide learning was sustained when the school
counseling program intervention was removed. Obtaining annual teacher and staff
turnover data for School A would have yielded more contextual understanding.

Third, the school counseling program intervention was not a fully implemented
comprehensive school counseling program. The rationale for analyzing the sixth,
seventh, and eighth grades was because the school counseling program was to focus
interventions on these grades. Although the school counseling program interventions
were targeted towards the sixth, seventh, and eighth grades, the program’s advocacy
based interventions were believed to impact the school system holistically—by impacting
all students and school stakeholders. Even with this limitation, there is value and
precedent for studying the impact of less than fully implemented school counseling
programs (Lapan et al., 2001; Lapan et al., 1997; Sink & Stroh, 2003a, 2003b).

A fourth limitation pertains to possible confounding variables, additionally
implemented school improvement programs, identified through review of school-level
annual report documents for the academic years of analysis. School A was designated as
a Reading First School during the 2006-2007, 2007—-2008, and 2008-2009 academic
years. Because of this designation, School A received additional staff professional
development, a literacy coach, and new reading materials. During the 2008—2009
academic year the school also implemented additional mathematics support for identified
students as another school improvement strategy. These supports included an extra math

class, rather than an arts elective, and after-school tutoring. A health and wellness
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program was also implemented during the 2008—2009 academic year. This program
aimed to increase student consumption of fruits and vegetables and physical activity and
decrease soda/sugary drink intake and unproductive screen time (e.g., watching
television, playing video and computer games). Additionally, during the 2008-2009
academic year School A was involved with a City School District international exchange
program that resulted in the School A principal and six selected students traveling aboard
to Japan. As School A annual report documents were collected only for the 2006—2007,
2007-2008, and 2008-2009 academic years of analysis, additional possible confounding
school improvement interventions may have been implemented during the five years of
this investigation.

Implications for Future Research

Current Data Sets

There are a multitude of future research opportunities pertaining to the current
data sets used in this study. Additional research questions could be investigated
regarding the collected MEAP reading and mathematics data sets. For example, although
the school counseling program was to target interventions for the sixth, seventh, and
eighth grades, the MEAP reading and mathematics proficiency percentages for all
assessed grades (third through eighth) could be pooled and then analyzed. The individual
grade level proficiency percentages could also be reanalyzed using a multiple baseline
single subject framework with the individual grades representing multiple single subjects.
Additionally, a multiple baseline single subject framework could be used to investigate

changes in MEAP proficiency regarding diverse racial subgroups of students. For
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example, such research could investigate the MEAP proficiency changes specifically
with the African American and White student subgroups. Using this paradigm would
additionally yield higher power.

Additional post-intervention MEAP reading and mathematics proficiency
percentage data could also be collected and analyzed. With this additional data, the
2005-2006 proficiency percentage data could be thrown out. The new data sets could
then be reanalyzed using an ABA single subject time-series analysis. Although
statistically analysis is possible with as few data points in a phase as was conducted in
this study, having additional data points is preferred. A multiple baseline single subject
analysis could also be investigated using these new data sets with the individual grades or
student racial subgroups serving as multiple subjects.

Future Directions

Future research could use the findings from this investigation to serve as a pilot
study to fully implement an ABA reversal single subject time-series analysis of a school
counseling program’s impact on the key school indicators of daily student attendance
percentage, daily student suspension percentage, MEAP proficiency percentage, and
Adequate Yearly Progress attainment status as dependent variable measures. Future
research could also investigate the impact of multiple school counseling programs on
multiple single school subjects using a multiple baseline single subject time-series
analysis.

Based on an exhaustive literature review, this was the first study to investigate the

impact of one school counseling program on the school indicators of academic
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achievement as measured by MEAP proficiency percentages and AYP attainment status,
daily attendance percentage, and daily suspension percentage data as dependent variables
using an ABA reversal single subject time-series analysis. The results of this
investigation will serve as a pilot study in application for an elementary school
counseling grant up to $400,000 through the U.S. Department of Education’s Safe and
Drug Free School Task Force to implement fully comprehensive school counseling
programs in multiple schools over the three year grant cycle. The impact of the
implemented multiple school counseling programs in multiple schools for three years will
be investigated using a multiple baseline single subject time-series analysis framework.

This future research will facilitate multiple single school subjects having more
homogeneous and fully implemented school counseling program interventions. This
future grant-funded research will strategically introduce the more homogenous and fully
implemented school counseling program interventions in multiple single school subjects
purposefully selected as being more homogeneous regarding student and staff
composition. Future research could also strategically introduce more homogenous fully
implemented school counseling program interventions into randomly selected school
systems. The future research opportunities to investigate the impact of more fully
implemented school counseling program interventions on single school subjects using the
analytic framework of this investigation, and deviations thereof, are limitless.

There is a need for counseling psychologists to partner with educators and others
committed to prevention, consultation, and mental health services (Coleman, 2004;

Forrest, 2004; Galassi & Akos, 2004; Gysbers, 2004; Pope, 2004; Romano & Kachgal,
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20044a, 2004b; Whiston, 2004; Yeh, 2004). This research serves as an example of how
counseling psychologists, or those training to become counseling psychologists, can
partner with educators and school systems to conduct pertinent and needed longitudinal
outcome research while working to dismantle historically and institutionally imbedded
inequalities within educational systems.

Implications for Future Practice

Implications for practitioners and training future practitioners will next be
reviewed. Despite the evidence of program importance and positive impact, some school
counselors find it difficult to advocate for comprehensive school counseling program
implementation. The current findings further inform the teaching of school counseling.
School counseling faculty may utilize these findings to deliver strategies to help promote
school counselor competence. To increase school counseling students’ knowledge of
successfully implemented school counseling programs with a documented history of
positively impacting students’ achievement, faculty should invite school counselors to
classes to share their experiences. Faculty can also work to facilitate student visits to
schools with a documented history of positive outcomes on key school indictors, such as
academic achievement, attendance, and suspension. Additionally, as on campus in
services are required by some accrediting organizations (e.g., CACREP), these findings
can provide strategies other practicing school counselors are using to develop and
maintain comprehensive school counseling programs.

As this investigation is an example of how one counseling psychology doctoral

student partnered with a school system to answer pertinent school-based school
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counseling outcome questions, this work can serve as a guide for how counseling
psychologists, and those in training, can establish and maintain collaborative educational
system-based partnerships. Additionally, this work can serve as a guide for how
counseling psychologists, and those in training, can serve in a consultative role for

educational systems wanting to evaluate mental health interventions.



REFERENCES

Achinstein, B., Ogawa, R. T., & Sexton, D. (2010). Retaining teachers of color: A
pressing problem and a potential strategy for “hard-to-staff”” schools. Review of
Educational Research, 80(1), 71-107. doi:10.3102/0034654309355994

Adelman, H. S., & Taylor, L. (2010). Mental health in schools: Engaging learners,
preventing problems, and improving schools. Thousand Oaks: CA: Corwin.

Adequate yearly progress. (2011, July). Education Week. Retrieved from
http://www.edweek.org/ew/issues/adequate-yearly-progress/

Adkison-Bradley, C., Johnson, P. D., Rawls, G., & Plunkett, D. (2006).
Overrepresentation of African American males in special education programs:
Implications and advocacy strategies for school counselors. Journal of School
Counseling 4(16), 1-29.

Advancement Project. (2005). Education on lockdown: The school house to jailhouse
track. Washington, DC: Author.

Aeschleman, S. R. (1991). Single-subject research designs: Some misconceptions.
Rehabilitation Psychology, 36(1), 43-49.

Aguirre, F. P. (2005). Mendez v. Westminster School District: How it affected Brown v.
Board of Education. Journal of Hispanic Higher Education, 4(4), 321-332.
d0i:10.1177/1538192705279406

Akos, P. (2000). Building empathetic skills in elementary school children through group
work. Journal for Specialists in Group Work, 25(2), 214-223.
doi:10.1080/01933920008411462

Amatea, E. S., & West-Olatunji, C. A. (2007). Joining the conversation about educating
our poorest children: Emerging leadership roles for school counselors in high
poverty schools. Professional School Counseling 11(2), 81-89.

American Psychological Association. (2002). APA briefing sheet: Elementary and
secondary school counseling program. Retrieved from
http//www.apa.org/ppo/issues/peseacouns03.html

American School Counselor Association. (2003). The ASCA National Model: A
framework for school counseling program (1% ed.). Alexandria, VA: Author.

132



133

American School Counselor Association. (2005). The ASCA National Model: A
framework for school counseling program (2" ed.). Alexandria, VA: Author.

American School Counselor Association. (2012). The ASCA National Model: A
framework for school counseling programs (3" ed.). Alexandria, VA: Author.

Anonymous. (2003). The ASCA National Model: A framework for school counseling
programs. Professional School Counseling, 6(3), 165-168.

Arcia, E. (2007). A comparison of elementary/K-8 and middle schools' suspension rates.
Urban Education, 42(5), 456-469. doi:10.1177/0042085907304879

Astramovich, R. L., & Miner Holden, J. (2002). Attitudes of American School Counselor
Association members toward utilizing paraprofessionals in school counseling.
Professional School Counselor, 5(3), 203-210.

Aubrey, R. F. (1982). A house divided: Guidance and counseling in 20™-century
America. The Personnel & Guidance Journal, 61(4), 198-204.

Aubrey, R. F. (1985). A counseling perspective on the recent educational reform reports.
The School Counselor, 33(2), 91-99.

Aubrey, R. F., & Lewis, J. A. (1988). Social issues and the counseling profession in the
1980s and 1990s. New Directions for Counseling and Human Development, pp.
286-303.

Awad, G. H. (2007). The role of racial identity, academic self-concept, and self-esteem in
the prediction of academic outcomes for African-American students. Journal of
Black Psychology, 33(2), 188-207. doi:10.1177/0095798407299513

Baggerly, J., & Parker, M. (2005). Child-centered group play therapy with African
American boys at the elementary school level. Journal of Counseling &
Development, 83, 387-396.

Baker, J. A., Derrer, R. D., Davis, S. M., Dinklage-Travis, H. E., Linder, D. S., &
Nicholson, M. D. (2001). The flip side of the coin: Understanding the school's
contribution to dropout and completion. School Psychology Quarterly, 16, 406-
426.

Baker, S. B. (2001). Reflections on forty years in the school counseling profession: Is the
glass half full or half empty? Professional School Counseling, 5(2), 75-83.

Barlow, D. H., Nock, M., & Hersen, M. (2009). Single case experimental designs:
Strategies for studying behavior for change (3 ed.). Boston: Pearson/Allyn and
Bacon.



134

Barna, J. S., & Brott, P. E. (2011). How important is personal/social development to

academic achievement? The elementary school counselor’s perspective.
Professional School Counseling, 14(3), 242-249.

Barton, P. E. (1994). Odyssey of the transition from school to work 1960-1990. In A.
Paulter (Ed.), High school to employment transition: Contemporary issues (pp. 3—
12). Ann Arbor, MI: Prakken.

Bauman, S., Siegel, J., Falco, L., Szymanski, G., Davis, A., & Seabolt, K. (2003). Trends
in school counseling journals: The first fifty years. Professional School
Counseling, 7(2), 79-90.

