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BROTT, PAMELlA ELLYN, Ph.D. The Development of School Counselor 
Identity. (1996) Directed by Dr. Jane E. Myers. 256 pp. 

The purpose of this study was to propose a grounded theory that 

contributes to understanding school counselors' professional identity development 

The study explored school counselors' professional interactions as defining 

experiences in their identity development 

The qualitative research design consisted of two studies using a purposeful 

sampling of school counselors (n=lO). Data were collected through qualitative 

interviews, participant questionnaires, and observations in the schools. A set of 

rigorous coding procedures (Strauss & Corbin, 1990) guided the data analyses to 

develop theoretically informed interpretations of the data. 

The basic problem grounded in the data was the counselor's need for 

personal guidelines (ie., self-conceptualization) as a meaning-making framework 

in carrying out the professional role. It was found that school counselors utilize 

personal guidelines through a process identified as the blending of intluences 

involving four phases and related strategies: (a) structuring as defining and 

rating; (b) interacting as managing and responding; (c) distinguishing as 

advocating and accounting; and (d) evolving as sustaining and intertwining. Each 

strategy was described in terms of activities performed when carrying out the 

role. The process takes place as a dynamic interplay within the contexts. 

conditions, and phases when performing in the role. Involvement in the process 

was unique to each school counselor. 



The substantive theory for the blending of influences process provides a 

framework from which to view the professional identity development of school 

counselors. The "blending of influences" describes the intertwining of the 

structural and personal perspectives that results in the personal guidelines 

followed by practitioners in making decisions for the delivery of programs and 

services to students in schools. 

Implications from the study support professional multi-faceted growth 

throughout one's professional career (e.g., journal writing, mentoring, academies). 

Further, pre-professional training should focus on decision making and interacting 

(e.g., guest speakers, seminars with other educators in training). Also, internship 

guidelines should be developed for both host and university supervisors to 

provide a more meaningful bridge between training in and the practice of school 

counseling. The study supports standardized certification of school counselors. 

Future research should focus on testing and refining the theory through 

examining relationships within the theory, collecting data from multiple publics, 

and determining relationships between consequences of the process and the 

services provided to students. 
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CHAPTER I 

INTRODUCTION 

Schools are complex organizations that focus on students being taught and 

their success being assessed by standardized test scores and college admissions 

(Carlson & Lewis, 1993). In addition to academics, students are dealing with a 

variety of developmental issues associated with their cognitive, moral, and 

psychosocial functioning (Carlson & Lewis, 1993; Eccles, Midgley, Wigfield, 

Buchanan, Reuman, Flanagan, & Maciver, 1993; Paisley & Hubbard, 1994; 

Takanishi, 1993; Thompson, 1992). Complicating this portrayal of students in 

schools is a multitude of cultural, social, economic, health, and educational issues 

(e.g., AIDS, divorce, drugs, pregnancy, suicide, violence) that students face on a 

daily basis (Neukrug, Barr, Hoffman, & Kaplan, 1993). 

1 

There are a variety of professionals in the schools who provide services for 

students who are struggling with these issues. These service providers are from 

diverse but related areas of training and are interrelated as well as reciprocally 

influential in shaping a student's development (Vacc, Bloss-Snyder, & Martin

Rainey, 1993). One of these professionals is the school counselor who, as a 

permanent staff member in the school, is in a unique position to coordinate 

professional services for students, to provide preventive as well as remedial and 

crisis interventions, and to consult with the various publics associated with the 



2 

school (American School Counselor Association [ASCA], 1990; Baker, 1992; Coy, 

1991; Myrick, 1993; O'Bryan~ 1991; Wittmer, 1993). 

Although school counselors seemingly have an important role in the school 

environmen~ the specifics of that role are often not clearly defined. One 

important determinant in the role of the school counselor is the principal A 

comparison of training and responsibilities for principals and counselors seems to 

point to inevitable conflict (Kaplan, 1995). The process of decision making to 

resolve these conflicts may further illuminate differences between counselors and 

principals. More importantly, however, the investigation of this conflict 

resolution process can contribute to an understanding of the development of a 

professional school counselor identity. This identity serves as a frame of 

reference from which school counselors make sense of their work. This 

professional identity is the framework through which school counselors make 

choices and decisions that result in the daily delivery of professional services to 

students. 

Rationale for the Study 

The profession of school counseling has evolved over nearly 100 years. 

When first initiated, the primary function of school counseling was viewed as 

providing classroom moral guidance lessons. More recently, school counselors are 

viewed as the providers of comprehensive developmental interventions. Further, 

school counseling has recently been defined as a distinct and separate profession 

(Baker, 1992; Myrick, 1993; Wittmer, 1993). An examination of how professions 



are defined and how professional identity develops is helpful in understanding 

more fully the evolution of school counseling as a profession. 

3 

The differentiation of a profession from an occupation has become 

theoretically consistent over the past 35 years. A profession is defined by 

features that are associated with a body of abstract knowledge and a service 

orientation (Goode, 1960). The characteristics of a profession most frequently 

cited in the literature are (a) specialized training in a body of abstract knowledge, 

(b) ethical standards, and (c) a strong identity with the field as a profession 

(Goode, 1960; Kerr, VonGlinow, & Schriesheim, 1977; McCully, 1962; Wilensky, 

1964). People entering a profession experience change externally according to 

the requirements of the professional role and internally according to a subjective 

self-conceptualization associated with that role (McGowen & Hart, 1990). The 

internal or self-conceptualization (ie., the sense of "a calling" to the profession) is 

individually based and is the basis for the development of a professional identity 

(Hall, 1987; Kerr, VonGlinow, & Schriesheim, 1977; McGowen & Hart, 1990; 

Watts, 1987). 

Professional identity serves as a frame of reference from which 

professionals make sense of their work and, to some extent, their lives (Friedman 

& Kaslow, 1986). The concept of professional identity is not a final outcome, but 

continues to be related to one's professional activities and skills as one takes on 

new professional facets and sheds others (Bucher & Stelling, 1977). Issues of 

professional identity stem from professional socialization and development which 



includes the acquisition of specific knowledge and skills that are required in a 

professional role, and the development of new values, attitudes, and self-identity 

components (Hall, 1987; McGowen & Hart, 1990). 

Professional identity formation and development has been studied in 

numerous professions (e.g., teachers, psychoanalysts, psychologists) which have 

been reviewed in the literature (e.g., Kuzmic, 1994; Rosenbloom, 1992; 

4 

Watts, 1987). Various conceptualizations of professional identity formation and 

development have been put forward: a process of socialization (Kuzmic, 1994); a 

process to "wed" theoretical knowledge with clinical experience (Rosenbloom, 

1992); and a process of incorporating personal world views into professional role 

functioning as integrated professional values (Watts, 1987). What appears to be 

salient is the continual interplay between structural and attitudinal changes that 

result in a self-conceptualization as a "type" of professional (ie., professional 

identity). This self-conceptualization serves as a frame of reference from which 

one carries out the professional role, makes significant professional decisions, and 

develops as a professionaL 

The literature on professional counselor development has identified similar 

processes involved in identity formation and development These studies have 

focused on trainees, supervisors, and therapists-counselors (Bruss & Kopala, 1993; 

Hogan, 1964; Loganbill, Hardy, & Delwortb, 1982; Reising & Daniels, 1983; 

Skovholt & Ronnestad, 1992). Predominantly, the literature reports stage models 

of development and sequential increases in expertise of counselors over time. 
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The focus of the research has been on training of counselors with little attention 

paid to the professional working years beyond graduate school Of particular 

interest is the study reported by Skovholt and Ronnestad (1992), who used 

qualitative research procedures to extract twenty themes of therapist-counselor 

development that suggest" ... development involves a movement from reliance on 

external authority to reliance on internal authority, and .. this process occurs 

through the individual's interaction with multiple sources of influence over a 

period of time" {p. 514). Whether this process is identical for professionals in the 

various specialties of counseling has not been determined One of these 

specialties is school counseling, and the counseling literature is devoid of studies 

on the professional identity development of school counselors. 

An understanding of the development of a professional school counselor 

identity begins with an awareness of the context of school counseling and school 

counselors. Until the last ten years, the profession of school counseling had 

assumed a reactive role to local and societal demands (Aubrey, 1977; Baker, 

1992; Myrick, 1993; Wittmer, 1993). A review of the historical development of 

school counseling, which is discussed in-depth in Chapter II, illuminates the 

compounding of, rather than the clarifying of, counselor functions that has 

contributed to role conflict and confusion for school counselors as well as other 

professionals in the school environment (Boyd & Walter, 1975; Brown & Brown, 

1975; Mayer, Butterworth, Komoto, & Benoit, 1983; Myrick, 1993; Paisley & 

Borders, 1995). 



Important issues in the development of the school counseling profession 

have been the training and credentialing of school counselors (e.g., American 

School Counselor Association [ASCA] guidelines; Association for Counselor 

Education and Supervision [ACES] standards; Council for Accreditation of 

Counseling and Related Education Programs [CACREPI standards). However, 

the majority of school counseling training programs are currently not accredited 

by CACREP (Hollis & Wantz, 1993). A national survey (Ibrahim & Thompson, 

1982) in the early 1980s revealed that, although nearly all of the training 

programs for school counselors sampled adhered to the ACES standards for 

training in terms of curriculum, some areas in the core curriculum were weak, 

and a number of curricula improvements were sought Therefore, it remains 

possible for school counselors to enter the profession with minimal or inadequate 

training (Myrick, 1993). 

6 

Although a national specialty certification for school counselors exists, each 

state continues to set the requirements for a specialty credential for school 

counselors entering the profession (Clawson, 1993; Paisley & Borders, 1995). The 

state requirements for certification vary greatly in the areas of teaching 

experience, coursework, and practica (Myrick, 1993; Paisley & Hubbard, 1989; 

Paisley & Borders, 1995). Therefore, the granting of standardized certificates for 

employment as school counselors continues to be handled by state governmental 

agencies (Myrick, 1993). 
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The counseling literature is saturated with studies and articles that examine 

the role and functions of school counselors (e.g., Carroll, 1993; Helms & Ibrahim, 

1983, 1985; Shertzer & Stone, 1963; Stanciak, 1995; Wrenn, 1957). Despite 

numerous role statements by ASCA (1964, 1974, 1977, 1981, 1989, 1990), a 

proliferation of published surveys, and an abundance of theoretical articles, the 

discussion and controversy regarding the school counselor's role continues (Paisley 

& Borders, 1995). In spite of the best efforts of professional associations, 

accrediting bodies, and training programs to defme the profession of school 

counseling, studies cited in the literature indicate that the actual functions of 

counselors in the schools do not always reflect what have been identified as the 

best practices in school counseling (Carroll, 1993; Hutchinson, Barrick, & Groves, 

1986; Partin, 1993; Peer, 1985; Tennyson, Miller, Skovholt, & Williams, 1989). 