Bell, H. M. (1939). Theory and practice of personal counseling. Stanford, CA: Stanford
University Press.

Bemak, F. (2000). Transforming the role of the counselor to provide leadership in
educational reform through collaboration. Professional School Counseling, 3,
323-333.

Bemak, F., & Chung, R. C.-Y. (2005). Advocacy as a critical role for urban school
counselors: Working toward equity and social justice. Professional School
Counseling 8(3), 196-202.

Bemak, F., & Chung, R. C.-Y. (2008). New professional roles and advocacy strategies
for school counselors: A multicutural/social justice perspective to move beyond
the nice counselor syndrome. Journal of Counseling and Development, 86(3),
372-381.

Bennett, M., & Hand, H. C. (1938). Group guidance in high school. New York:
McGraw-Hill.

Bickel, F., & Qualls, R. (1980). The impact of school climate on suspension rates in
Jefferson County Public Schools. The Urban Review, 12, 79-86.

Bidwell, P. W. (1934). Dictionary of American biography, XIV. New York: Charles
Scribner’s Sons.

Blanchett, W. J., Mumford, V., & Beachum, F. (2005). Urban school failure and
disproportionality in a post-Brown era. Remedial and Special Education, 26(2),
70-81.

Bloomfield, M. (1916). Relation between vocational education and vocational guidance.
U.S. Bureau of Education Bulletin, No. 21. Washington DC: U.S. Government
Printing Office.



135

Borders, L. D. (2002). School counseling in the 21% century: Personal and professional
reflections. Professional School Counseling, 5(3), 180-185.

Brewer, J. M. (1918). The vocational guidance movement. New York: Macmillan.

Brewer, J. M. (1919). History of vocational guidance. New York, NY: Harper &
Brothers.

Brewer, J. M. (1937). Education as guidance. An examination of the possibilities of a
curriculum in terms of life activities, in elementary and secondary school and
college. New York: Macmillan.

Brewer, J. M. (1942). Education as guidance. New York: Macmillan.

Brewster, R. E. (1958). Guidance workers certification requirements. U.S. Office of
Education Bulletin No. 22. Washington, DC: U.S. Government Printing Office.

Brigman, G., & Goodman, B. F. (2003). Academic and social support: Student success
skills. In G. Bridgman & B. F. Goodman (Eds.), Group counseling for school
counselors: A practical guide (pp. 106-131). Portland, MA: Weston Walch.

Brigman, G., & Webb, L. (2007). Student success skills: Impacting achievement through
large and small group work. Group Dynamics: Theory, Research, and Practice,
11(4), 283-292. d0i:10.1037/1089-2699.11.4.283

Brigman, G., Webb, L., & Campbell, C. (2007). Building skills for school success:
Improving the academic and social competence of students. Professional School
Counseling, 10(3), 279-288.

Brown, D., & Trusty, J. (2005a). The ASCA National Model, accountability, and
establishing causal links between school counselors’ activities and student
outcomes: A reply to Sink. Professional School Counseling, 9(1), 13-15.

Brown, D., & Trusty, J. (2005b). Organizing and leading comprehensive school
counseling program. Pacific Grove, CA: Brooks/Cole.

Brown, D., & Trusty, J. (2005c). School counselors, comprehensive school counseling
programs, and academic achievement: Are school counselors promising more
than they can deliver? Professional School Counseling, 9(1), 1-7.

Bruns, E. J., Walrath, C., Glass-Siegel, M., & Weist, M. D. (2004). School-based mental
health services in Baltimore: Association with school climate and special
education referrals. Behavior Modification, 28(4), 491-512.



136

Bryan, J. (2005). Fostering educational resilience and achievement in urban schools
through school-family-community partnerships. Professional School Counseling,
8(3), 219-227.

Burns, M. (1998). Interpreting the reliability and validity of the Michigan Educational
Assessment Program. Fact finding on the Michigan Educational Assessment
Program (Research Report No. ED 418 138, TM 028 232). Retrieved from ERIC
website:
http://wwwe.eric.ed.gov:80/ERICWebPortal/search/detailmini.jsp?_nfpb=true& &
ERICExtSearch_SearchValue_0=ED418138&ERICExtSearch_SearchType_0=no
&accno=ED418138

Caldas, S. J., & Bankston, C. L., l1l. (1999). Multilevel examination of student, school,
and district-level effects on academic achievement. The Journal of Educational
Research, 93(2), 91-100.

Caldwell, L. D., Sewell, A. A., Parks, N., & Toldson, I. A. (2009). Before the bell rings:
Implementing coordinated school health models to influence the academic
achievement of African American males. The Journal of Negro Education, 78(3),
204-363.

Campbell, C. A., & Dahir, C. A. (1997). Sharing the vision: National standards for
school counseling programs. Alexandria, VA: American School Counselor
Association.

Carey, J. C., & Dimmitt, C. (2006). Resources for school counselors and counselor
educators: The Center for School Counseling Outcome Research. Professional
School Counseling, 9(5), 416-420.

Carey, J. C., & Dimmitt, C. (2008). A model for evidence-based elementary school
counseling: Using school data, research, and evaluation to enhance practice. The
Elementary School Journal, 108(5), 422—-430.

Carey, J. C., Dimmitt, C., Hatch, T. A., Lapan, R. T., & Whiston, S. C. (2008). Report of
the National Panel for Evidence-Based School Counseling: Outcome research
coding protocol and evaluation of student success skills and second step.
Professional School Counseling, 11(3), 197-206.

Carpenter, D. M., & Ramirez, A. (2007). More than one gap: Dropout rate gaps between
and among Black, Hispanic, and White students. Journal of Advanced Academics,
19(1), 32-64.

Children's Defense Fund. (1975). School suspensions: Are they helping children?
Washington, DC: Children's Defense Fund of the Washington Research Project.



137

Christle, C. A., Jolivetter, K., & Nelson, C. M. (2005). Breaking the school to prison
pipeline: Identifying school risk and protective factors for youth delinquency.
Exceptionality, 13(2), 69-88.

Civil Rights Project. (2000, June 15-16). Opportunities suspended: The devastating
consequences of zero tolerance and school discipline policies. Report from a
National Summit on Zero Tolerance [Proceedings]. Washington, DC: Author.

Coleman, H. L. K. (2004). Toward a well-utilized partnership. The Counseling
Psychologist, 32, 216-224. doi:10.1177/0011000003261371

Conant, J. B. (1959). The American high school today: A first report to interested
citizens. New York: McGraw-Hill.

Cook, T. D., & Campbell, D. T. (1979). Quasi-experimentation: Design and analysis
issues for field settings. Boston: Houghton Mifflin.

Costenbader, V., & Markson, S. (1998). School suspension: A study with secondary
school students. Journal of School Psychology, 36, 59-82.

Cox, A., & Lee, C. C. (2007). Challenging educational inequities: School counselors as
agents of social justice. In C. C. Lee (Ed.), Counseling for Social Justice (pp. 3—-
14) Alexandria, VA: American Counseling Association.

Coy, D. R. (1999). The role and training of the school counselor: Background and
purpose. NASSP Bulletin, 83(603), 2-8.

Creswell, J. W. (2007). Qualitative inquiry and research design. Choosing among five
approaches (2" ed.). Thousand Oaks, CA: Sage.

Crosbie, J. (1993). Interrupted time series analysis with brief single subject data. Journal
of Consulting and Clinical Psychology, 61, 966-974.

Dahir, C. A., & Stone, C. B. (2003). Accountability: A M.E.A.S.U.R.E. of the impact
school counselors have on student achievement. Professional School Counseling,
6, 214-221.

Davis, J. E. (2003). Early school and academic achievement of African-American males.
Urban Education, 38(5), 515-537. doi:10.1177/0042085903256220

Davis, L. E., Ajzen, I., Saunders, J., & Williams, T. (2002). The decision of African
American students to complete high school: An application of the theory of
planned behavior. Journal of Educational Psychology, 94(4), 810-819.
doi:10.1037//0022-0663.94.4.810



138

Day-Vines, N. L., & Day-Hairston, B. O. (2005). Culturally congruent strategies for
addressing the behavioral needs of urban, African American male adolescents.
Professional School Counseling, 8(3), 236-243.

DeAngelis, K. J., & Presley, J. B. (2011). Toward a more nuanced understanding of new
teacher attrition. Education and Urban Society, 43(5), 598-626.
d0i:10.1177/0013124510380724

Deck, M. D., & Cecil, J. H. (1990). School counselor research as perceived by American
School Counselor Association leaders: Implications for the profession.
Elementary School Guidance & Counseling, 25, 12-21.

Dimmitt, C., & Carey, J. C. (2007). Using the ASCA National Model to facilitate school
transitions. Professional School Counseling, 10(3), 227-232.

Dimmitt, C., Carey, J. C., McGannon, W., & Henningson, 1. (2005). Identifying a school
counseling research agenda: A Delphi study. Counselor Education & Supervision,
44, 214-228.

Eitle, T. M., & Eitle, D. J. (2004). Inequality, segregation, and the overrepresentation of
African Americans in school suspensions. Sociological Perspective, 47(3), 269-
287.

Ekstrom, R. B., Goertz, M. E., Pollack, J. M., & Rock, D. A. (1986). Who drops out of
high school and why? Findings from a national study. Teachers College Record,
87, 357-373.

Fantuzzo, J., LeBoeuf, W., Rouse, H., & Chen, C.-C. (2012). Academic achievement of
African-American boys: A city-wide community-based investigation of risk and
resilience. Journal of School Psychology, 50, 559-579.
d0i:10.1016/j.jsp.2012.04.004

Felice, L. G. (1981). Black student dropout behavior: Disengagement from school,
rejection, and racial discrimination. Journal of Negro Education, 50, 415-424.

Fenning, P., & Rose, J. (2007). Overrepresentation of African American students in
exclusionary discipline: The role of school policy. Urban Education, 42(6), 536-
559.

Ferguson, D. G. (1963). Pupil personnel services. Washington, DC: Center for Applied
Research in Education.

Fitch, T. J., & Marshall, J. L. (2004). What counselors do in high-achievement schools: A
study on the role of the school counselor. Professional School Counseling, 7(3),
172-177.



139

Forrest, L. (2004). Moving out of our comfort zones: School counseling/counseling
psychology partnership. The Counseling Psychologist, 32(2), 225-234.
doi:10.1177/0011000003261368

Franklin, C., & Gerlach, B. (2007). Solution-focused therapy in public school setting. In
T. S. Nelson & F. N. Thomas (Eds.), Handbook of solution-focused brief therapy:
Clinical applications (pp. 167-189). New York, NY: Haworth Press.

Galassi, J. P., & Akos, P. (2004). Deja vu and moving the conversation: Reactions to an
underutilized partnership. The Counseling Psychologist, 32, 235-244.
d0i:10.1177/0011000003261359

Galassi, J. P., Griffin, D., & Akos, P. (2008). Strength-based school counseling and the
ASCA National Model. Professional School Counseling, 12(2), 176-181.

Gesell, A. (1921). Exceptional children and public school policy. New Haven: Yale
University Press.

Gesell, A. (1923). The pre-school child. Boston: Houghton Mifflin.

Gesell, A. (1925). Mental hygiene service for children. In F. E. Williams (Ed), Social
aspects of mental hygiene (pp. 102-107). New Haven, CT: Yale University Press.

Ginn, S. J. (1924, March). Vocational guidance in Boston public schools. The Vocational
Guidance Magazine, 3, 3—-7.

Ginzberg, E. (1960). The nation’s children. White House Conference on Children and
Youth. New York: Columbia University Press.

Ginzberg, E. (1964). Guidance in a dynamic economy. In. E. Landy & P. A. Perry,
(Eds.), Guidance in American education (pp. 31-41). Cambridge, MA: Harvard
Graduate School of Education.

Glosoff, H. L., & Koprowicz, C. L. (1990). Children achieving potential: An introduction
to elementary school counseling and state-level policies. Alexandria, VA:
American Association for Counseling and Development and National Conference
of State Legislatures (Denver, CO). (ERIC Document Reproduction Services No.
ED330917)

Green, A., & Keys, S. G. (2001). Expanding the developmental school counseling
paradigm: Meeting the needs of the 21% century student. Professional School
Counseling, 5, 84-95.

Gruman, D. H., Harachi, T. W., Abbott, R. D., Catalano, R. F., & Fleming, C. B. (2008).
Longitudinal effects of student mobility on three dimensions of elementary school



140

engagement. Child Development, 79(6), 1833-1852. doi:10.1111/].1467-
8624.2008.01229.x

Gysbers, N. C. (2001). School guidance and counseling in the 21% century: Remember
the past into the future. Professional School Counseling, 5, 96-105.

Gysbers, N. C. (2002). So far, so good: Now what? The Counseling Psychologist, 30(5),
757-762. doi:10.1177/0011000002305006

Gysbers, N. C. (2004). Counseling psychology and school counseling partnership:
Overlooked? Underutilized? But needed! The Counseling Psychologists, 32(2),
245-252. d0i:10.1177/0011000003261355

Gysbers, N. C. (2006). Improving school guidance and counseling practices through
effective and sustained state leadership: A response to Miller. Professional School
Counseling, 9(3), 245-247.

Gysbers, N. C., & Henderson, P. (2000). Developing and managing your school guidance
program (3" ed). Alexandria, VA: American Counseling Association.

Gysbers, N. C., & Henderson, P. (2005). Developing and managing your school guidance
program (4" ed). Alexandria, VA: American Counseling Association.

Gysbers, N. C., & Moore, E. J. (1981). Improving guidance programs. Englewood CIiff,
NJ: Prentice-Hall.

Henderson, L. J. (2004). Brown v Board of Education at 50: The multiple legacies for
policy and administration. Public Administration Review, 64(3), 270-274.

Heppner, P. H., Wampold, B. E., & Kivlighan, D. M. (2008). Research design in
counseling (3" ed.). Belmont, CA: Thomson Higher Education.

Herr, E. L. (1979). Guidance and counseling in the schools: The past, present, and
future. Falls Church, VA: American Personnel and Guidance Association.

Herr, E. L. (1999). Counseling in a dynamic society: Contexts and practices for the 21st
century. (2" ed). Alexandria, VA: American Counseling Association.

Herr, E. L. (2001). The impact of national policies, economics, and school reform on
comprehensive guidance programs. Professional School Counseling, 4, 236-245.

Herr, E. L. (2002). School reform and perspective on the role of school counselors: A
century of proposals for change. Professional School Counseling, 5(4), 220-234.

Herr, E. L. (2003). The future of career counseling as an instrument of public policy. The
Career Development Quarterly, 52, 8-17.



141

Herr, E. L. (2009). Kenneth B. Hoyt—Visionary, statesperson, leader, activist. The Career
Development Quarterly, 58(2), 108-117.

Hoekstra, A., Korthagen, F., Beijaard, D., & Imants, J. (2009). Experiences teachers’
informal workplace learning and perceptions of workplace conditions. Journal of
Workplace Learning, 21(4), 276-298.

Holcomb-McCoy, C., & Lee, C. C. (Eds.). (2005). Professional school counseling in
urban settings: Introduction to special issue. Professional School Counseling,
8(3), 182-183.

Holcomb-McCoy, C., & Mitchell, N. (2005). A descriptive study of urban school
counseling programs. Professional School Counseling, 8(3), 203-208.

Hoyt, K. B. (1984). Career education and career guidance. Journal of Career Education,
10(3), 148-157. doi:10.1177/089484538401000303

Hoyt, K. B. (1985). Career guidance, educational reform, and career education.
Vocational Guidance Quarterly, 34, 6-14.

Hughes, D. K., & James, S. H. (2001). Using accountability data to protect a school

counseling program: One counselor’s experience. Professional School
Counseling, 4(4), 306-309.

Huitema, B. E. (1986). Statistical analysis and single-subject designs: Some
misunderstandings. In A. Poling & R. W. Fuqua (Eds.), Research methods in
applied behavior analysis: Issues and advances (pp. 209-232). New York:
Plenum.

Huitema, B. E. (2011a). The analysis of covariance and alternatives: Statistical methods
for experiments, quasi-experiments, and single-case studies (2" ed.). Hoboken,
NJ: John Wiley & Sons.

Huitema, B. E. (2011b). Analysis of single-case reversal designs. In B. E. Huitema, The
analysis of covariance and alternatives: Statistical methods for experiments,
quasi-experiments, and single-case studies (2" ed., pp. 433-452). Hoboken, NJ:
John Wiley & Sons.

Huitema, B. E. (2011c). Simple interrupted time-series designs. In B. E. Huitema, The
analysis of covariance and alternatives: Statistical methods for experiments,
quasi-experiments, and single-case studies (2" ed., pp. 367-402). Hoboken, NJ:
John Wiley & Sons.

Huitema, B. E., & McKean, J. W. (2000a). Design specification issues in time-series
intervention models. Educational and Psychological Measurement, 60, 38-58.



142

Huitema, B. E., & McKean, J. W. (2000b). A simple and powerful test for autocorrelated
errors in OLS intervention models. Psychological Reports, 87, 3-20.

Huitema, B. E., McKean, J. W., & McKbnight, S. (1999). Autocorrelation effects of least-
squares intervention analysis of short time series. Educational and Psychological
Measurement, 59(5), 767-786.

Hunter Quartz, K., Thomas, A., Anderson, L., Masyn, K., Barraza Lyons, K., & Olsen, B.
(2008). Careers in motion: A longitudinal retention study of role changing among
early-career urban educators. Teachers College Record, 110, 218-250.

Johnson, A. H. (1972). Changing conceptions of vocational guidance and concomitant
value-orientations 1920-30. Dissertation Abstracts International, 33, 3292A.
University Microfilms No. 72-31, 933.

Johnson, S. K., & Johnson, C. D. (1982). Competency based training of career
development specialists of “let’s get off the calf path.” Vocational Guidance
Quarterly, 32, 327-335.

Johnson, S. K., & Johnson, C. D. (1991). The new guidance: A system approach to pupil
personnel programs. CACD Journal, 11, 5-14.

Johnson, S. K., & Johnson, C. D. (2003). Results-based guidance: A systems approach to
student support programs. Professional School Counseling, 6(3), 180-184.

Kaffenberger, C. (2012). What does it mean to have a data-driven school counseling
program? In American School Counselor Association (Ed.), National model: A
framework for school counseling programs (pp. 117-119). Alexandria, VA:
ASCA.

Kazdin, A. E. (1980). Research design in clinical psychology. New York, NY: Harper &
Row.

Kazdin, A. E. (1994). Behavior modification in applied settings (5™ ed.). Pacific Grove,
CA: Brooks/Cole.

Kazdin, A. E. (2003). Research design in clinical psychology (4" ed.). Boston, MA:
Allyn & Bacon.

Kincheloe, J. L., & Hayes, K. (2007). Teaching city kids: Understanding and
appreciating them. New York, NY: Peter Lang.

Kivlighan, D. M., Jr. (1990). Relation between counselors’ use of intentions and clients’
perception of working alliance. Journal of Counseling Psychology, 37, 27-32.



143

Koaser, S. (1979). Suspensions in school discipline. Education and Urban Society, 11,
465-484.

Krezmien, M. P., Leone, P. E., & Achilles, G. M. (2006). Suspension, race, and
disability: Analysis of statewide practices and reporting. Journal of Emotional
and Behavioral Disorders, 14(4), 217-226.

Kunjufu, J. (2002). Black students. Middle class teachers. Chicago, IL: African American
Images.

Kunjufu, J. (2005). Keeping black boys out of special education. Chicago, IL: African
American Images.

Landy, E., & Perry, P. A. (1964). Guidance in American education. Backgrounds and
prospects. Cambridge, MA: Harvard Graduate School of Education.

Lapan, R. T. (2001). Results-based comprehensive guidance and counseling programs: A
framework for planning and evaluation. Professional School Counseling, 4(4),
289-299.

Lapan, R. T., Gysbers, N. C., & Petroski, G. F. (2001). Helping seventh graders be safe
and successful: A statewide study of the impact of comprehensive guidance and
counseling programs. Journal of Counseling & Development, 79, 320-330.

Lapan, R. T., Gysbers, N. C., & Sun, Y. (1997). The impact of more fully implemented
guidance programs on the school experiences of high school students: A statewide
evaluation study. Journal of Counseling & Development, 75, 292-302.

Lee, C. C. (2005). Urban school counseling: Context, characteristics, and competencies.
Professional School Counseling, 8(3), 184-188.

Leone, P. E., Christle, C. A., Nelson, C. M., Skiba, R., Frey, A., & Jolivette, K. (2003).
School failure, race and disability: Promoting positive outcomes, decreasing
vulnerability for involvement with the juvenile delinquency system. College Park,
MD: The National Center on Education, Disability and Juvenile Justice.

Littrell, J. M., & Peterson, J. S. (2001). Transforming the school culture: A model based
on an exemplary counselor. Professional School Counseling, 4(5), 310-319.

Losen, D. J., & Martinez, T. E. (2013). Out of school & off track: The overuse of
suspensions in American middle and high schools. Washington, DC: The Center
for Civil Rights Remedies.

Mandara, J. (2006). The impact of family functioning on African-American males’
academic achievement: A review and clarification of the empirical literature.
Teachers College Record, 108(2), 206-223.



144

Marcantonio, J., & Cook, T. D. (1994). Convincing quasi-experiments: The interrupted
time series and regression-discontinuity designs. In J. S. Wholey, H. P. Hatry, &
K. E. Newcomer (Eds.), Handbook of practical program evaluation (pp. 133—
154). San Francisco, CA: Jossey-Bass.

Marshall, C., & Rossman, G. B. (2006). Designing qualitative research. Thousand Oaks,
CA: Sage.

Matthewson, R. H. (1962). Guidance policy practice. New York: Harper & Brothers.

McGlinchey, M. T., & Hixson, M. D. (2004). Using curriculum-based measurement to
predict performance on state assessments in reading. School Psychology, 33(2),
193-203.

McKnight, S. D., McKean, J. W., & Huitema, B. E. (2000). A double bootstrap method
to analyze linear models with autoregressive error terms. Psychological Methods,
5(87), 87-101. d0i:10.1037//1082-989X.5.1.87

McKown, H. C. (1934). Home room guidance. New York: McGraw-Hill.