Role confusion can be viewed as one source of occupational stress for 

school counselors. Other sources of dissonance that may result in stress include 

job expectations and demands, conflicts with administration and staff, dealing 

with crises, and demands from multiple publics (Arney, 1990; Kendrick, Chandler, 

& Hatcher, 1994; Moracco, Butcke, & McEwen, 1984; Sears & Navin, 1983). 

Moracco, Butcke, and McEwen (1984) in a national survey of ASCA members, 

concluded that occupational stress seemed to be a multidimensional concept that 

included lack of decision-making authority, nonprofessional duties, job overload, 

dissatisfying professional relationships with teachers and principals, and financial 

stress. 
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Considering the varied roles in which school counselors are expected to 

function, what or who are the major determinants of the counselor's specific roles 

in the school? One important source that defines the counselor's role in the 

school is the principal (Baker, 1992; Herr & Cramer, 1965; Knowles & Shertzer, 

1965; Salmon, 1985). However, many principals have never taken a counseling 

and development course and are unfamiliar with counseling services (Lampe, 

1985; Myrick, 1993). This has resulted in principals assigning duties to the school 

counselor that are not related to guidance and counseling, such as administrative 

and clerical tasks or disciplinary responsibilities (Barret & Schmidt, 1986; Borders 

& Drury, 1992; Ponzo, 1989). Over time, these duties may become highly 

regarded by school personnel even though the duties do not relate to counseling 

(Baker, 1992; Murray, 1995). 

Counselors and principals have separate as well as shared responsibilities 

in the schools. Cole (1991) compared counseling and administrative roles and 

concluded that each profession's different training and responsibilities made 

conflict inevitable. Moracco and Gray (1983) acknowledged the potential for 

conflict in their study by identifying Counselor-Principal Professional 

Relationships as one of six factors on their Counselor Occupational Stress 

Inventory. Moracco, Butcke, and McEwen ( 1984) found that the counselors' 

perception of administrators is that they do not understand, appreciate, or 

empathize with the counselors' efforts. The literature has led Kaplan (1995) to 

suggest that the potential for conflict between counselors and principals "is that 



counselors and principals use different paradigms" (p. 261). Principals are 

responsibility comprehensive, learning focused, group centered, and action-and

concrete-results oriented; however, counselors are more responsibility limited, 

mental health focused, individual centered, and process oriented These 

paradigms are the basis for decision making relative to the performance of one's 

job, and, for principals, the paradigm is the basis for expectations of how school 

counselors will perform their jobs. When conflicts occur, counselors must decide 

how best to respond to meet their own needs and the needs of students. 

9 

The theme that is repeated throughout the literature related to the 

professionalization of school counseling seems to be one of conflict or, more 

specifically, conflict decisions. School counselors' interactions with principals can 

involve conflict decisions. Reflecting on the decision process from the context of 

a conflict decision model (e.g., I anis & Mann, 1977) may shed light on the 

professional role of the school counselor. Given that conflict between principals 

and school counselors is inevitable, the process of conflict decisions may describe 

not only the differences between counselors and principals, but, more importantly, 

the development of an identity as school counselors manage professional conflicts 

and carry out their role as service providers to students. 

Need for the Study 

Professional school counselors are front-line providers of mental health 

services to students in schools (Hollander, 1989; Kendrick. Chandler, & 

Hatcher, 1994). They are in a unique position to assist students in coping with 
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the challenges of a rapidly changing society, challenges which can have a critical 

effect on their academic performance (Carlson & Lewis, 1993; Carroll, 1993; 

Eccles, Midgley, Wigfield, Buchanan, Reuman, Flanagan, & Maciver, 1993; 

Myrick, 1993; Neukrug, Barr, Hoffman, & Kaplan, 1993; Paisley & Hubbard, 

1994; Takanishi, 1993; Thompson, 1992). However, as the profession has 

developed, the compounding of school counselors' role and functions have led to 

controversy and confusion which has been extensively documented in the 

literature (e.g., Carroll, 1993; Helms & Ibrahim, 1983, 1985; Shertzer & Stone, 

1963; Stanciak, 1995; Wrenn, 1957). One important role determinant of the 

school counselor is the principal (Baker, 1992; Barret & Schmidt, 1986; Borders & 

Drury, 1992; Ponzo, 1989; Salmon, 1985). Inasmuch as there are differences in 

training and responsibilities between principals and counselors, conflict seems 

inevitable (Cole, 1991; Kaplan, 1995). 

Given the lack of available information on the professional identity 

development of school counselors, a grounded theory is currently needed The 

developmental growth of professional school counselors may have a profound 

influence on their role and functions as evidenced by a meaning-making 

framework when faced with conflict decisions. Professional identity serves as a 

frame of reference from which individuals make sense of their work and, to some 

extent, their lives (Friedman & Kaslow, 1986). By understanding the meaning

making framework in professional identity development, school counselors may 

be in a better position to determine their role and functions for serving students 
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and the school community. Further, counselor educators will be better able to 

provide training to students aspiring to become professional school counselors. 

Purpose of the Study 

Strauss and Corbin (1990) described a qualitative design for building 

theory known as grounded theory. "Qualitative methods can be used to uncover 

and understand what lies behind any phenomenon about which little is yet 

known" (Strauss & Corbin, 1990, p. 19). Grounded theory is inductively derived 

from the study of the phenomenon it represents as it is discovered, developed, 

and provisionally verified through systematic data collection and analysis 

pertaining to the phenomenon. 

The purpose of this study was to propose a grounded theory that will 

contribute to an understanding of the school counselors' professional identity 

development A model for professional school counselor identity development is 

not currently available in the literature. This study explored and conceptualized 

school counselors' professional interactions from a framework of conflict 

decisions as defining experiences in the development of a professional school 

counselor identity. 

Based on the results from a pilot study that are reported in Chapter III 

and using qualitative techniques, the research study was undertaken to test the 

professional interactions of school counselors as defining experiences in the 

development of a professional school counselor identity. The grounded theory 
-

evolved from a naturalistic inquiry consisting of a series of interviews with 



practicing school counselors, and the data was analyzed through a sequence of 

rigorous coding procedures. The emerging grounded theory contributes to the 

understanding of professional school counselor identity development and offers 

insight useful for further research. 

Statement of the Problem 

12 

The literature about school counseling is largely descriptive of the 

historical context of the profession and empirically based on the role and 

functions of school counselors. Professional associations, accrediting bodies, and 

training programs have defmed the profession of school counseling, although the 

literature indicates that what counselors actually do in the schools does not always 

reflect what have been identified as the best practices in school counseling. 

Further, the literature does not reflect research on the professional identity 

development of school counselors. 

As a profession, we have not addressed the development of a professional 

school counselor identity. It appears that the development of a professional 

identity contributes to defining the role of school counselors which shapes the 

counseling programs and services provided to students. In providing appropriate 

programs and services, school counselors are involved in making decisions, and 

the interactions with principals seem to be particularly important Viewing 

professional interactions with principals as defining experiences may shed light on 

the development of a professional school counselor identity. 



13 

The designation "Professional School Counselor" has been adopted through 

a resolution (ASCA, 1995) by the professional association membership as the title 

for individuals engaged in the practice of school counseling. However, in order 

for the title to reflect the identity of the professionals, insights must be 

developed, processes need to be discovered, and a theory proposed that addresses 

how the professional school counselor identity evolves. 

Research Questions 

In accordance with qualitative methods and an inductive method of 

inquiry, a series of interviews addressed the question, "What is the conflict 

decision process utilized by school counselors when interacting with principals in 

the school?" Data collection, analysis, and theory stood in reciprocal relationship 

with each other throughout the research study (Strauss & Corbin, 1990). The 

purpose of the research was to understand and explain school counselors' 

professional interactions as defming experiences in the development of a 

professional school counselor identity that contribute to an emerging grounded 

theory. 

The following six research questions were addressed in this study: 

(a) What factors determine the school counseling program? 

(b) Who is involved in determining the school counseling program? 

(c) How do school counselors make decisions about the school counseling 

program? 
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(d) What issues of conflict with principals have been dealt with by school 

counselors? 

(e) What is the decision process used by school counselors when 

interacting with principals in professional conflict situations? 

(f) In what ways do conflict decisions reflect the role of school 

counselors? 

Definition of Terms 

The following terms are defined as they apply in this study: 

Conflict is defined as problems, friction incidents, or disputes which may 

result in stress, anxiety, and pressure (Stack, 1977; Swisher, 1970). 

Conflict decisions are part of a process that reflect the meeting of 

individual, developmental, and contextual factors and that take into account the 

influence of unpleasant emotions on intellectual judgments when human beings 

are required to make important choices on highly ego-involving issues (Janis & 

Mann, 1977). 

Function refers to the various behaviors or tasks that are performed by an 

individual when carrying out one's part in a given situation (Myrick, 1993). 

Occupational stress is a multidimensional concept that includes lack of 

decision-making authority, financial stress, nonprofessional duties, job overload, 

and dissatisfying professional relationships (Moracco, Butcke, & McEwen, 1984). 

Principal is a school administrator who is certified by the state department 

-
of education, and who provides leadership to people and programs in the school; 
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the principal's model is defined as responsibility comprehensive, learning focused, 

group centered, and action-and-concrete-results oriented (Kaplan, 1995). 

Profession is an occupation that has acquired several features or traits 

derived from the core characteristics of specialized training in a body of abstract 

knowledge and a service orientation (Goode, 1960). The features most frequently 

cited in the literature are (a) specialized training in an abstract body of 

knowledge, (b) ethical standards, and (c) a strong identity with the field as a 

profession (Goode, 1960; Kerr, VonGlinow, & Schriesheim, 1977; McCully, 1962; 

Wilensky, 1964). 

Professional is an individual who has entered a profession and possesses 

the attributes that are structural, such as formal education and entrance 

requirements for entry into the profession, and attitudinal, such as a sense of "a 

calling" of the person to the field which is individually based (McGowen & Hart, 

1990). 