Mendez, L. M. R., & Knoff, H. M. (2003). Who gets suspended from school and why: A
demographic analysis of schools and disciplinary infractions in a large school
district. Education & Treatment of Children, 26(1), 30-51.

Mendez, L. M., Knoff, H. M., & Ferron, J. M. (2002). School demographic variables and
out-of-school suspension rates: A quantitative and qualitative analysis of a large,
ethnically diverse school district. Psychology in the Schools, 39, 259-277.

Michigan Department of Education. (2009). Michigan Educational Assessment Program
Technical Report 2008-2009. Retrieved August 18, 2011, from Michigan.gov
website:
http://www.michigan.gov/documents/mde/MEAP_Technical _Manual_2008-
2009 311738 7.pdf

Michigan Government. (2011a). Michigan Educational Assessment Program Overview.
Retrieved August, 18, 2011, from Michigan.gov website:
http://www.education.com/reference/article/REF_Michigan_Educational

Michigan Government. (2011b). Purpose of AYP. Retrieved August 21, 2011, from
Michigan.gov website: http://www.michigan.gov/mde/0,1607,7-140-
22709_31168---,00.html

Michigan State Board of Education. (2002). Calculation of Adequate Yearly Progress.
Retrieved August 21, 2011, from Michigan.gov website:
http://www.michigan.gov/documents/aypcalculation_1 50494 7.pdf



145

Minkoff, H. B., & Terres, C. K. (1985). ASCA perspectives: Past, present, and future.
Journal of Counseling and Development, 63, 424-427.

Miranda, A., Webb, L., Brigman, G., & Peluso, P. (2007). Student success skills: A
promising program to close the academic achievement gap for African American
and Latino students. Professional School Counseling, 10(5), 490-497.

Moll, L. C. (2010). Mobilizing culture, language, and educational practices: Fulfilling the
promises of Mendez and Brown. Educational Researcher, 39(6), 451-460.
d0i:10.3102/0013189X10380654

Morgan, D. L., & Morgan, R. K. (2001). Single-participant research design: Bring
science to managed care. American Psychologist, 56(2), 119-127.
doi:10.1037//0003-066X.56.2.119

Murray, D. M., Hannan, P. J., & Zucker, D. M. (1989). Analysis issues in school-based
health promotion. Health Education Quarterly, 16(2), 315-320.
d0i:10.1177/109019818901600214.

Murray, Y. I. (2006). Factors impacting the successful implementation of comprehensive
school counseling programs in elementary schools in a large urban school system
in the greater Atlanta, Georgia, metropolitan area. Dissertation Abstracts
International Section A: Humanities and Social Science, 67(4-A), 1233.

Muscott, H. S., Mann, E. L., & LeBrun, M. R. (2008). Positive behavioral interventions
and supports in New Hampshire. Journal of Positive Behavior Interventions,
10(3), 190-205. doi:10.1177/1098300708316258

Myers, G. E. (1935). Coordinated guidance. Some suggestions for a program of pupil
personnel work. Occupations, 13, 804-807.

Myrick, R. D. (1987). Developmental guidance and counseling: A practical approach.
Minneapolis, MN: Educational Media.

Myrick, R. D. (1993). Developmental guidance and counseling: A practical approach
(2" ed). Minneapolis, MN: Educational Media.

Myrick, R. D. (1997). Developmental guidance and counseling: A practical approach
(3" ed.) Minneapolis, MN: Educational Media.

National Center for Educational Statistics. (2006). Revenues and expenditures for public
elementary and secondary education: School year 2005-2006 (fiscal year 2006).
Washington, DC: U.S. Government Printing Office.



146

Nelson, D. E., & Gardner, J. L. (1998). An evaluation of the comprehensive guidance
program in Utah Public Schools. Salt Lake City, UT: The Utah State Office of
Education.

Nelson, D. E., & Gardner, J. L., & Fox, D. G. (1998). An evaluation of the comprehensive
guidance program in the Utah public schools. Salt Lake City, UT: Utah State
Office of Education.

Nicholson-Crotty, S., Birchmeier, Z., & Valentine, D. (2009). Exploring the impact of
school discipline on racial disproportion in the juvenile justice system. Social
Science Quarterly, 90(4), 1003-1018.

No Child Left Behind Act of 2001, Pub. L. No. 107-110 (2002). Retrieved July 19, 2011,
from http://www.gpo.gov/fdsys/pkg/PLAW-107publ110/content-detail.html

O’Brien, C. (2007). Peer devaluation in British secondary schools: Young people’s
comparisons of group-based and individual-based bullying. Educational
Research, 49(3), 297-324. doi:10.1080/00131880701550573

Paisley, P. O. (2001). Maintaining and enhancing the developmental focus in school
counseling programs. Professional School Counseling, 4, 271-277.

Paisley, P. O., & Hayes, R. L. (2003). School counseling and the academic domain:
Transformations in preparation and practice. Professional School Counseling, 6,
198-204.

Paisley, P. O., & McMahon, G. (2001). School counseling for the 21% century:
Challenges and opportunities. Professional School Counseling, 5(2), 106-115.

Parsons, F. (1909). Choosing a vocation. Boston: Houghton Mifflin.

Patsy Tan, L. (2004). The effects of background music on quality of sleep in elementary
school children. Journal of Music, 41(2), 128-150.

Perry, N. S. (1993). School counseling. In G. R. Waltz & J. C. Bleuer (Eds.), Counselor
efficacy: Assessing and using counseling outcome research (pp. 37-49).
Greensboro, NC: University of North Carolina at Greensboro.

Perry, J., & Liu, X., & Pabian, Y. (2010). School engagement as a mediator of academic
performance among urban youth: The role of career preparation, parental career
support, and teacher support. The Counseling Psychologist, 38(2), 269-295.

Perusse, R., Goodnough, G. E., & Noel, C. J. (2001). Use of the National Standard for
School Counseling Programs in preparing school counselors. Professional School
Counseling, 5(1), 49-55.



147

Pickren, W. E. (2004). Fifty years on: Brown v Board of Education and American
psychology. American Psychologist, 59(6), 494-494. doi:10.1037/0003-
066X.59.6.493

Pissanos, B. W. (1995). Providers of continued professional education: Constructed
perceptions of four elementary school physical education teachers. Journal of
Teaching in Physical Education, 14, 215-230.

Pope, M. (2004). Counseling psychology and professional school counseling: Barriers to
a true collaboration. The Counseling Psychologist, 32(2), 253-262.
doi:10.1177/0011000003261370

Poppen, W. A., & Thompson, C. L. (1974). School counseling: Theories and concepts.
Lincoln, NE: Professional Educators.

Powell, C. L., & Jacob Arriola, K. R. (2003). Relationship between psychosocial factors
and academic achievement among African American students. The Journal of
Educational Research, 96(3), 175-181.

Romano, J. L., & Kachgal, M. M. (2004a). Counseling psychology and school
counseling: An underutilized partnership. The Counseling Psychologist, 32(2),
184-215. doi:10.1177/0011000003261354

Romano, J. L., & Kachgal, M. M. (2004b). Expanding the dialogue to improve school
and develop healthy kids. The Counseling Psychologist, 32(2), 292—300.
d0i:10.1177/0011000003261373

Ross, S. W., & Horner, R. H. (2009). Bully prevention in positive behavior support.
Journal of Applied Behavior Analysis, 42(4), 747-759. doi:10.1901/jABA
REVERSAL.2009.42-747

Rothney, J. W. (1958). Guidance practices and results. New York: Harper.

Rothney, J. W. M., & Roens, B. (1950). Guidance of American youth. Cambridge, MA:
Harvard University Press.

Rudy, W. S. (1965). Schools in an age of mass culture. Englewood Cliffs, NJ: Prentice-
Hall.

Sandelowski, M. (1995). Sampling size in qualitative research. Research in Nursing and
Health, 18(2), 179-183.

Sandoval, J. (1993). The history of interventions in school psychology. Journal of School
Psychology, 31, 195-212.



148

Savickas, M. L. (2009). Meyer Bloomfield: Organizer of the vocational guidance
movement (1907-1917). The Career Development Quarterly, 57, 259-273.

Schmidt, J. J. (1984). School counseling: Professional directions for the future. The
School Counselor, 31, 385-392.

Schmidt, J. J. (2000). Counselor accountability. Justifying your time and measuring your
worth. In J. Wittmer (Ed.), Measuring your school counseling programs: K-12
developmental strategies (pp. 273-291). Minneapolis, MN: Educational Media.

Schwallie-Giddis, P., ter Maat, M., & Pak, M. (2003). Initiating leadership by introducing
and implementing the ASCA National Model. Professional School Counseling,
6(3), 170-173.

Sears, S. J., & Granello, D. H. (2002). School counseling now and in the future: A
reaction. Professional School Counseling, 5(3), 164-171.

Sabella, R. A. (2006). The ASCA National School Counseling Research Center: A brief
history and agenda. Professional School Counseling, 9(5), 412-415.

Sexton, T. L., Whiston, S. C., Bleuer, J. C., & Walz, G. R. (1997). Integrating outcome
research into counseling practice and training. Alexandria, VA: American
Counseling Association.

Siegel, C. (2005). An ethnographic inquiry of cooperative learning implementation.
Journal of School Psychology, 43, 219-239. doi:10.1016/j.jsp.2005.04.005

Sink, C. A. (2002). In search of the professional’s finest hours: A critique of four views
of 21% century school counseling. Professional School Counseling, 5(3), 156—163.

Sink, C. A. (2008). Elementary school counselors and teachers: Collaborators for higher
student achievement. The Elementary School Journal, 108(5), 445-458. doi:0013-
5984/2008/10805-0008$10.00

Sink, C., & Stroh, H. (2003a). Improving academic achievement in primary students
through a systemic approach to guidance and counseling (Research Report No.
4). Retrieved from Washington School Research Center website:
http://www.spu.edu/wcrc

Sink, C., & Stroh, H. (2003b). Raising achievement tests scores of early elementary
school students through comprehensive school counseling programs. Professional
School Counseling, 6(5), 350-364.

Skiba, R. J., & Rausch, M. K. (2006). Zero tolerance, suspension, and expulsion:
Questions of equity and effectiveness. In C. M. Evertson & C. S. Weinstein
(Eds.), Handbook of classroom management: Research, practice, and



149

contemporary issues (pp. 1063-1089). Mahwah, NJ: Lawrence Erlbaum
Associates.

Skiba, R. J., Horner, R. H., Chung, C.-G., Rausch, M. K., May, S. L., & Tobin, T. (2011).
Race is not neutral: A national investigation of African American and Latino
disproportionality in school discipline. School Psychology Review, 40(1), 85-107.

Skiba, R. J., Michael, R. S., Nardo, A. C., & Peterson, R. (2000). The color of discipline:
Sources of racial and gender disproportionality in school punishment. Indiana
Education Policy Center.

Skiba, R. J., Michael, R. S., Nardo, A. C., & Peterson, R. (2002). The color of discipline:
Sources of racial and gender disproportionality in school punishment. The Urban
Review, 34, 317-342.

Slowiak, J. M., Huitema, B. E., & Dickinson, A. M. (2008). Reducing wait time in a
hospital pharmacy to promote customer service. Quality Management in Health
Care, 17(2), 112-127.

Smith, G. C., & Palmieri, P. A. (2007). Risk of psychological difficulties among children
raised by custodial grandparents. Psychiatric Services, 58(10), 1303-1310.

Sprinthall, N. A. (1971). Guidance for human growth. New York: Van Nostrand
Reinhold.

Steen, S., & Kaffenberger, C. J. (2007). Integrating academic interventions into small
group counseling in elementary school. Professional School Counseling, 10, 516—
519.

Steward, R. J., Steward, A. D., Blair, J., Jo, H., & Hill, M. F. (2008). School attendance
revisited: A study of urban African American students’ grade point averages and
coping strategies. Urban Education, 43(5), 519-536.
d0i:10.1177/0042085907311807

Stinson, D. W. (2006). African American male adolescents, schooling (and mathematics):
Deficiency, rejection, and achievement. Review of Educational Research, 76(4),
477- 5086.

Stockton, R., & Hulse, D. (1983). The use of research teams to enhance competence in
counseling research. Counselor Education and Supervision, 22, 303-310.

Streitmatter, J. L. (1986). Ethnic/racial and gender equity in school suspensions. The
High School Journal, 69(2), 139-143.



150

Stripling, R. O. (1965). Standards for the education of school counselors. In J. Loughary,
R. Stripling, & P. Fitzgerald (Eds.), Counseling, a growing profession.
Washington, DC: American Personnel and Guidance Association.

Stripling, R. O., & Lane, D. (1966). Guidance services. In L. O. Eckerson & H. M. Smith
(Eds.), Scope of pupil personnel services (pp. 25-35). Washington, DC: U.S.
Government Printing Office.

Tobias, A. K., & Myrick, R. D. (1999). A peer facilitator intervention with middle school
problem-behavior students. Professional School Counseling, 3, 27-33.

Toldson, I. A. (2008). Breaking barriers: Plotting the path to academic success for
school-age African American males. Washington, DC: Congressional Black
Caucus Foundation.

Townsend, B. L. (2000). The disproportionate discipline of African American learners:
Reducing school suspensions and expulsions. Exceptional Children, 66(3), 381-
391.

Trusty, J., Mellin, E. A., & Herbert, J. T. (2008). Closing achievement gaps: Roles and
tasks of elementary school counselors. The Elementary School Journal, 108(5),
407.

Tuzzolo, E., & Hewitt, D. T. (2006). Rebuilding inequality: The re-emergence of the
school-to-prison pipeline in New Orleans. The High School Journal, 90(2), 59-68.

U.S. Department of Education. (2002). Key policy letters signed by the Education
Secretary or Deputy Secretary. Retrieved August 21, 2011, from ED.gov website:
http://lwww2.ed.gov/policy/elsee/guid/secletter/020724.html

Wald, J., & Losen, D. J. (2003). Editors’ notes. In J. Wald & D. J. Losen (Eds.), New
directions for youth development: Deconstructing the school-to-prison pipeline
(pp. 1-2). San Francisco, CA: Jossey-Bass.

Webb, L., & Brigman, G. A. (2007). Student success skills: A structured group
intervention for school counselors. The Journal for Specialists in Group Work,
32(2), 190-201. d0i:10.1080/01933920701227257

Weist, M. D., Evans, S. W., & Lever, N. A. (2003). Handbook of school mental health.
Advancing practice and research. New York: NY: Kluwer Academic/Plenum
Publishers.

Whaley, A. L., & Noel, L. (2012). Sociocultural theories, academic achievement, and
African-American adolescents in a multicultural context: A review of the cultural
compatibility perspective. The Journal of Negro Education, 81(1), 25-38.



151

Whaley, A. L., & Smyer, D. A. (1998). Self-evaluation process of African American
youth in a high school completion program. The Journal of Psychology, 132(3),
317-3217.

Wheelock, A., & Dorman, G. (1988). Before it's too late: Dropout prevention in the
middle grades. Boston: Massachusetts Advocacy Center and the Center for Early
Adolescence.

Whiston, S. C. (2002). Response to the past, present, and future of school counseling:
Raising some issues. Professional School Counseling, 5(3), 148-155.

Whiston, S. C. (2004). Counseling psychology and school counseling: Can a stronger
partnership be forged? The Counseling Psychologist, 32, 270-277.
d0i:10.1177/0011000003261357

Whiston, S. C., & Sexton, T. L. (1998). A review of school counseling outcome research:
Implications for practice. Journal of Counseling & Development, 76, 412—426.

Wiley, E. W., Mathis, W. J., & Garcia, D. R. (2005). The impact of Adequate Yearly
Progress requirement of the federal “No Child Left Behind” Act on schools in the
Great Lakes Region. East Lansing, MI: The Great Lakes Center for Education
Research & Practice.

Yeh, C. J. (2004). Multicultural and contextual research and practice in school
counseling. The Counseling Psychologist, 32(2), 278-285.
d0i:10.1177/0011000003261358



Appendix A

Preliminarily Submitted Research Proposal

152



153

Proposed Doctoral Dissertation Research:
The Impact of School Counseling Programs on Schools

Submitted by:
Katherine L. N. Colles M.A., LPC, SCL,
Doctoral Student in Counseling Psychology
katherine.l.n.colles@wmich.edu
517.230.5950
Dr. Joseph R. Morris Ph.D, LP, LPC,
Doctoral Committee Chair
Western Michigan University
Department of Counselor Education and Counseling Psychology

WHO | AM

I served as a School Counselor at for five years. During this
time, | served annually on the for
two years. Additionally, | served as the district Co-Chair and

subsequent Chair.

| am appreciatively on a five year leave of absence from the ||| GcTcTCG_ -

pursue doctoral studies in Counseling Psychology at Western Michigan University.

while [

PURPOSE OF PROPOSED RESEARCH

The purpose of my proposed doctoral dissertation research is to study School Counseling
programs in the context of the larger school system within a number of district schools.
I'm proposing to research the impact of the School Counseling programs at (four specific
district schools) over the past seven years.

METHOD and PROCEDURE

I'm proposing to examine past building level student data using a time-series analysis (2,
5, 1, 3, 4). This time series analysis would investigate the impact of School Counseling
programs on the individual schools as single subjects over multiple years. Specifically,
the following building level data is requested:

> daily student attendance data
o daily student suspension data
> yearly MEAP and AYP data

Thus, daily student attendance and suspension data is requested for the noted schools.
Additionally, yearly MEAP and AYP data is requested for the schools.


mailto:katherine.l.n.colles@wmich.edu

1).

2).

3).

4).

5).
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Building demographic data is also requested. Such demographic information may include
race, gender, percentage of students receiving free and reduced lunch and breakfast
services, and percentage of students receiving Special Education services for the noted
schools over the multiple years. Additionally, other possible relevant building wide
descriptive information may be requested.

In addition to the above noted retrospective building wide data, descriptive information
pertinent to the building specific school counseling programs is requested. Such
information would be gleaned through use of questionnaires and structured interviews
with various school counselors.

References

Cook, T. D. & Campbell, D. T. (1979). Quasi-experimentation: Design and analysis
issues for field settings. Boston: Houghton Mifflin.

Crosbie, J. (1993). Interrupted time series analysis with brief single subject data. Journal
of Consulting and Clinical Psychology, 61, 966-974.

Kazdin, A. E. (1980). Research design in clinical psychology. New York: Harper &
Row.

Kazdin, A., E. (2003). Research design in clinical psychology (4" ed.). Boston: Allyn
& Bacon.

Kivlighan, D. M., Jr. (1990). Relation between counselors' use of intentions and clients'
perception of working alliance. Journal of Counseling Psychology, 37, 27-32.
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WERN MICHIGAN UNIVERSITY

2,

Human Subjects Institutional Review Board

Date: February 28,2012

To:  Joseph R. Morris, Principal Investigator
Katherine Colles, Student Invesliga;\tfr for dissertation

Om’/

This letter will serve as confirmation that your research project titled “School Counseling
Program Impact: A Five Year ABA Reversal Single Subject Time-Series Analysis of
Academic, Suspension, and Attendance Data” has been approved under the exempt
category of review by the Human Subjects Institutional Review Board. The conditions
and duration of this approval are specified in the Policies of Western Michigan
University. You may now begin to implement the research as described in the
application.

From: Amy Naugle, Ph.D.\Chair

Re:  HSIRB Project Number 12-02-63

Please note that you may only conduct this research exactly in the form it was approved.
You must seek specific board approval for any changes in this project. You must also
seek reapproval if the project extends beyond the termination date noted below. In
addition if there are any unanticipated adverse reactions or unanticipated events
associated with the conduct of this research, you should immediately suspend the project
and contact the Chair of the HSIRB for consultation.

\

The Board wishes you success in the pursuit of your research goals.

Approval Termination: February 28,2013

Walwood Hall, Kalamazoo, MI 49008-5456
PHONE: (269) 387-8293 FAX: (269) 387-8276
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RECEIVED

WESTERN MICHIGAN UNIVERSITY L
Human Subjects Institutional Review Board o
WMU Mail Stop 5456 Phone (269) 387-8293 H.S.I.R.B

APPLICATION FOR CONTINUING REVIEW or FINAL REPORT FORM

In compliance with Western Michigan University's policy that “the HSIRB's review of research will be conducted
at appropriate intervals but not less than once per year,” the HSIRB requests the following information

I. PROJECT INFORMATION

PROJECT TITLE: School Counselng Impact: A Five Year ABA Reversal Single Subject Time-Series
Analysis of Academic, Suspenslion, and Attendance Data in One School.

HSIRB Project Number: 12-02-63

Previous level of review. [ Full Board Review [J Expedited Review &) Aaministrative (Exempt) Review
Date of Review Request Novemper, 28, 2012 Date of Last Approval. February 28, 2012

Il. INVESTIGATOR INFORMATION

Have all investigators completed human subjects protections training at wwy ctiprogram 21g?
EYes [OINo (Training must be completed before protoco! can be renewed)

PRINCIPAL INVESTIGATOR OR ADVISOR
Name: Dr Joseph R Morris
Department: Counseior Education and Counseling Psychology Mail Stop. 5226 Electronic

Mail Address. joseph morris@wmich edu

(1) CO-PRINCIPAL OR STUDENT INVESTIGATOR
Name: Katherine L. N Colles

Department: Counselor Education and Counseling Psychology Mail Stop: Off Campus: 19302 Evergreen

Drive, Bonney Lake, WA 98351 Electronic Mail Address katherine | n colles@wmich edu
(2) CO-PRINCIPAL OR STUDENT INVESTIGATOR

Name

Department Mail Stop Electronic Mail Address

1Il. CURRENT STATUS OF RESEARCH PROJECT
Please answer questions 1-4 to determine if this project requires continuing review by the HSIRB

1. The project is closed to recruitment of new subjects
‘es (Date of last enroliment: 8.28.12) ONo (Project must be reviewed for renewal )

2. All subjects have completed research related interventions
Bves [ Not Applicadle ONo (Project must be reviewed for renewal )

3 Long-term follow-up of subjects has been completed
yes [ Not Applicable EINo (Project must be reviewed for renewal )

4 Analysis of gata s complete
es

& Ifyou have answered “No" to ANY of the questions above, you must apply for Continuing Review
Please complete numbers 5-12 on page 2. If you need to make changes in your protocol, please submit 3
separate memo detailing the changes that you are requesting
& |fyou have answered “Yes" or “Not Applicable” to ALL of the above questions, please check the
Final Report box below and complete questions 5-10 on page 2
& If your protocol has been open for three years and you still want to collect or analyze data, you must

close this protocol by filing a final report using this form and apply for approval of a new protocol using an
Application for Initial Review. Please make a Final Report on your project by completing numbers 5-10
on page 2

Revised 7/03 WML HSIRB

All other copies obsolete

INo (Project must be reviewed for renewal )
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v. & Application for Continuing Review V. [ Final Report

Revised 7/03 WMU HSIRB
All other copies obsolete



HSIRB Project Number: 12-02-63

5. Have there been changes in Principal or Co-Principal Investigators? Oves ENo
(If yes, provide details on an “Additional Investigators” form (available at the HSIRB web site,
hitp:/www.wmich. edu/research/compliance/hsirb/hsirb_2 htmi).)