Professional identity is the perception of oneself as a particular type of 

professional that serves as a frame of reference from which professionals make 

sense of their work and, to some extent, their lives (Bucher & Stelling, 1977; 

Friedman & Kaslow, 1986). The development of this identity is a part of the 

process of becoming a professional which continues to be related to one's 

professional activities and skills as one takes on new facets and sheds others 

(Bucher & Stelling, 1977). 
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Professional identity development is the movement from reliance on 

external authority to reliance on internal authority, and is a "process [that] occurs 

through the individual's interaction with multiple sources of influence over a long 

period of time" (Skovholt & Ronnestad, 1992, p. 514) . 

.R..ok refers to the part that one plays in a given situation (Myrick. 1993). 

School counselin& is a specialty area of the counseling profession that is 

designed to facilitate self-understanding and self-development through individual 

and small group activities involving a professional relationship between a trained 

school counselor, a student, and significant others in the student's life (CACREP, 

1994). 

School counselor is a credentialed professional with specialized graduate 

training in counseling and development who organizes his or her work schedule 

around the basic approaches of counseling, guidance, consultation, and 

coordination incorporating a variety of interventions that promote personal 

growth (ASCA, 1995; Coy, 1991; Myrick, 1993; O'Bryant, 1991; Wittmer, 1993). 

For the purposes of this study, the school counselor's model is responsibility 

limited, mental health focused, individual centered, and process oriented (Kaplan, 

1995). 

Organization of the Study 

The research proposal is presented in the first three chapters with each 

chapter serving a distinct purpose. Chapter I is an introduction to the profession 



of school counseling and the conflicts that are shaping the identity of the 

professional school counselor. 
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In Chapter II, a review of the literature is addressed in five sections that is 

summarized at the end of the chapter. The first section presents an overview of 

the counseling challenges in the school environment The second section 

introduces the professionals in the school environment as a multi-disciplinary 

team The third section reviews the development of a profession and includes the 

following: definition of a profession, professional identity, process of professional 

identity development, and counselor professional identity development Given 

the understanding of the development of a profession, section four presents 

school counseling as a profession through a review of the historical development 

of school counseling and the training and credentialing of school counselors. The 

fifth section focuses on the school counselor's role confusion and conflict 

decisions. This final section includes a process framework for viewing school 

counselors' professional interactions that involve conflict decisions. A summary 

of the review of the literature concludes the chapter. 

Chapter III presents details about the methodology for this study. A 

description of the grounded theory approach to qualitative research, the results of 

a pilot study, data collection, data analysis, credibility of grounded theory, and 

ethical considerations are included The chapter concludes with a summary of the 

methodology. 
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Chapter IV reports the findings from the second study and is divided into 

four sections. The first section is a description of the participants. Section two is 

a summary of the interview analyses. The third section includes descriptions of 

the theoretical categories (ie., context, conditions, phases) and the core category 

for the blending of influences process. The final section presents the substantive 

theory as a process for the blending of influences. 

In Chapter V, conclusions from the study are presented in five sections. 

The chapter begins with a summary of the study. Section two is a discussion of 

the credibility of the study. The third section is a discussion of the findings from 

the study. In the fourth section, implications of the study for practicing school 

counselors, training and credentialing of schools counselors, and future research 

are discussed. The final section provides a conclusion to the chapter and to the 

study. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

School-age children are a population at risk. They are living in a rapidly 

changing and unsure world: Traditional family support systems are often missing, 

violence is widespread, drugs are widely accessible, divorce is commonplace, 

sexuality is confused, the incidence of AIDS is growing, and teenage pregnancy 

continues to rise (Killin & Williams, 1995). These dramatic changes, in both 

family composition and social themes in the past 20 years, have placed demands 

on the schools to provide mental and physical health services as well as to meet 

the traditional educational needs of the students (Carroll, 1993). Within the 

school environment there are a number of professionals who provide services for 

meeting the needs of students as they struggle with these issues. One of these 

service providers is the professional school counselor. 

Professional school counselors are the front-line providers of mental health 

services to school-age children (Hollander, 1989; Kendrick, Chandler, & Hatcher, 

1994). The school counseling profession has evolved beyond the traditional 

guidance perspective with considerable change taking place in recent years in 

response to a rapidly changing world (Carroll, 1993). Today, school counselors 

are "challenged by helping relationships that reach beyond vocational and 

education decisions" (Schmidt, 1984, p. 383). The evolving role of the 
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professional school counselor, expansion of counseling services to all grade levels 

in schools, and improved counselor education programs demonstrate a recognition 

that counseling programs contribute to the educational process in schools by 

focusing on the mental health needs of school-age children (Schmidt, 1984). 

There is some evidence, as noted in Chapter I, that counselor services are 

mediated by the role perceptions of both the school counselor and other 

professionals in the school environment One important determinant of the 

counselor's role in the school is the principal (Baker, 1992; Herr & Cramer, 1965; 

Knowles & Shertzer, 1965; Salmon, 1985). However, many principals are 

unaware of the training and professionalism of school counselors, and given the 

different "model" from which principals operate, conflict is inevitable (Cole, 1991; 

Kaplan, 1995; Lampe, 1985; Moracco, Butcke, & McEwen, 1984; Myrick, 1993). 

How school counselors deal with this conflict may be a part of a decision making 

process (i.e., conflict decisions) that is mediated by their perceived role. 

Therefore, insight into the development of a professional school counselor 

identity may be gained through a study of school counselors' interactions with 

principals in conflict decision situations. 

The purpose of this chapter is to explore and discuss the literature from 

multiple sources that will contribute to an understanding of professional school 

counselors and their role confusion and controversy which have led to conflicts. 

The first section of the chapter is an introduction to the students and problems 

that are the counseling challenges in the school environment and to the 
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professionals who are there to provide services. The second section provides an 

overview of the various professionals working in the schools and highlights the 

uniqueness of the professional school counselor as well as the factors underlying 

the evolution of school counseling as a profession. The third section of this 

chapter examines the development of a profession, professional identity of 

practitioners, and the process of professional identity development The 

following section is an in-depth look at school counseling as a profession that 

traces the historical development from the late 1890s to the contemporary 

developmental school counseling model, and defines the professional school 

counselor from the perspectives of training and credentialing. The final section 

delineates the professional school counselor role confusion and controversy from 

the viewpoint of conflicts and decision making processes in the school 

environment The literature review begins with a look at the counseling 

challenges in the school environment 

Counseling Challenges in the School Environment 

In 1993, there were 48.4 million students enrolled in the nation's public 

schools (U.S. Census, 1995, p. 156). These children are concurrently faced with a 

myriad of complex cultural, social, economic, and educational challenges 

(Neukrug, Barr, Hoffman, & Kaplan, 1993). On a daily basis, 100,000 children 

are homeless, nearly 3,000 children see their parents divorce, and six teenagers 

commit suicide (Children's Defense Fund, 1990). 
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The dramatic changes that have occurred in both family composition and 

social themes in the last 20 years have placed significant demands on schools 

(Carroll, 1993; Myrick, 1993). Today's schools are expected to meet traditional 

educational needs as well as to provide health education, preschool and after

school day care, and referrals for mental and physical health concerns (Carroll, 

1993). Further, the multitude of issues that children face on a daily basis may 

manifest as student problems that are disruptive of the learning process in the 

schools (Myrick, 1993). Elkind (1990) contended that schools of the future will 

move into a leadership role in dealing with the family and emotional problems of 

their students. 

Schools are complex organizations that focus on "students learning and 

achieving in the classroom" (Kaplan, 1995, p. 266) which is generally measured by 

standardized test scores and college admissions (Carlson & Lewis, 1993). 

Notwithstanding the academics, students are dealing with a multitude of issues 

that are associated with the developmental stages of life such as cognitive, moral, 

psychosocial, and social learning processes (Carlson & Lewis, 1993; Eccles, 

Midgley, Wigfield, Buchanan, Reurnan, Flanagan, & Maciver, 1993; Paisley & 

Hubbard, 1994; Takanishi, 1993; Thompson, 1992). The social and psychological 

issues that students face indicate that there is a need for developmental as well as 

remedial interventions within the school setting (Baker, 1992; Myrick, 1993; 

Wittmer, 1993). 
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Fortunately, there are professionals within the school system who provide 

services for students who are struggling with these issues (Vacc, Bloss-Snyder, & 

Martin-Rainey, 1993). One of these service providers is the school counselor, a 

credentialed professional with specialized graduate training in counseling and 

development 

Professionals in the School Environment 

Within the school system, there is a multi-disciplinary team of professionals 

that provides services for meeting the needs of students as they struggle with 

psychological and social challenges. These service providers are from diverse but 

related areas of training, and include the school nurse, school psychologist, school 

social worker, and school counselor. The advantages of a multi-disciplinary team 

approach are that professionals no longer intentionally or unintentionally isolate 

themselves from each other and that these specialists are inter-related and 

reciprocally influential in shaping a child's development (Vacc, Bloss-Snyder, & 

Martin-Rainey, 1993). 

The role of each service provider can be viewed as follows: The school 

nurse assesses and monitors the physical health needs of students; the school 

psychologist conducts the testing and assessment program for students to 

determine individual educational needs; the school social worker conducts home 

visits to determine the physical needs of students; the school counselor provides 

expertise and direction on understanding appropriate developmental issues and 

needs of students by implementing counseling strategies through individual and 
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group settings, and by incorporating coordination and consultation strategies 

(Myric~ 1993; Vacc, Bloss-Snyder, Martin-Rainey, 1993). The school counselor, 

as a permanent staff member in the school, is in a unique position to coordinate 

the various professional services for students. "This is especially appropriate 

given their background in communication skills, group wor~ and overall 

understanding of the school environment" (Vacc, Bloss-Snyder, Martin-Rainey, 

1993, p. 202). 

School counselors are credentialed professionals who organize their work 

schedules around the basic approaches of counseling, guidance, consuitation, and 

coordination (American School Counselor Association [ASCA), 1995). 

Professional school counselors implement comprehensive developmental 

counseling programs and provide services to all grade levels in the school 

community by incorporating a variety of interventions that promote personal 

growth (Coy, 1991; Myric~ 1993; O'Bryant, 1991; Wittmer, 1993). The role of 

the school counselor in a comprehensive developmental counseling program is to 

develop strategies to help students cope with the challenges of a rapidly changing 

society which can have a critical effect on their academic performance 

(Coy, 1991). 