6. Has the approved protocol been modified or added to with respect to:
(If yes to any item below, provide the details on an attached sheet.)

a. Procedures es XINo
b. Subjects Cves ENo
c. Design OYes XNo
d. Data collection Oves XNo
7. Has any instrumentation been modified or added to the protocol? CYes ENo

(If yes, attach new instrumentation or indicate the modifications made.)

8. Have there been any adverse events that need to be reported to the HSIRB? Oves ENo
(If yes, provide detaiis on an attached sheet,)

9. Total number of subjects approved in original protocol: 1

10, Total number of subjects enrolled so far; 1

If applicable: Number of subjects in experimental group: 1 Number in control group: 1
Because of the ABA reversal methodology, the single subject serves as the
experimental and the control group.

If this is a FINAL REPORT you may stop here and retumn the form electronically.

If this is an APPLICATION FOR CONTINUING REVIEW continue with numbers 11-13 below.

11. Estimated number of subjects yet to be enrolled: 0

12. Verification of Consent Procedure: Provide copies of the consent documents signed by the last two
subjects enrolied in the project. Cover the signature in such a way that the name is not clear but there is
evidence of signature. If subjects are not required to sign the consent document, provide a copy of the most

current consent document being used.

ing to recruit subjects for this project, please remember to include a clean original
uments to receive ’mnowed approval stamp.

A K. Moo e =

13. If you are conti
of the consen

Principal Investigator/Faculty Advisor Signature " Date
.28 /2.
Co-Principal or Student Investigator Signature Date
Approved by the HSIRB:
C Moy iy 12/4]i
HSIRB Chajr Signature Date

Revised 7/03  WMU HSIRB
All other copies obsolcte.
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WESTERN Micsic

FEB 2 2012

Western Michigan University
Department of Counselor Education and Counseling Psychology

Principal Investigator: Dr. Joseph R. Morris
Student Investigator; Katherine L. N. Colles
Title of Study: School Counseling Impact: A Five Year ABA Reversal Single

Subject Time-Series Analysis of Academic. Suspension, and
Attendance Data in One School.

You are invited to participate in a research project titled "School Counseling Impact: A Five Year
ABA Reversal Single Subject Time-Series Analysis of Academic, Suspension, and Attendance
Data in One School " This project will serve as Katherine L. N. Colles's dissertation research
project for the requirements of the Doctor of Philosophy in Counseling Psychology. This consent
document will explain the purpose of this research project and will go over all of the time
commitments, the procedures used in the study, and the risks and benefits of participating in this
research project. Please read this consent form carefully and completely and please ask any
questions if you need more clarification,

What are we trying to find out in this study?

The purpose of this study is learn about the impact a school counseling program has on
attendance. suspension. MEAP, and AYP data in a single school. This study is being conducted
primarily to learn about school counseling program impact on the school's attendance,
suspension, MEAP. and AYP data and to inform school counseling rescarch and practice. This
study will additionally serve to inform school counseling. school. and district decision making
and improvement initiatives.

Who can participate in this study?

Inclusion Criteria: The challenges in conducting school counseling school based research are
widely discussed (e.g. Perry. 1993). However. the value of using convenience sampling
procedures when conducting school based research has been discussed (Murray Hannan, and
Zucker, 1989) and routinely utilized (e.g. Smith & Palmieri, 2007; O'Brien, 2007: Patsy Tan,
2004). Your school district was identified for recruitment based on convenience sampling
procedures and one school was purposefully selected for investigation (Creswell, 2007; Marshall
& Rossman, 2006: Sandelowski. 1995). Purposeful sampling procedures are also routinely used
in educational rescarch (e.g. Hoekstra, Korthagen. Brekelmans, Beijaard. & Imants. 2009;
Siegel, 2005: Pissanos. 1995).

Exclusion Criteria: All district high schools were purposefully omitted from study participation
due to the developmental and chronological age differences of students in these buildings. All

. S. I R. B,
¢ 12 & ye3
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district elementary schools were also purposefully omitted from participation due to not having
school counseling programs. All district highs schools and middle schools were purposefully
omitted because the counseling programs of these schools were implemented throughout all
years of this proposed investigation. Thus, these schools do not fit the methodology of this
investigation.

Where will this study take place?

Data collection for this investigation will take place at the administrative or measurement and
evaluation offices of your school district.

What is the time commitment for participating in this study?

After obtaining approval to conduct the research, and after obtaining signed consent and a site
letter of approval, a series of three meetings will be scheduled with the Federal Compliance
Officer and/or this individual's staff to review the archival data to be collected. An initial two
hour meeting will be scheduled to review the data to be collected. A second two hour meeting
will then be scheduled to retrieve the necessary data. A third two hour meeting will then be
scheduled to ensure all approved data to be collected is received.

The investigators will visit the school district a maximum of three times during the study. After
obtaining consent to proceed with this investigation. the maximum amount of time participation
in the study will require will be six hours, which will be three, two hour long meetings. Each of
the three meetings may not require two hours and the third meeting may not be required.

What will you be asked to do if you choose to participate in this study?

If you choose to participate in this study, the district will assign someone to meet with the
investigators for a series of three meetings. During the first meeting the district staff member and
investigators will review the data to be collected and schedule a second meeting. The district
staff member will then meet with the investigators for a second meeting to provide the reviewed
archival data and documents. The district staff member will then meet with the investigators for a
third and final two hour meeting, if need be, to confirm receipt of all data that the district
consented to be collected.

What information is being measured during the study?
This section will describe the information that will be collected during your participation in the

study. This section will specifically describe the archival data and documents that will be
collected during the study.
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Archived daily attendance percentage, suspension percentage. MEAP English Language Arts and
mathematics proficiency percentages for third. fourth. fifth, sixth. seventh, and eighth grades,
and Adequately Yearly Progress attainment status for the purposefully selected school within
your district for the 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to 2010, and 2010 to 2011
academic years will be collected. District and school annual report and improvement plan
documents will also be collected for the 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to
2010, and 2010 to 2011 academic years.

What are the risks of participating in this study and how will these risks be minimized?

Because this investigation seeks to analyze archival data, the risks to the individual school and
the district is minimal to no risk. Because this investigation seeks to collect data through the
district, rather than collecting the data from the individual school, the risks to the individual
school is even further reduced.

Upon consent from the district, these investigators will work with district personnel to collect the
specified data. There is little to no inconvenience risks to the individuals involved in the data
collection aspect of this study.

The investigation was designed so that minimal staff personnel and time. and no classroom
teachers. will be utilized. Additionally, this investigation was designed so that data being
requested is 1), publicly available regarding MEAP and AYP attainment status, 2), is data already
collected by the district, and 3). is data that has already been analyzed by the district in different
ways than is proposed by this investigation. Thus, the investigators are not requesting to collect
original data further reducing risks to the district and the individual school.

What are the benefits of participating in this study?

The district and the individual school will benefit from the results of this investigation, The
school will benefit from the knowledge regarding the impact of the school counseling program
on MEAP, AYP. attendance, and suspension data. The school may use this information to make
school improvement decisions and for decision making regarding the school counseling program.
The district may use the results of this investigation for district improvement decisions and for
decision making regarding individual school counseling programs, The more general and longer
term benefits to both the district and the individual school from the results of this investigation
pertain to the school and district school counseling programming, improvement. and decision
making implications.

Are there any costs associated with participating in this study?

There are no costs associated with participating in this study. Participation will however, utilize
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minimal amounts of district personnel time. This study will specifically utilize time of the
district's Federal Compliance Officer and/or this individual's assigned staff.

Is there any compensation for participating in this study?
There is no compensation for participating in this study.
Who will have access to the information collected during this study?

The only individuals who will have direct aceess to the collected information will be the
principal and student investigator of this research study. The results of this study will be
disseminated through presentation and publication of this student investigator's doctoral
dissertation. The study results will additionally be disseminated through conference presentations
and journal manuscript submissions and publications. Additionally, the results of this
investigation will serve as a pilot study for a subsequent grant application.

The privacy and confidentiality of subjects will be maintained and safe guarded throughout all
steps of this investigation. The district will continually be referred to as the school district
through the dissertation publication and defense presentation. The district will not be identified
in any subsequent conference presentations and journal article submissions and publications.

The district and individual school will also be coded. As noted, the conveniently and
purposefully selected school district will be coded and labeled as the, “school district.” The
purposefully selected single school subject will be coded as, “School A.™

What if you want to stop participating in this study?

The district can choose to refuse to participate in the study and stop participating in the study at
anytime for any reason. The district will not suffer any prejudice or penalty for the decision to
stop participation. The district. and all district designated personnel, will experience no
consequences cither academically. publicly, or personally if the decision is made to withdraw
from this study.

The investigator can also decide to stop the district’s participation in the study without district
consent.

Debriefing Process

The investigators will submit a report of the study findings to the district's Office of State and
Federal Programs within 90 days of the close of the study.
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Should you have any questions prior to or during the study. you can contact the primary
investigator, Dr. Joseph R. Morris at (269) 187-5112 or joseph.morris@wmich.edu or the
doctoral student investigator, Katherine L. N. Colles at (517) 230 - 5950 or
katherine.l.n.colles@wmich.edu. You may also contact the Chair, Human Subjects Institutional
Review Board at 269-387-8293 or the Vice President for Research at 269-387-8298 if questions
arise during the course of the study.

This consent document has been approved for use for one year by the Human Subjects
Institutional Review Board (HSIRB) as indicated by the stamped date and signature of the board
chair in the upper right corner. Do not participate in this study if the stamped date is older than
one year.

I have read this informed consent document. The risks and benefits have been explained to me. |
agree 1o take part in this study.

Printed Name Date

Printed District Title Date

Participant’s Signature Date
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Site Letter of Approval

With this letter, the School District approves Dr. Joseph R. Morris and Katherine L. N.
Colles to conduct an investigation on the impact of one school counseling program on the
school system level of one district school (School A) using an ABA Reversal single
subject time series analysis of archived data.

The district specifically approves these researchers to collect and analyze attendance,
suspension, and academic data of the Michigan Educational Assessment Program
(MEAP) scores and Adequately Year Progress (AYP) attainment status for School A, as
outlined in the signed consent form. The district additionally approves these researchers
to collect and analyze school and district descriptive information and archived document
records as outlined in the signed consent form.

The district further approves these investigators to communicate with and work with
assigned district personnel to collect the all data and records.

Printed Name Date

Printed District Title Date

Participant’s Signature Date
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REQUEST TO CONDUCT RESEARCH IN THE DISTRICT

e Researcher Information:

Name: Joseph R. Morris, Principal Investigator Application Date: 03/09/12
Katherine L. N. Colles, Doctoral Student Investigator

Work Phone: (517) 230 - 5950 Home Phone: (517) 230 -

5950

Email Address: katherine.l.n.colles@wmich.edu Fax #: (269) 387- 5090

Mailing Address: 3612 S. Circle Drive Apt. 13

City: Kalamazoo State: Michigan Zip Code: 49004

Professional Title/Position: Doctoral Candidate

Institution, organization or agency with whom you are associated, if any:

I, Katherine L. N. Colles,

I am currently a Doctoral Candidate at Western Michigan University in the Counseling
Psychology Program in the Department of Counselor Education and Counseling
Psychology in the College of Education and Human Services. Dr. Joseph R. Morris serves
as my dissertation chairperson, faculty advisor, and is a Professor in the Counselor
Education and Counseling Psychology Department at Western Michigan University. Dr.
Morris is named as the principal investigator following our university policy; however,
please direct all communication to myself, Katherine L. N. Colles.

Reason for conducting the study:

_X__ College or university course requirement
on-going program with the |J i School District: Name of Program:

Although this research is not a direct on-going program with the district, this research stems
from

Location and contact person: |
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_X__ Partial fulfillment for a Teaching Degree

__Partial fulfillment for Masters Degree

_X___ Partial fulfillment for Doctors Degree
Other, please specify:

The partial fulfillment of a Teaching Degree is the partial fulfillment of a Doctors Degree so
that I may be able to teach future Counselors.

If the study is being conducted as part of a course requirement or as partial fulfillment of
graduate requirements, please provide the course title and instructor's name and/or the
title/subject of your dissertation and your major advisor.

Instructor/Major Advisor: Dr. Joseph R. Morris Ph.D, LP, LPC

Full Title: Professor, Dissertation Chairperson

Address: 3108 Sangren Hall, Western Michigan University, Kalamazoo, MI 49008
Phone: (269) 387 - 5112

Course Title:

for

Subject of Dissertation: school counseling program impact

¢ Study Information
Title of this study: School Counseling Impact: A Five Year ABA Reversal Single Subject

Time Series Analysis of Academic, Suspension, and Attendance Data.

Duration of study:
Beginning Date: 3 /9/12 Ending Date: 8/5/12

Name of desired School(s) or Building(s):

There is a need for school counseling outcome (e.g. Carey, Dimmitt, Hatch, Lapan, &
Whiston, 2008; Sabella, 2006) research on the impact to school variables (e.g. Whiston,
2002; Gysbers, 2001; Borders, 2002; Dimmitt, Carey, McGannon, & Henningson, 2005;
Lapan, 2001). The problem this research seeks to better understand is the impact one
school counseling program may have on school variables measured by the school.
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This research seeks to investigate the impact of the former school counseling
program at dSchool using an ABA Reversal single subject
time series analysis of archived data. This research specifically seeks to
investigate the impact of the school counseling program on the variables of
attendance, suspension, and academic data of the Michigan Educational
Assessment Program (MEAP) scores and Adequately Year Progress (AYP)
attainment status. These variables will be studied over a five year time period
using archived data.

Name of person(s) entering the school or building: Katherine L. N. Colles
Abstract (150 words or less):

I11. Protocol:

If students are the focus of your study,

Attach a copy of the letter you plan to use in seeking parent permission for a student’s
participation in your study.

How many students will you involve? No students will be involved in this study. At what
grade level(s)?

How much student time will be required by your study? No student time will be involved
in this study.

What, if any, are your requirements for particular student characteristics/demographics?

Because no students will be involved in this study, no student characteristics/demographics
are required.

What, if any, are your requirements for a specific school, department, geographical area,
etc.?

Because of the single subject nature of this study and the methodology used, -
I School was identified as the proposed single school subject due to a
previously implemented and then terminated School Counselor position. Investigating
the impact of the school counseling program at ||| ||| AN Schoo! meets the
requirements of this study: a School Counseling program was implemented and then
terminated.

What, if any, are your requirements for review of, or access to, student records?

We will not need to review, or access, any individual student records. We are requesting
access to daily attendance and suspension percentages; annual MEAP proficiency
percentages for mathematics, English Language Arts-Reading, and English Language
Arts-Writing; and annual AYP attainment status data for ||| G schoo! for
the 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to 2010, and 2010 to 2011 academic
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years. We are also requesting access to the following descriptive information for-
School for the 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to 2010, and

2010 to 2011 academic years:

e mean student enrollment

e mean male student percentage

e mean female student percentage

e mean Caucasian/White student percentage

¢ mean African American/Black student percentage

e mean Hispanic student percentage

e mean Asian and Pacific Islander student percentage

¢ mean Native American student percentage

e mean free/reduced lunch student percentage

List any instruments that will be used with or administered to students. This should
include interview protocols and schedules as well. Attach copies of all instruments you
plan to use.

No instruments will be used with or administered to students.

A Data To Be Collected Form is attached that can be found in Appendix C.

A District Descriptive Data Form is attached that can be found in Appendix D.
A School Descriptive Data Form is attached that can be found in Appendix D.

Will teachers be required to help or take part in your study? Yes
X __No

If so, please describe the extent of involvement.

If teachers are the focus of your study,

Attach a copy of the letter you plan to use in securing teacher agreement to participate
in this proposed study.

How many teachers will you involve? Zero teachers will be involved. At what grade
level(s)? 6", 7™ and 8"

Within what content area(s)?
How much teacher time will be required? No teacher time will be required.

Will teachers be recompensed for participating in your study? _ Yes X _No
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If so, in what way?

What are your requirements, if any, for a particular school, department, or geographical
location?

Because of the single subject nature of this study and the methodology used, -

was identified as the proposed single subject due to a previously
implemented and then terminated School Counselor position. Investigating the impact of
the school counseling program a_School meets the requirements
of this study: a School Counseling program was implemented and then terminated.

What are the requirements, if any, for review or access to staff records?

This study will not require review or access to any individual staff records. We are
requesting access to the following building level descriptive staff records for

school for the 2006 to 2007, 2007 to 2008, 2008 to 2009, 2009 to 2010, and
2010 to 2011 academic years:

mean number of teaching positions

mean number of non-classroom teaching positions
mean probationary teacher percentage

mean teacher turn over percentage

This information will be collected using the District Descriptive Data Form and the
School Descriptive Data Form that can be found in Appendix D.

Will any school personnel, other than the students and/or teachers already described, be
involved inyourstudy? X _Yes _ No

If so, who, in what way and for how much time?

Per a directive of , the doctoral student investigator previously
communicated with in the office of

about this research application. communicated that we may work
with and [ the

office. If this research is
approved, we will work with these individuals, and any other district staff we may be
instructed to work with, to collect the archived data outlined in this research application.

A series of meetings will be scheduled with the ||| GGG o

designated staff to review and collect the archived data outlined in this research
application. An initial two hour meeting will be scheduled to review the data to be
collected as outlined in this research application. A second two hour meeting will be
scheduled upon completion of the first meeting to retrieve the necessary data. Finally, a
third two hour meeting will be scheduled with district designated staff to ensure all
approved data to be collected is received.
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The maximum amount of time needed to work with these individuals will be three
meetings scheduled for two hours each. Each meeting may not require two hours and the
third meeting may not be needed.

IV.Risks/Benefits:

Are there any possible risks to the subject (s) of your research: Yes X  No

If so, please describe

Please describe the benefits to the staff and/or students of the || GKNNG:

Both students and staff of _ will benefit from the results of
this research. The staff of School will benefit from the
knowledge regarding the impact of the school counseling program on MEAP, AYP,
attendance, and suspension data. The staff of ||| ||| GG Schoo! may use
this information to make more informed school improvement decisions regarding
students' English Language Arts and mathematics academic achievement as measured
by the MEAP, student behavior, and student attendance. The staff of ||| |Gz
I school may also use this information for decision making pertaining to a
school counseling program.

The district may use the results of this investigation to further inform district
improvement decisions regarding students' English Language Arts and mathematics
academic achievement as measured by the MEAP, student behavior, and student
attendance. The district may also use the results of this investigation to further inform
decision making regarding school counseling programs throughout the district.

All students of the ||| i benefit from knowledge gleaned from
this study for four reasons: 1). The results of this study may serve to better inform the

school improvement decision making process for ||| G schoo!. 2).

The results of this study may serve to better inform the district improvement decision
making process, 3). All district School Counseling Department staff may use the results
of this study to inform program decision making, and 4). School Counseling programs
impact all students in schools with implemented programs.

V. Confidentiality of Data:

Please describe, briefly, how you intend to protect the privacy of study participants.

The privacy and confidentiality of the ||| GcTcGEGE

school, and all district personnel will be maintained throughout all steps of this
investigation. The |JJJlif School District, School, and any
district personnel will not be identified in the research proposal, the dissertation
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publication, the dissertation defense presentation, any subsequent conference
presentations, and any peer reviewed journal submissions and publications.

Following professional standards, all collected data will be retained in the secure and
confidential Western Michigan University Graduate College Archives for a duration of
at least seven years.

As required by the |l School District research application procedures, a report of
investigation findings will be submitted to the district's
I \vithin 90 days of the close of this study.

VI. Consent:

Please describe, briefly, how you intend to obtain the consent of study participants
and/or their parents or legal guardians.

The study participant of this proposed study is one school, || GcIcNzNzNG

School of the JJJllSchool District. Therefore, because study participants do not
include students, consent does not need to be obtained from parents or legal guardians.

Because of the retrospective nature of this proposed research, we are seeking to analyze
archived data already collected by the district. Therefore, we are seeking to obtain
consent from a school district official. If this request to conduct research is granted, we
will then seek the appropriate district official's signature on both the enclosed consent
form and a site approval letter, found in Appendix A and B, following proper school
district protocol.

This study was designed to minimize district personnel time by not requiring teacher or
counselor time.

It is mandatory that you attach a copy of the consent form you intend to use, please remember
to do so. The consent form to be used for this study can be found in Appendix A.

Please review and sign the following Statement of Agreement indicating your
understanding of the expectation and your commitment to comply.

As a condition for permission to conduc
report of the findings of the study to the
90 days of the close of the study.

Signature:

Office of

t this research, | agree to submit a written

e

Date: / /

- oject #

For Internal Use Only

Approved: Yes

No Date:_ [/ /
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Counselor Education and Counseling Psychology
College of Education

Katherine L. N. Colles
3612 S. Circle Drive, Apt. 13
Kalamazoo, M1 49004

March 9, 2012

Attention: -

Dear N

Contained in this mailing is a complete research application packet consisting of the following:

A copy of our institution IRB approval letter

The $50.00 application processing fee for a course work related research request, which is located
in the left binder folder.

MM_ research application

One copy of the research proposal

A copy of the consent form, which is contained in the IRB approval letter and the ten copies of the
research application.

Please email confirmation when this research application packet is received to
katherine.l.n.colles@wmich.edu, the doctoral student investigator named on the research application.

I can be contacted by phone at (517) 230 -5950 or by the noted email address.