School counseling as a profession has evolved over nearly 100 years from 

its inception as the delivery of moral guidance lessons to the current 

comprehensive developmental school counseling model (Baker. 1992; Myric~ 

1993; Wittmer, 1993). The profession has been responsive to the demands of 
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society in defining its role in the school (Baker, 1992; Myrick, 1993; Wittmer, 

1993). To understand more fully the evolution of school counseling as a 

profession, it is helpful to examine the definition of a profession and the 

dynamics of professional identity development 

Development of a Profession 

Goode ( 1960) suggested that "we should think of occupations as falling 

somewhere along a continuum of professionalism, the continuum being made up 

of common traits" (p. 903). As an occupation becomes more professionalized, it 

acquires several features along this continuum (Goode, 1960; Kerr, VonGlinow, 

& Schriesheim, 1977). In this section, a definition of a profession, professional 

identity of practitioners, the process of professional identity development, and 

counselor professional identity development are discussed as factors contributing 

to our understanding of how professions develop. 

Definition of a Profession 

Conditions of theoretical importance from which a profession can be 

differentiated from an occupation have become consistent over the past 35 years. 

Goode ( 1960) extracted two core characteristics from the most commonly cited 

definitions which characterize a profession: (a) a prolonged specialized training 

in a body of abstract knowledge, and (b) a collectivity or service orientation. As 

an occupation becomes more professionalized, it acquires several features or 

traits derived from these two core characteristics. The features most frequently 

-
repeated in the literature which define the evolution of a profession are 
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(a) specialized training in a body of abstract knowledge, (b) ethical standards, and 

(c) a strong identity with the field as a profession (Goode, 1960; Kerr, Von 

Glinow, & Schriesheim, 1977; McCully, 1962; Wilensky, 1964). 

A number of professions have been investigated and reported in the 

literature. These investigations have sought to define each profession based on 

specialized training, ethical standards, and identity with the field as a profession. 

Examples of professions reviewed in the literature include physicians (Bloom, 

1963; Coombs, 1979; Freidson, 1970), nurses (Cohen, 1981), psychologists 

(Krauskopf, Thoreson, & McAleer, 1972; Schoen, 1989), psychoanalysts 

(Rosenbloom, 1992), social workers (Enoch, 1989), and counselors (Reising & 

Daniels, 1983; Skovholt & Ronnestad, 1992). 

The contention that counseling is a profession has evolved during the last 

30 years. McCully (1962) recognized the goal for counseling to achieve a 

professional status with identifiable conditions or features. His contention was 

that counseling needed to be compared objectively with established criteria for a 

profession because "it takes more than verbal reiteration to make a profession" 

(McCully & Miller, 1969, p. 17). Twenty years later, Brown and Pate (1983) saw 

progress in the professionalization of counseling but felt that the process was far 

from complete. The true test of whether counseling was a profession was the 

historic legal case of John I. Weldon ys. Vir~nia State Board of Psycholo~st 

Examiners in 1972. The decision of the courts was that the profession of 

counseling was a distinct and separate entity from other mental health 
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professions. In summarizing the status of the field, Vacc and Loesch (1987) 

stated that counseling was a profession and gave corroborating evidence in their 

text, Counselin2 as a Profession. 

The features that define a profession have been consistently applied to 

various professions over the years. The features that characterize a profession 

include the structure of the role through specialized training in a body of abstract 

knowledge and ethical standards, as well as the attitude of the practitioner 

through a collectivity or service orientation. Practitioners who are involved in a 

profession develop an identity as part of the process of becoming a professional 

The professional identity of practitioners is related to one's professional activities 

and skills. 

Professional Identity of Practitioners 

Professional identity can be defined as the perception of oneself as a 

particular type of professional (Bucher & Stelling, 1977). Professional identity 

serves as a frame of reference from which professionals make sense of their work 

and, to some extent, their lives (Friedman & Kaslow, 1986). 

Studies have shown that becoming a professional occurs on two levels 

(Hall, 1968; Kerr, VonGlinow, & Schriesheim, 1977). These two levels are 

(a) structural, such as formal educational and entrance requirements for entry 

into the profession, and (b) attitudinal, such as the individual's sense of "a calling" 

to the field (Hall, 1968). Stated another way, people entering a profession 

experience change externally, which is in the requirements of the specific career 



role, and internally, which is in the subjective self-conceptualization associated 

with that role (McGowen & Hart, 1990). 

Issues of professional identity stem from professional socialization and 

development (McGowen & Hart, 1990). Professional socialization and 

development have been defined as a social learning process that includes the 

acquisition of specific knowledge and skills that are required in a professional 

role and the development of new values, attitudes, and self-identity components 

(Hall, 1987; McGowen & Hart, 1990; Watts, 1987). 
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Hall's (1987) career spectrum model divides professional socialization into 

three areas: microlevel or individual processes, person-environment interaction 

processes, and macrolevel or institutional processes. Another view of professional 

socialization has been proposed by Watts (1987) and is also a tripartite model: 

entry orientation, the socialization phase, and professional outcome. Watts (1987) 

in his investigation of professional identity formation in Black clinical psychology 

students found that professional values serve to integrate all other components of 

professional identity (e.g., special knowledge, peer interaction, role modeling, 

specific professional roles, and career goals). 

These views of professional socialization are applicable to the present 

study of professional identity development In each model, professional 

socialization is described as an active process. The development of a professional 

identity is part of the process of becoming a professional and is in no sense a 

final outcome. The professional identity of practitioners is not static and 
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immutable, but continues to be related to one's professional activities and skills as 

one takes on new facets and sheds others (Bucher & Stelling, 1977). 

Process of Professional Identity Development 

The process of professional growth and development has been reported in 

the literature for a number of professions, such as teachers, clinical psychologists, 

counseling psychologists, and psychoanalysts (Friedman & Kaslow, 1986; Kuzmic, 

1994; McGowen & Hart, 1990; Rosenbloom, 1992; Watts, 1987). In general, the 

concept of professional growth and development has been viewed from the 

perspectives of training, person-environment fit, and maturation. A 

representative sample from these perspectives has been selected for inclusion in 

this review to illustrate the dynamics of the professional development process. 

The perspective of professional growth and development during training 

has been viewed as similar to human development Parallels have been drawn 

between the professional development of psychotherapists during training and 

individual human development (Bruss & Kopala, 1993; Eckler-Hart, 1987; Ford, 

1963; Friedman & Kaslow, 1986). How the individual copes with adjustment to 

the training environment is similar to how an infant evolves during the initial 

stages of life. From this perspective, training may be viewed in terms of a 

professional infancy (Bruss & Kopala, 1993; Eckler-Hart, 1987). The role of the 

supervisor in training is to nurture and promote growth, in a role similar to that 

of a parent (Ford, 1963; Friedman & Kaslow, 1986). Throughout the training 

program, healthy development of the professional identity is fostered by the 



supervisor being sensitive to students' needs, establishing a climate of mutual 

respect, developing supportive introjects, establishing an explicit evaluation 

process, socializing students into the profession, and encouraging both physical 

and mental well-being (Bruss & Kopala, 1993). 
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The perspective of person-environment fit has been extensively studied in 

the vocational behavior literature (Blau, 1987; Bretz & Judge, 1994; Hackett, 

Lent, & Greenhaus, 1991; Meglino, Ravlin, & Adkins, 1989; Moos, 1987; Smart, 

Elton, & McLaughlin, 1986). The best known approaches to person-environment 

fit have been Holland's (1985) typological theory and the Minnesota Theory of 

Work Adjustment (Dawis & Lofquist, 1984). Motivational psychology 

operationalizes person-environment fit in terms of behavior determinants 

(i.e., how an individual feels, behaves, or reacts) and environmental determinants 

(i.e., what the environment can do for an individual to facilitate or hinder the 

fulfillment of needs or the accomplishment of goals) (Bretz & Judge, 1994; Hall 

& Lindzey, 1970; Murray, 1938). Person-environment fit has been shown to have 

positive outcome implications for job involvement (Blau, 1987), job satisfaction 

and tenure (Bretz & Judge, 1994), organizational commitment (Meglino, Ravlin, 

& Adkins, 1989), individual health and adaptation (Moos, 1987), and work 

attitudes (Smart, Elton, & McLaughlin, 1986). Current research on the Theory of 

Work Adjustment (Dawis & Lofquist, 1984) has focused on the dynamic 

interaction between individuals and their occupational environments (Lawson, 

1993). The theoretical foundations and the related research suggest that 



individuals will seek ou~ find contentment, and thrive in environments that 

support their specific preferences (Bretz & Judge, 1994). In other words, those 

who fit will thrive. 
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The perspective of molding a secure professional identity is a 

developmental process of maturation (Kuzmic, 1994; Rosenbloom, 1992). After 

the beginning practitioner enters the profession, there are a number of initial 

losses (e.g., supervisors, trainers, peers) which are likely to affect both the 

comfort level of one's work as well as the quality of one's professional 

functioning. Along with the losses, the new practitioner struggles to develop the 

sort of "work ego" which will enable the practitioner to make sense of the 

profession (Rosenbloom, 1992). This may be seen as the integration of theory 

and practice. Kuzmic (1994) spoke of the "process of becoming" as the reflective 

perspective that is an inner understanding from which new experiences are 

handled Rosenbloom (1992) spoke of identity formation and development as the 

experiences which help the practitioner wed theory with reality in the direction of 

greater flexibility and openness. 

Professional identity development is an individual maturation process that 

begins during one's training for the profession, evolves during entry into the 

profession, and continues to develop as the practitioner identifies with the 

profession. It is through an inner understanding that each individual interprets 

and responds to a variety of professional experiences. 
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Counselor Professional Identity Development 

The profession of counseling has been investigated in relation to the 

development of its trainees and practitioners. Counselor development has been a 

topic in the literature focusing on supervision, training, and, professional practice 

(Hogan, 1964; Loganbill, Hardy, & Delworth, 1982; Reising & Daniels, 1983; 

Skovholt & Ronnestad, 1992). 

Hogan's (1964) model of counselor development and supervision is seminal 

in that numerous authors have adopted or reconceptualized his basic ideas 

(Loganbill, Hardy, & Delworth, 1982; Stoltenberg, 1981). This model depicts 

counselors-in-training (ie., supervisees) as struggling with different issues at each 

of four levels of development Supervisees move from (a) an anxious, dependent, 

method-bound, naive stance, (b) through a process of dependency-autonomy 

conflict characterized by skill acquisition and self-discovery, (c) into a level of 

conditional dependency with a developing counselor identity, and (d) eventually 

leading to more accurate self-perceptions and to responsible independence and 

creativity in one's counseling work as a master counselor (Hogan, 1964). 

The results of an empirical study by Reising and Daniels ( 1983) based on 

Hogan's (1964) model indicate that counselor development is a "complex rather 

than simple process" (p. 239) involving issues of anxiety and doubt, independence, 

method and skills training, work validation, commitment ambivalence, and 

respectful confrontation. One implication from this study was that the identified 

issues are organized for each individual counselor as a gradual process of 



resolution of some issues while others emerge and become salient (Reising & 

Daniels, 1983). 
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Using in-depth, semi-structured interviews and qualitative research 

procedures, Skovholt and Ronnestad (1992) developed a stage model of counselor 

development and extracted themes of therapist-counselor development A 

primary theme from this study was that professional development leads to 

"professional individuation" which was defined as the increasingly higher order 

integration of the professional self and the personal self. The major method of 

professional development is the continuous reflection of significant professional 

interactions. Another important theme was that the development of knowledge is 

a movement from a level of received knowledge (ie., external) to a higher level 

of constructed knowledge (ie., internal). The themes from this study suggest that 

the process of development "involves a movement from reliance on external 

authority to reliance on internal authority and that this process occurs through the 

individual's interaction with multiple sources of influence over a period of time" 

(Skovholt & Ronnestad, 1992, p. 514). 

Based on the literature cited, the professional identity development of 

counseling practitioners appears to be an individual process that can be 

understood in terms of a comprehensive model The counseling professional 

moves from an external, received- knowledge authority to an internal, 

constructed-knowledge authority, or, stated another way, a movement from naive 

dependence to responsible independence. 
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Presently, the American Counseling Association (ACA) recognizes eight 

specialties: addictions counseling, career counseling, college counseling, 

gerontological counseling, marriage and family counseling, mental health 

counseling, rehabilitation counseling, and school counseling (Myers, 1995). As a 

specialty area of the counseling profession, school counseling can be viewed 

within the present discussion of professions and professional identity 

development 

School Counseling as a Profession 

In order to understand the context of school counseling and school 

counselors, it is helpful to review the profession as it has evolved over the past 

100 years. The recognition of the importance of school counseling as a part of 

the total educational program has evolved. However, a closer look at the 

historical development of school counseling will illuminate the compounding of 

rather than the clarifying of counselor functions which has led to role conflict and 

confusion for school counselors. 

Historical Development of School Counselin& 

School counseling began as a response to the upheaval and turmoil created 

by the nineteenth century Industrial Revolution and "the abrupt shift from a self

sufficient and agrarian society to a nation dependent on industry and the mass 

production of goods" (Aubrey, 1977, p. 288). The history of school counseling can 

be seen as a series of reactions to local needs and, in many cases, to influences 

outside of education (Aubrey, 1977; Baker, 1992; Myrick, 1993; Wittmer, 1993). 
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School counseling has evolved from a directive approach with a focus on teaching 

lessons, psychometric measurement, and administrative tasks, to a developmental 

approach with a focus on counseling, coordinating, and consulting. 

Directive approach to school counselin&. A systemized approach to 

school guidance first appeared in 1898 when Jesse Davis, a high school principal 

in Michigan, introduced vocational and moral guidance as a curricular component 

(Myrick, 1993; Wittmer, 1993). The program consisted of one period per week 

set aside in English composition classes with the goals to help high school 

students better understand their own character, to emulate good role models, and 

to develop into socially responsible workers (Baker. 1992). Other pioneers 

(e.g., David S. Hill, Anna Y. Reed, Eli W. Weaver) founded their guidance 

services in response to different local needs such as making students employable, 

helping them find suitable employment, and responding to their individual 

differences (Baker, 1992; Rockwell & Rothney, 1961). 

At the tum of the century, with the influx of immigrants into the United 

States and the migration of Americans into urban areas, there was a need to 

provide occupational information and to help individuals comprehend and utilize 

this information to make occupational choices (Baker, 1992). Frank Parsons 

founded the Vocational Bureau of Boston in 1908 and authored a book, Choosin~ 

a Vocation (1909), in response to the need for occupational information for out

of-school youth. Later, Parsons emphasized the measurement of individual 



aptitude and personality traits which significantly influenced the role of the 

guidance "counselor" as a test administrator. 
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During this time, vocational guidance programs were being introduced in a 

few metropolitan school districts to encourage students to plan for jobs in the 

workforce and for participation in society (Baker, 1992; Myrick, 1993). 

Vocational courses were offered in some universities, and the federal government 

passed legislation (e.g., George-Reed Act of 1919; Smith-Hughes Act of 1917) 

that subsidized vocational education and teacher training (Baker, 1992). In 1913, 

Davis helped form the first professional guidance association known as the 

National Vocational Guidance Association (Myrick, 1993). 

It was also during this time that the psychometric movement led to the use 

of psychometric principles and techniques in applied settings such as in the 

schools and in the military (Baker, 1992). The use of reliability theory and test 

validity as well as standardized psychometric instruments enhanced scholarly 

efforts of academicians and researchers. The use of mental ability measurement 

(i.e., intelligence testing) to classify students for educational instruction 

popularized the idea of using psychometric principles to solve practical problems. 

With the entry of the United States into World War I in 1917, the federal 

government needed to classify millions of young men eligible for the military. 

Two major tests were developed for this purpose, the Army Alpha, a paper-and

pencil achievement test, and the Army Beta, a non-verbal intelligence test, both 

of which were administered in a group setting (Baker, 1992). The success of 



group testing for the military popularized the idea of using group testing in 

education. In vocational guidance, the use of group tests was further developed 

as a scientific means for determining a person's interests, strengths, and 

limitations (Baker, 1992). 
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The secondary school counseling programs that emerged in the 1920s 

emphasized student discipline, attendance, and guidance (Baker, 1992; Gibson & 

Mitchell, 1986). Compulsory school attendance increased the number of students 

who were unsure of their future plans and many had difficulty adjusting to the 

school environment Counseling became a service to help students cope with 

these struggles by providing assistance in selecting school subjects, colleges, and 

vocational schools (Baker, 1992; Proctor, 1925). In addition to the guidance 

service, secondary school counselors acquired some administrative responsibilities, 

became responsive to the day-to-day requests of the school administrators, and 

were often times identified as administrators (Baker, 1992; Shaw, 1973). 

During the 1920s and 1930s, even greater impetus was given to individual 

testing in schools, industry, and the military (Myrick, 1993; Wittmer, 1993). The 

Great Depression was an era of high unemployment for both out-of-school youth 

and adults, and the emphasis during this era was placed upon individual 

assessment and ways of making the best use of worker skills and aptitudes 

(Myrick, 1993; Williamson, 1950). At about this time, state guidance directors 

were appointed to develop and coordinate testing programs in the schools, and 



educators began to use the term "counseling" rather than "guidance" (Myrick, 

1993; Wittmer, 1993). 
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The Parsonian model of directive counseling gave a scientific flavor to 

vocational guidance by employing techniques of testing and counseling. 

Psychometric measurement was used to give rigor and respectability to the 

diagnostic phase, and counseling was used to enhance the placement phase. The 

counselor was seen as the key figure in the counseling process who would take 

the responsibility for leading the counselee. The directive model of counseling 

was "fully in keeping with a time in history ... marked by a high degree of 

rigidity and authoritarianism" (Aubrey, 1977, p. 291). This model placed the 

counselor in a role not unlike that of a teacher. 

Early theories of vocational choice were severely tested during the first 

half of the twentieth century. Nationwide unemployment and poverty for 

alarming proportions of the population in the 1930s and the early 1940s would 

not improve until the early 1940s at the cost of a world war. A rapid increase in 

the population of the United States and a doubling of the labor force would also 

test the applicability of the early theories. Finally, vocational guidance had to 

deal with the increased availability of free public education and a dramatic 

increase in the number of women entering the labor force. Collectively these 

demands were overwhelming and "the early extensions of the Parsonian model 

simply too weak and impotent to deal with the demands of the time" (Aubrey, 

1977, p. 291). 
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World War II created a demand for standardized testing as a means for the 

screening and placement of draftees (Myrick, 1993). The schools also began to 

use standardized tests (e.g., Scholastic Aptitude Test) to determine a student's 

admission to colleges and universities (Wittmer, 1993). Until the late 1940s, 

school counseling had a relatively narrow focus with goals directed toward 

vocational guidance, students adjusting to their environment, and administrative 

duties. The dominant school counseling model during this era was directive or 

counselor-centered based on the Parsonian triad of diagnosis, information, and 

placement (Aubrey, 1977). 

Following World War II, there was an increasing desire for personal 

freedom and self-determination abetted by the newly found affluence, a full 

employment market, the opportunities offered to returning veterans, and a 

general extension of education to all individuals (Aubrey, 1977; Baker, 1992). 

The issue of personal freedom was a determiner in changing the dominant 

counseling approach. In a classic study of counselors, Armor ( 1969) raised the 

question whether counselors for decades were authoritarian in methodology in 

order to protect the best interests of a rapidly growing industrial society with a 

high need for a correct matching of worker and job. 

Period of transition in school counselin&- The inadequacy of early 

counseling models had been pointed out in the 1930s by a number of clinical 

psychologists, social psychologists, and psychotherapists (Aubrey, 1977). 

-
Breakthroughs occurred during World War II which influenced the direction of 



counseling through changes· in university curricula and in the training of those 

responsible for the preparation of counselors. Even more dramatic was the 

emergence of new models and techniques related to the practice of counseling. 

The prime mover in changing the course and direction of the entire counseling 

movement in the 1940s was Carl Rogers (Aubrey, 1977). 
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The writings of Carl Rogers (1942, 1951, 1961) presented a nonmedical 

approach to counseling, and his ideas transferred the focus of counseling away 

from problems and onto the individuals receiving counseling (Baker, 1992). 