Thank you for your time.

Sincerely and respectfully,

Katherine L. N. Colles M.A,, LPC, SCL

Doctoral Candidate in Counseling Psychology

Department of Counselor Education and Counseling Psychology
Western Michigan University


mailto:katherine.l.n.colles@wmich.edu

Appendix H

City School District Research Application Non-Approval Letter — Redacted
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March 21, 2012

Kathenne L N Colles

3612 Circle Drive, Apt 13
Kalamazoo, Mi 49004

Re Project AR
Dear Ms Colles

¥ Counseling Impact A

r Research Request Apphce

| regret to inform you that yo

Five Year ABA Reversal Single Subject Time Senes Analys:s ¢ Suspension, and

Attendance Data will not be approved ¢

his tme

The distnct is undergoing several restructunng iniiatives and 1S unable to accommodate outside
vel staff at this me

nterference or place addtional dubes to ou
If you have any questions, need additional informaton. please do not hestate to contacti N
ether by telephone at GG O 2 emal at

al
for your patence and for your

PROruUntes 10 ol Qualfied peopik

- o

rOganioss of GCONOMC Or SOCK SIot haC ONgn. Nabonal ongw

cal or mental daabdty

Teed redhgor
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August 16, 2012

Katherine L. N. Colles
3612 S. Circle Drive, Apt. 13
Kalamazoo, MI 49004

Re: Project # {ilR
Dear Ms. Colles:

Your Research Request Application entitled School Counceling Impact: A Five Year ABA Reversal
Single Subject Time Series Analysis of Academic, Suspension, and Attendance Data is
Conditionally Approved pending consent of the (EEEEEEREREY S perintendent of Schools.
This approval is granted based upon your agreement not to identify the (il District within
any publication without obtaining specific written permission from the district and all data will be
reported anonymously or as a group data with no specific identifying information. It is also understood

that as the researcher, you will submit to the district a report of the findings within 90 days of the
conclusion of the project. The following comments apply specifically to your request:

1. The Western Michigan University Institutional Review Board on Human Subjects Committee has
approved the intents and purposes of this study, and documentation of this approval will be
forwarded to the Lansing School District’s Office of State and Federal Programs to be kept on file
before research activities are begun.

2. Written District consent and Site Letter of Approval forms will be obtained from the district prior to the
commencement of this study.

3. Alist of all persons participating in this study who are not employed by the (SN District
and who will be entering the building or buildings where the study is to be conducted will be
forwarded to the (IR District's Office oA (0 be kept on file
before research activities are begun.

4. Your contact points for this project will be N 2nd me.

If you have any questions, need additional information, or encounter other issues during the execution

of your study, please do not hesitate to contact me either via telephone at (sl or via email
ahhank you for your patience and for your interest in the (i
2 e

Sincerel,

The D strict is committed to a policy of providing equal employment opportunities to all qualified people
Regardless of economic or social status and will not discriminate on the basis of race, color, ethnic origin, national origin,
Creed, religion, political belief, sex, sexual orientation, marital status, age, veteran status, or physical or mental disability.

Page 1
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Daily Attendance Data Six Parameter Three-Phase Intervention Model
Design Matrix
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Daily Attendance Data Six Parameter Three-Phase Intervention Model Design Matrix

1 0 0 0 0 98.78
2 0 0 0 0 98.58
3 0 0 0 0 98.68
4 0 0 0 0 98.02
5 0 0 0 0 95.08
6 0 0 0 0 96.5

7 0 0 0 0 97.72
8 0 0 0 0 96.77
9 0 0 0 0 97.52
10 0 0 0 0 92.1

11 0 0 0 0 92.57
12 0 0 0 0 95.33
13 0 0 0 0 96.65
14 0 0 0 0 95.79
15 0 0 0 0 95.89
16 0 0 0 0 96.36
17 0 0 0 0 97.99
18 0 0 0 0 95.88
19 0 0 0 0 94.06
20 0 0 0 0 94.43
21 0 0 0 0 97.31
22 0 0 0 0 97.12
23 0 0 0 0 97.7

24 0 0 0 0 96.74
25 0 0 0 0 95.11
26 0 0 0 0 96.93
27 0 0 0 0 96.16
28 0 0 0 0 98.08
29 0 0 0 0 96.64
30 0 0 0 0 94.24
31 0 0 0 0 96.55
32 0 0 0 0 96.55
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96.74
95.87
93.19
94.82

33
34
35

36

94.63
95.59
96.07
96.26
96.07

95.96

37

38

39

40
41

42

95.18

43
44
45

95.38

93.74
96.44

96.15

46
47

96.24
95.86

48
49

95.95

50
51

95.66

94.22

52

94.89
93.74
93.83
96.44

95.76

53
54
55
56
57

95.47
97.21
100

58

59

60
61

94.12

96.82
91.33
92.49
93.74

62

63
64

65
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93.75
93.27
93.65
94.04
93.08
92.69

95.1

66
67

68
69

70
71

72
73
74
75
76
77
78
79
80
81

93.46
94.04
91.14
96.71
94.87

96.81

94.87

93.13

89.07

92.55
93.91

82

83
84
85
86
87

92.94
86.94
94.39
92.46
93.42

90.02

88
89

91.76
93.22
93.7

90
91

92
93
94
95
96
97

90.23
100

86.78

94.31

96.24
94.69
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94.1

99

93.91

100
101
102
103
104
105
106
107
108
109
110
111
112
113
114
115
116
117
118
119
120
121
122
123
124
125
126
127
128
129
130
131

95.94
95.36
92.65
93.04

93.52

92.94
93.23

94.58

96.81
95.16

91.1

90.14

91.88
90.33
90.14
93.04
92.75

94

91.88
93.33
93.44
95.85

94.98

94.59

95.16

93.31

95.14

95.86
95.94

94.65

93.43
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96.8

132
133
134
135
136
137
138
139
140
141
142
143
144
145
146
147
148
149
150
151
152
153
154
155
156
157
158
159
160
161
162
163
164

95.5

96.45
96.8

94.38
96.45
96.54

95.67

94.72

94.46
96.63

94.98

94.29

96.54
93.94
95.33
96.54
96.89

95.16

96.8

92.56
95.76

94.81

94.56

95.85

97.06
96.8

96.29
96.29
95.34
95.68

95.25

92.31
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94.04
96.8

165
166
167
168
169
170
171
172
173
174
175
176
177
178
179
180
181
182
183
184
185
186
187
188
189
190
191
192
193
194
195
196
197

93.61

94.39

96.03
94.21

94.47

95.69
96.43
99.55
99

98.55

97.55
97.94
97.85
98.29
97.67

97.04
97.31
97.4

97.41
96.87
97.23

95.8

97.14
98.13

96.52
95.89

94.55

96.61

98.13

97.23
96.43
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96.96
98.75

98.3

198
199
200
201
202
203
204
205
206
207
208
209
210
211
212
213
214
215
216
217
218
219
220
221
222
223
224
225
226
227
228
229
230

97.05
96.16

96.43
95

94.11

95.98
96.43
93.39
95.27

94.29
95

94.64
94.11

94.73

95.98

91.79
93.2

96.42
93.84
92.95
95.53
92.22

95.89

96.49
95.95

95.05
94.06
93.44

93.77

95.32
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95.58
95.67
95.13

231
232
233
234
235
236
237
238
239
240
241
242
243
244
245
246
247
248
249
250
251
252
253
254
255
256
257
258
259
260
261
262
263

93.59
96.93

96.12

95.31

93.95
95.76
98.01

97.02
93.41

94.95

89.26
93.41

95.49
97.47

94.86

98.47
96.21
96.93
96.39
97.74

93.4

94.67

93.58
94.21

94.3

92.41
94.48

94.57

92.48
95.03
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99.82
93.4

264
265
266
267
268
269
270
271
272
273
274
275
276
277
278
279
280
281
282
283
284
285
286
287
288
289
290
291
292
293
294
295
296

99.82
92.39

94.47

94.83
100

94.74

100

94.74
94.83

97.1

91.92
93.65
93.56

93.19

93.19

93.38
92.65

93.1

94.37

89.47
91.92
90.83
91.29
93.47
94.46
94.46

95.46
94.65

93.56
93.17

94.54
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297
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327
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91.53
95.26
93.35
95.36
95.99
95.26
95.63
95.08

95.63

91.17
93.9

96.36
95.9

96.54
95.25

95.14
97.61
93.85

92.57
95.14

94.57

95.3

95.58

94.48
92.56

94.3

96.14
95.22

94.12

91.73
921
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95.22

94.03

93.57

94.94
92.74
94.94
94.03

93.75
94.39

94.85

95.22

95.13

96.51

96.41

95.95

97.42
97.17
99.1

98.1

98.74

98.56

97.31
97.94
97.94
98.49
97.33

95.37

97.68
97.86

98.13

10
11
12
13
14

97.5

97.14



363
364
365
366
367
368
369
370
371
372
373
374
375
376
377
378
379
380
381
382
383
384
385
386
387
388
389
390
391
392
393
394
395

R e e e e T T T S e S e e e e e e N e T e T i T = T = S S

15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47

O O O O O O O O O O O O O O O O O O O O O O O O O o o o o o o o o

O O O O O O O O O O O O O O O O O O O O O OO o o o oo o o o o o o

95.27
98.75
96.7

96.7

95.18
95.54
94.91
96.52
94.38
96.16
96.88
97.95
96.16
93.65
96.42
98.21
96.33
98.03
96.6

95.17
96.87
97.32
96.78
96.6

95.71
96.7

97.5

98.48
95.09
95.87
95.87
96.59
97.04
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95.06
94.88
95.51
96.32
94.97
93.42
93.78
95.59
97.12
92.97
92.34
89.82
89.37
95.05
94.86
96.31
95.86
97.75
94.14
96.49
97.3

93.24
89.73
93.6

93.6

96.31
99.64
96.22
95.59
93.51
97.21
96.22
95.83
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94.75
93.3

89.13
99.46
91.67
93.66
96.1

94.74
97.28
95.37
96.37
93.01
94.27
95.45
94.36
95.91
94.27
95.09
95.45
95.45
95.63
96.08
92.87
95.98
95.06
93.33
92.86
92.31
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95.02
93.45
93.36
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91.79
89.09
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94.17
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95.83
95.19
95.28
86.76
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88.98
91.11
89.44
93.24
95.09
96.02
95.74
92.69
94.17
96.2

98.15
97.13
95.19
94.91
96.85
97.69
94.26
93.15
95.46
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96.12
94.58
98.94
97.95
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Design Matrix
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Appendix M

Weekly Suspension Data Six Parameter Three-Phase Intervention Model
Design Matrix
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Weekly Suspension Data Six Parameter Three-Phase Intervention Model Design Matrix
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Appendix N

MEAP Reading Data Six Parameter Three-Phase Intervention Model
Design Matrix
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MEAP Reading Data Six Parameter Three-Phase Intervention Model Design Matrix

0 0 0 0 81
0 0 0 0 37.2
1 0 0 0 45
1 1 0 0 55.4
1 2 1 0 55.5




Appendix O

MEAP Mathematics Data Six Parameter Three-Phase Intervention Model
Design Matrix

253



254

MEAP Mathematics Data Six Parameter Three-Phase Intervention Model Design Matrix
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