Individual counseling had emerged as the dominant guidance service in the 1930s 

and 1940s and was the central service in secondary school guidance (Baker, 1992; 

Smith, 1955). Rogers' influence moved school counselors away from being highly 

directive in their approach to being more client-centered 

The launching of Sputnik in 1957 by the U.S.S.R. sparked the rapid 

development of school guidance and counseling services (Myrick, 1993; Wittmer, 

1993). The perceived threat of Soviet educational superiority in math and science 

fueled the United States toward passing the National Defense Education Act 

(NDEA) of 1958, which provided funds for both the enhancement of school 

counseling programs and the preparation of school counselors (Baker, 1992; 

Myrick, 1993; Wittmer, 193). The NDEA legislation brought counseling and 

counselors to the forefront as their role was to recruit bright youth for college 

and careers in math and science (Wittmer, 1993). Between 1958 and 1964, the 

number of secondary school counselors trained nearly tripled (Gibson & 



Mitchell, 1986). From a legislative standpoint, credibility was given to school 

counseling (Myrick, 1993; Wittmer, 1993). 
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During this time, the legislative focus for school counselors was to identify 

and encourage academically talented youths (ie., aptitude in math and science) in 

attending college and to guide these youths into strategic careers (Baker, 1992; 

Myrick, 1993; Wittmer, 1993). However, within the schools, the emphasis of 

school counseling was placed on non-guidance activities which were typically 

clerical and administrative duties (Wittmer, 1993). This may be attributed to the 

training of school counselors that occurred in collegiate programs where there 

had been insufficient preparation for the enrollment influx brought about by the 

NDEA passage. In many states, four or five graduate courses were considered 

sufficient preparation to apply for state certification as a school counselor 

(Myrick, 1993). Additionally, most states required classroom teaching experience 

for school counselor certification which restricted entry into the profession to 

teachers. Without adequate preparation and with ill-defined goals for school 

counseling, many school counselors saw the position as a step toward becoming a 

building principal and, therefore, performed in a quasi-administrative role 

(Myrick, 1993; Wittmer, 1993). 

The narrow focus on a few students (ie., aptitudes in math and science) 

was eventually challenged, and recommendations were made for school guidance 

and counseling to be available to all students (Conant, 1959; Wrenn, 1962). 

Wrenn's ( 1962) report, The Counselor in a Chan~in~ World, was the result of 
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The Commission on Guidance established by the American Personnel and 

Guidance Association (APGA) to study the role and function of school 

counselors, to review the preparation of school counselors, and to make 

recommendations for school counseling (Myrick, 1993). This report 

recommended individual and group counseling to students as well as consultation 

to parents and teachers and placed an emphasis on student developmental needs. 

It was evident that school counseling services were designed to maximize student 

potential by emphasizing personal growth, self-determination, and self-

responsibility. A shift toward developmental guidance and counseling had begun 

as other authors were writing about developmental rather than remedial goals 

(Baker, 1992; Dinkmeyer, 1967; Myrick, 1993; Shaw, 1973; Zaccaria, 1969). 

In 1964, the federal government extended the NDEA legislation through 

amendments to support the development and training of elementary school 

counselors (Myrick, 1993). The Elementary and Secondary Education Act 

(ESEA) of 1965 (Titles I and Ill) provided additional support for elementary 

school guidance (Myrick, 1993). Thus began the shift of counseling services to all 

students from elementary through high school (Baker, 1992). 

Developmental approach to school counselin&. The developmental 

movement brought about the reconceptualization of school counseling. As the 

! 970s approached, the concept of a comprehensive delivery system to promote 

individual awareness, growth, and development resulted in a shift in both the 

-
training as well as the role and function of school counselors (Wittmer, 1993). 
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The expanded emphasis on services for all students (i.e., elementary as well as 

secondary), the increased number of professionals being trained and employed, 

and the reconceptualized model of school counseling were significant benchmarks 

in the growth and development of the school counseling profession (Baker, 1992). 

However, declining school enrollments and national economic problems in 

the 1970s and 1980s led to a reduction of personnel in many school districts 

(Baker, 1992). A number of school counseling positions were eliminated and 

fewer jobs were available for newly trained school counselors. It was also during 

this time that the developmental guidance approach gained momentum, and 

several themes about the appropriate role for school counselors were advanced 

(Baker, 1992; Menacker, 1974, 1976). 

The first theme was the importance to reach all students with an emphasis 

on self-understanding and adjustment using an approach that stressed consultation 

and collaboration (Baker, 1992). Another theme was personal development for 

students using psychologically based curriculum interventions (Mosher & 

Sprinthall, 1970). A third theme was the importance of work and careers to 

healthy human adjustment, and the advocates of career education recommended 

integrating general and vocational education, instruction, and guidance around a 

career development focus from kindergarten through the twelfth grade (Hoyt, 

Evans, Mackin, & Mangum, 1974). 

The services or functions of school counselors were to be provided as 

needed, ranging from primary prevention to diagnosis and therapy (APGA, 1969; 



Keat, 1974; Shaw, 1973). However, the field of school counseling still lacked a 

unifying theme, and training programs ranged from the newer activist, 

developmental service-oriented theme to the remnants of the directive, 

administrative-oriented theme (Baker, 1992). 
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The leaders in the reconceptualization of school counseling as a 

comprehensive developmental program were influential in the development of 

the 1990 ASCA role statement for school counselors that defined developmental 

guidance programs (e.g., Gysbers, Henderson, Myrick). These components are 

reflected in the widespread consensus as to the desired services of school 

counseling programs. Borders and Drury (1992) extracted four core principles 

that characterize effective programs: (a) an independent educational program 

that is comprehensive, purposeful, and sequential; (b) an integrative program that 

is infused into all areas of the curriculum, that is central to teaching and learning 

in the schools, and that involves all school staff; (c) a developmental program 

that is based on human development theories; and (d) an equitable program that 

serves all students equally. 

The specialty of school counseling within the profession of counseling 

continues to evolve as a result of educational, social, economic, and political 

influences (Paisley & Borders, 1995). From the beginnings in the late 1890s as a 

directive approach to vocational guidance to the emergence as a developmental 

approach, the profession of school counseling has moved toward a wellness, pro

active, preventive approach to providing student services. Current legislation 
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(e.g., School-to-Work Opportunities Act of 1994, Elementary School Counseling 

Demonstration Act of 1995), professional associations (e.g., ACA, ASCA, ACES), 

training accreditation (e.g., Council for Accreditation of Counseling and Related 

Educational Programs), and professional certification (e.g., state certification, 

National Board of Certified Counselors) continue to influence the specialty area 

of school counseling and the professional school counselor (Paisley & 

Borders, 1995). 

The Professional School Counselor 

Today's school counselor is the product of a "long, slow, tedious process" 

(Odell, 1973, p.151) in an emerging profession. The title, Professional School 

Counselor, designates an individual who is engaged in the practice of school 

counseling (ASCA, 1995). The 1995 ASCA resolution to establish and accept the 

preferred title specifies that a professional school counselor (a) organizes his/her 

work around the basic interventions of counseling, guidance, consultation, and 

coordination; (b) provides services to all school levels; and (c) possesses 

specialized training in school counseling at a minimum master's degree level, 

meets the state certification standards, and abides by the laws in the states where 

he/she is employed The training and credentialing of school counselors are 

important features in the development of school counseling as a profession. 

Irainin& of school counselors. The advent of a professional guidance 

association (American Personnel and Guidance Association [APGA]) in 1952, the 

passage of the National Defense Education Act (NDEA) in 1958, and the 
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increased school enrollments (ie., the baby boomers born after World War II) 

were all factors that contributed to the standardization of training programs for 

school counselors and to the increased number of school counselors in the 1960s 

(Baker, 1992). It was during this time that states began to adopt certification 

standards for school counselors, and collegiate training programs became more 

uniform. 

In 1967, the American School Counselor Association (ASCA) issued 

guidelines for the training of secondary school counselors and, in the following 

year, guidelines were adopted for elementary school counselors (Myrick, 1993). 

By 1979, standards for the training of counselors by universities and colleges were 

adopted by the Association for Counselor Education and Supervision (ACES). In 

1981, the Council for Accreditation of Counseling and Related Educational 

Programs (CACREP) established standards for counselor education programs "to 

ensure that students receive ... the knowledge and skills necessary to have 

command of common components determined by the profession as essential for 

counselors" (CACREP, 1994, p. 45). 

School counseling is one of the specialty program areas for which the 

Council for Accreditation of Counseling and Related Educational Programs 

(CACREP) makes accreditation decisions regarding training programs. Although 

there are numerous accrediting bodies that have standards for counselor 

education programs (e.g., CACREP, National Council for the Accreditation of 

Teacher Education [NCATEJ, state departments of education), CACREP is the 



most closely allied accrediting body with the profession of school counseling 

(Paisley & Borders, 1995). 
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The CACREP standards are rigorous regulating guidelines for the 

preparation of school counselors (Paisley & Borders, 1995). A minimum of two 

full academic years of approved graduate-level study with a minimum of 

48-semester hour or 72-quarter hour credits covering eight common-core areas 

(ie., human growth and development, social and cultural foundations, helping 

relationships, group work, career and lifestyle development, appraisal, research 

and program evaluation, and professional orientation) and clinical instruction that 

includes supervised practica and internships is required of all students 

(CACREP, 1994). In addition, curricular experiences for school counseling 

programs include foundations of school counseling, contextual dimensions, 

knowledge and skills for the practice of school counseling (ie., program 

development, implementation, and evaluation; counseling and guidance; 

consultation), and a 600 clock hour internship in a school setting (CACREP, 

1994). Currently, the majority of school counseling training programs are not 

accredited by CACREP (Hollis & Wantz, 1993). However, most programs are 

regulated through their respective state departments of education or as a part of a 

unit evaluation conducted by NCA TE (Paisley & Borders, 1995). These 

regulations may or may not meet the curricular requirements of CACREP. 

A national survey that was conducted in the early 1980s revealed that, 

although nearly all of the programs sampled adhered to the ACES standards for 
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training in terms of curriculum, some areas in the core curriculum were weak 

(Ibrahim & Thompson, 1982). Further, a number of curricula improvements were 

sought including more courses in counseling skills, group work, and better 

supervisory skills (Ibrahim & Thompson, 1982). 

The American Association of Counseling and Development ( AACD 

[formerly APGA]) task force published a report (1987) that stated school 

counseling was a profession at risk The report pointed out that standards varied 

widely across the 333 training programs in the United States, only 70 programs 

had been accredited by the Council for Accreditation of Counseling and Related 

Educational Programs (CACREP), and standards for certifying counselors varied 

widely across the United States. Following those findings, an interdivisional task 

force of representatives from the Association for Counselor Education and 

Supervision (ACES), the American School Counselor Association (ASCA), and 

AACD began working on plans to improve school counseling by enhancing the 

preparation of school counselors through reviews of the CACREP standards 

along with reviews and revisions of the counselor education curricula related to 

school counseling (Baker, 1992). 

Credentialin& of school counselors. School counselors were the first 

credentialed counselors and were regulated by individual state departments of 

education (Clawson, 1993). The catalyst to establish school counselor certification 

was the implementation of the National Defense Education Act of 1958 whereby 

state departments of education needed to establish criteria that would qualify 
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schools to receive federal funds for school counselor services (Sweeney, 1995). 

The first credentialed school counselors regulated by individual state departments 

of education were required to have teaching certificates in a cognitive subject 

area as well as an additional endorsement in school counseling (Clawson, 1993). 

While teaching experience is preferred by some educators as a prerequisite 

to becoming a school counselor, there are alternative methods for orientation and 

induction into the profession (Sweeney, 1995). By the early 1970s, some states 

removed the teaching requirement, which marked the recognition that school 

counselors, like school nurses and school psychologists, need not also be 

credentialed as teachers (Clawson, 1993). However, many states continue to 

require teacher certification prior to being employed as a school counselor 

(Sweeney, 1995). 

Each state has requirements for a specialty credential for school counselors 

although the requirements for certification vary greatly in the areas of teaching 

experience, coursework, and practica (Myrick, 1993; Paisley & Borders, 1995; 

Paisley & Hubbard, 1989). Some states require as few as 24 hours beyond a 

teaching certificate to become a school counselor; others require two years of 

teaching experience as well as a master's degree in school counseling; still other 

states do not require previous teaching experience but do require a master's 

degree with extensive field experiences in school counseling (Myrick, 1993). 

The first national certificate for school counselors was established in 1992 

(Paisley & Borders, 1995). The National Certified School Counselor (NCSC) 
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credential is the result of joint efforts between the National Board of Certified 

Counselors (NBCC), American School Counselor Association (ASCA), and the 

American Counseling Association (ACA, formerly AACD). Applicants to the 

NCSC credential are required to be currently certified as a National Certified 

Counselor (NCC), to have completed specialized graduate-level coursework, to 

have completed two years of full-time professional counseling experience in a 

school setting, and to submit both a self-assessment and professional assessments 

(NBCC, 1995). The national specialty certification for school counselors is a 

significant professional statement, namely as a certification based on uniform 

national standards which may lead to reciprocal agreements between state 

certification boards (Clawson, 1993). 

However, in spite of the best efforts of professional associations, 

accrediting bodies, and training programs to define the profession of school 

counseling, studies cited in the literature do not always reflect what have been 

identified as the best school counseling practices. The role and functions of the 

school counselor have been examined, critiqued, debated, and reexamined since 

the beginning of school counseling (Partin, 1993; Podemski & Childers, 1987). 

"All of this discourse has yet to result in a clear consensus on the school 

counselor's role or function" (Partin, 1993, p. 274). 

It can be said that school counseling has been reactive rather than 

proactive throughout most of the historical development of the profession. Over 

the years, the reactive nature of the profession has led to confusion and 



controversy regarding the role and functions of the school counselor (Baker, 

1992). Many school counselors have experienced occupational stress as a result 

of feeling overwhelmed and underprepared to meet the demands of the publics 

they serve (Kendrick, Chandler, & Hatcher, 1994). 

School Counselor Role Confusion and Conflict Decisions 
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Numerous studies and articles have examined the school counselor's role 

concentrating primarily on the perceptions of counselors, students, teachers, 

parents, and administrators (Carroll, 1993; Cole, 1991; Coy, 1991; Day & 

Sparacio, 1980; Ginter, Scalise, & Presse, 1990; Helms & Ibrahim, 1983, 1985; 

Hutchinson, Barrick, & Groves, 1986; Hutchinson & Bottorff, 1986; Ibrahim, 

Helms, & Thompson, 1983; Olson & Allen, 1993; Podemski & Childers, 1982, 

1987; Shertzer & Stone, 1963; Stanciak, 1995; Stickel, 1992; Tennyson, Miller, 

Skovholt, & Williams, 1989; Valine, Higgins, & Hatcher, 1982; Welch & 

McCarroll, 1993; Wtlgus & Shelly, 1988; Wrenn, 1957). Albeit an often examined 

topic, the studies related to the counselor's role only agree that there are a 

variety of perceptions held by counselors, students, teachers, parents, and 

administrators, and that there is little consensus on the counselor's role when 

comparing these perceptions. Despite numerous role statements by ASCA (1964, 

1974, 1977, 1981, 1989, 1990) as well as published surveys and articles, 

controversy and confusion about the school counselor's role continues (Paisley & 

Borders, 1995). 
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Role and Function of School Counselors 

The role of the school counselor refers to the part that one plays in a 

given situation; function refers to the way in which one carries out one's part 

(Myrick, 1993). As a practitioner, the role and function of a school counselor is 

either implicitly or explicitly defined by a number of sources and is often 

dependent upon the expectations and circumstances within the school setting 

(Boyd & Walter, 1975; Brown & Brown, 1975; Mayer, Butterworth, Komoto, & 

Benoit, 1983; Myrick, 1993; Paisley & Borders, 1995). Over forty years of 

research has failed to conclusively identify consensus on the role and function of 

school counselors. 

As early as the 1950s, studies were conducted on the role and function of 

school counselors (Hitchcock, 1953; Hoffman, 1959; Tennyson, 1958; Tooker, 

1957). The evidence from these early studies identified multiple and varied 

school counselor functions as well as differences between perceived and ideal 

functions (Carmical & Calvin, 1970). However, one unifying theme was that 

counselors perceived their ideal function as working primarily with students 

(Schmidt, 1962). 

Results from surveys of school counselors during the 1960s indicated that 

they considered the school principal a primary role determinant (Herr & Cramer, 

1965). A survey by Knowles and Shertzer ( 1965) found that school administrators 

favored a broad definition of the counselors' role emphasizing an authoritarian, 



institution-centered counselor with an educational viewpoint stressing 

information-giving functions. 
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The first ASCA Policy Statement (1964) for school counselors was the 

product of five years of study and debate over counselor role and function 

(Carmical & Calvin, 1970). A number of surveys of various groups, such as 

students, parents, administrators, and practicing counselors, reported in the 

literature how these groups viewed the role and function of school counselors 

(Helms & Ibrahim, 1983). In general, the early studies on school counselor 

function utilized the ASCA Policy Statement to determine desirable counselor 

functions (Helms & Ibrahim, 1983). Although the decade of the 1960s attempted 

to solidify a defmition of role and function, studies, such as those completed by 

Ashcraft (1966) and Ketterman (1968), failed to produce conclusive or theoretical 

constructs of the counselor's role and function "that could be accepted as 

significant or operationally unified" (Carmical & Calvin, 1970, p. 281). 

During the 1970s and continuing into the 1980s, an era of declining 

enrollments in the schools and national problems that included economic inflation 

and budgetary cutbacks, counselors were frequently called on to perform a wide 

variety of administrative and clerical tasks (Helms & Ibrahim, 1985). Studies 

confirmed that counselors were spending considerable proportions of their time 

doing clerical tasks in addition to counseling, consulting, and coordinating 

(Hopper & Schroder, 1974; Morgan & Trachtenbert, 1974). Alarmingly, Buckner 

(1975) reported that a substantial number of secondary school counselors did not 
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know the responsibilities of a counselor as defined by ASCA (1974). Wells and 

Ritter (1979) reported apathy among counselors as a result of feelings of 

helplessness caused by confusion regarding the specific role of the counselor and 

a lack of goal directedness caused by overwhelming demands being placed on 

school counselors. 

A breakthrough in role and function research occurred with a study by 

Ibrahim, Helms, and Thompson (1983). Their research results indicated 

agreement by administrators, parents, and the business community with the 

statements enunciated by ASCA (1974) on the role and function of school 

counselors. Hutchinson, Barrick, and Groves (1986) reported the results of a 

survey that compared actual and ideal counselor functions as perceived by 

secondary school counselors with fmdings that indicated general agreement with 

the ASCA (1974) guidelines. 

For many years, the generic roles of a school counselor have been 

counseling, consulting, and coordinating (ASCA, 1964, 1974, 1977, 1981, 1989, 

1990). The specific functions and interventions of the school counselor have 

varied greatly and have reflected the specialist's professional objectives (Myrick, 

1993). What becomes evident is that school counselors need to be clear about 

their role as a reference point to help them understand the issues related to their 

job (Myrick, 1993). Over 30 years ago, Peters (1962) cautioned that if the roles 

are not defined, school counselors will be saddled with tasks and responsibilities 



that not only take away from but actually interfere with primary school 

counseling concerns. This statement seems equally relevant today. 
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The literature cited has given a cursory look at the confusion and 

controversy over the role and functions of the school counselor. Although there 

have been recent hopeful signs of agreement with the ASCA guidelines for the 

role and function of school counselors, confusion still exists, and the confusion 

has led to conflicts. The literature supports the opinion that school principals are 

a primary role determinant for school counselors and, therefore, a possible source 

of conflict 

Sources of Conflict for School Counselors 

Sources of. dissonance that may result in occupational stress for school 

counselors include job expectations and demands, conflict with administration and 

staff, dealing with crises, and demands from multiple publics (Arney, 1990; 

Kendrick, Chandler, & Hatcher, 1994; Moracco, Butcke, & McEwen, 1984; Sears 

& Navin, 1983). The literature indicates that many school counselors feel 

overwhelmed and unprepared to face the multiple demands which confront them 

in the school setting (Baker, 1992; Carroll, 1993; Matthes, 1992; Partin, 1993; 

Thompson, 1992; VanZandt & Perry, 1992). These demands place school 

counselors simultaneously in multiple roles, some of which are in conflict 

A review of studies completed by Ibrahim, Helms, and Thompson (1983) 

and Olson (1986) indicated that school counselors perceive that they cannot meet 

the demands of the publics they serve (Olson & Dilley, 1988). School counselors 



find themselves needing to respond to the numerous roles strongly endorsed by 

various publics (e.g., parents, principals, teachers). Their perceived inability to 

meet these multiple and often conflicting demands results in stress (Olson & 

Dilley, 1988). Using a sample of 361 ASCA members, Moracco, Butcke, and 

McEwen (1984) documented that occupational stress seemed to be a 

multidimensional concept that includes lack of decision-making authority, 
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financial stress, nonprofessional duties, job overload, and dissatisfying professional 

relationships with teachers and principals. 

Occupational stress is a fact of life for school counselors and may be 

treated positively as an occupational challenge (Baker, 1992; Thompson, 1992). 

Selye (1966), a pioneer in stress research, drew a distinction between distress, a 

destructive form of stress, and eustress, a positive force that can be energizing 

and increase productivity and efficiency. Constructive developmental theory 

(Kegan, 1982) espouses that an individual's meaning-making framework 

contributes significantly to his or her adaptiveness when faced with career 

challenges. Complete resolution of conflict is not the goal, but rather an 

increasing comfort in living with tension that may signal developmental growth 

(Kegan, 1991; McAuliffe, 1993). Challenges to one's equilibrium may be 

opportunities to assess personal meaning-making stances (McAuliffe, 1993). 

Swisher ( 1970) completed a study to examine the relationship between a 

school counselor's professional behavior and conflicts as reported by teachers, 

counselors, and administrators. Frequency of conflict was associated with being 
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more professional, as disputes and assertive action were considered in terms of 

their positive consequences for achieving professional objectives. Swisher also 

found that the most professional counselors tended to be more student-oriented, 

concurring with Lortie (1965) that counselors are acting as student advocates by 

assisting students in maneuvering through the institutional system. 

Although counseling professionals have gradually developed an identity for 

school counselors through training programs and professional literature, the same 

message has not always reached the schools' decision-makers which include 

principals and administrative personnel (Baker, 1992). School administrators may 

not be aware of the training and professionalism of contemporary school 

counselors, resulting in the assignment of nonguidance and counseling activities 

(e.g., administrative and clerical tasks, disciplinary responsibilities) to the school 

counselor (Barret & Schmidt, 1986; Borders & Drury, 1992; Ponzo, 1989). 

Principals are important counselor role determinants in the schools, as the roles 

assigned will reflect the principals' goals and administrative orientation (Salmon, 

1985). It is important to note that many principals have never taken a counseling 

and development course and are unfamiliar with counseling and development 

services (Lampe, 1985; Myrick, 1993). Principals who make either implicit or 

explicit demands on school counselors influence the behaviors of school 

counselors (Baker, 1992). Over time, these demands become school counselor 

functions and generally relate to noncounseling duties such as scheduling, 
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discipline, secretarial and clerical tasks, and paraprofessional tasks (Baker, 1992; 

Murray, 1995). 

A comparison of counseling and administrative roles with regards to each 

profession's different training and responsibilities seems to point to inevitable 

conflict (Cole, 1991; Kaplan, 1995). Moracco and Gray (1983) identified 

Counselor-Principal Professional Relationships as one of six factors on the 

Counselor Occupational Stress Inventory, acknowledging the potential for 

conflict in this relationship. Results from a study by Moracco, Butcke, and 

McEwen (1984) found that counselors perceive that administrators do not 

understand, appreciate, or empathize with counselors' efforts. Recently, Kaplan 

(1995) proposed that "the real potential for conflict between counselors and 

principals ... is that counselors and principals use different paradigms" (p. 261 ). 

According to Kaplan (1995), the principals' model is responsibility

comprehensive, learning focused, group centered, and action-and-concrete-results 

oriented, whereas the counselors' model is more responsibility-limited, mental 

health focused, individual centered, and process oriented. Counselors can 

strengthen their role and effectiveness in schools by understanding the principals' 

model and using those insights to enhance their counseling effectiveness 

(Kaplan, 1995). 

Based on the literature cited, the professional identity development of 

school counselors may be a process that can be understood in terms of significant 

professional interactions, namely interactions with principals. It may be possible 
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to examine the development of internal self-conceptualizations (i.e., "professional 

individuation") within a decision making model as the process a school counselor 

employs to deal with conflict decisions. The next section overviews decision 

making and a conflict decision model in an effort to provide a meaning-making 

framework for viewing the professional interactions of school counselors. 

Conflict Decision Model for School Counselors 

Decision making is an important part of an individual's academic, social, 

and professional pursuits. A decision is not a single event but rather a reflection 

of the meeting of individual, developmental, and contextual factors that is part of 

a process (Herr & Cramer, 1987). Theories of decision making span a number of 

disciplines that include economics, education, statistics, psychology, and 

management 

Rational decision making has dominated research in many social sciences. 

The core concept of many rational decision making models is that individuals act 

consistently, choose the means most suitable to their goals, and act on behalf of 

their self-interests (Hogarth & Reder, 1986). The expected utility model of 

decision making has dominated psychological research. The core concept of the 

utility model is that individuals have a stable ranking of preferences, full 

information about alternatives, and behave independently in maximizing 

outcomes (Arkes & Hammond, 1986; Zey, 1992). However, there have been a 

number of criticisms of rational decision making models leading to modifications 
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such as "contextually rational," meaning that decisions can be defined as rational 

within the context of the individual and his or her situation (O'Reilly, 1983). 

Many individuals use the term rational to define the outcome of the 

decision process rather than the process itself (Dawes, 1988). The reasoned 

decision making model has been regarded as an excellent normative, or 

prescriptive, model of the decision making process (Dawes, 1988). However, with 

seven or eight procedural steps, the criticisms of the model include the time, 

effort, and costs involved in such a process and whether striving for optimal 

solutions would be appropriate (Janis & Mann, 1977; Miller & Starr, 1967; 

Tversky & Kahneman, 1974). 

The criticisms of rational and reasoned decision making models have given 

impetus to the development of other models of decision making. Many of these 

are constructed on a descriptive analysis of decision making processes and of 

people reflecting on their decisions. One of the more influential models is 

Simon's (1976) concept of "satisficing" in which the individual looks for a decision 

that meets a minimal set of requirements. Tversky (1972) suggested an 

"elimination by aspect" model that consists of a set of decision rules to enable the 

decision-maker to rapidly select from a number of alternatives. Gottfredson's 

(1981) model of vocational development also implies a procedure of alternatives 

"circumscribed and compromised" by gender, abilities, and interests. 

Other models consider the importance of the decision and the 

psychological stresses faced by the decision maker. A vocational model of 
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decision making was suggested by Ginzberg, Ginsburg, Axelrad, and Herma 

(1951). This model suggested that incremental steps may determine many of the 

vocational decisions made by individuals. Etzioni ( 1967) proposed a mixed 

scanning model based on decision-makers using different strategies for 

fundamental than for minor decisions. Janis and Mann (1977) proposed four 

decision styles that are manifested to varying degrees under different conditions. 

Their model recognizes the personal anxiety individuals face when they must 

make highly consequential decisions. Heppner (1989) suggested that counseling, 

in particular, requires a broader view of human decision making that includes 

highly complex, intermittent, rational, irrational, logical, and intuitive decision 

processes. This suggestion is consistent with the Janis and Mann (1977) model 

Janis and Mann's (1977) Conflict Decision Model draws on theories of 

information processing and social psychology. The model acknowledges the 

diverse nature of human decision making and the impact of the situation on the 

process used to make a decision. The model includes four decision making styles 

that allow an individual to cope with stressful decisions. These styles are: 

(a) Vigilance: A person is optimistic about finding a solution and 

believes there is sufficient time to make a decision. The individual searches 

carefully for a wide variety of alternatives and objectively weighs the costs and 

benefits before making the final decision. 

(b) Panic (hyper-vigilance): A person is optimistic about finding a 

solution but believes there is insufficient time to make a decision. Panic and high 



stress result in the individual settling for hastily contrived solutions that relieve 

the stress. 
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(c) Copout (defensive avoidance): A person is pessimistic about finding 

a solution and escapes by procrastinating (putting off a decision), shifting 

responsibility onto someone else (passing the buck), or rationalizing the least 

objectionable alternative. 

(d) Complacency (unconflicted adherence or unconflicted change): A 

person dismisses a challenge or threat as posing no problem and continues 

unchanged, or reflexively adapts to whatever is offered. 

The Conflict Decision Model (Janis & Mann, 1977) incorporates two 

important concepts. First, individuals are not consistent in the strategy they use 

when faced with a decision task. The strategies range from being a reasoned

active gatherer-of-information style to being a complacent-dependent decide-by

not-deciding style. Second, the gathering and appraisal of information is an 

important part of decision making. 

The decision making process is an important part of an individual's 

professional pursuits. Janis and Mann's (1977) Conflict Decision Model proposes 

four frameworks from which significant decisions can be viewed. School 

counselors' interactions with principals can be situations involving conflict 

decisions, and reflection of the decision process from the context of this conflict 

decision model may illuminate the professional development (ie., professional 

individuation) of the school counselor. 
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Summary 

Dramatic changes in both family composition and social themes in the past 

20 years have placed demands on the schools to provide services to meet the 

mental, physical, and educational needs of the students. Fortunately there are a 

number of professionals within the school system who provide services for 

meeting the needs of the students. One of these service providers is the 

professional school counselor. 

The history of the profession of school counseling has been predominantly 

reactive to local and societal needs. Over the years, the compounding of rather 

than the clarifying of counselor functions has contributed to confusion and 

controversy over the school counselor role. Principals are important role 

determinants in the school, and the counselors' assigned role will usually reflect 

the principals' goals and administrative orientation. Unfortunately, principals are 

not always informed of the school counselor identity that has developed through 

training programs and professional literature. A comparison of training and 

responsibilities for principals and counselors seems to point to inevitable conflict 

Given that conflict is inevitable, the process of conflict decisions may illuminate 

not only the differences between counselors and principals but more importantly 

the development of an identity as school counselors manage inevitable 

professional conflicts. The professional identity of school counselors provides a 

frame of reference from which they make sense of their work This professional 



identity is the framework through which school counselors make choices and 

decisions that shape the delivery of professional services to students. 
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The Conflict Decision Model (Janis & Mann, 1977) proposes four decision 

making styles as a framework for understanding how individuals cope with 

stressful decisions. This model acknowledges the diverse nature of human 

decision making and incorporates two important concepts. First, individuals use 

different strategies when faced with a decision. Second, the gathering and 

appraisal of information is an important part of the decision making process both 

as a reflection of information processing and as an indication of the impact the 

situation has on the decision making process. 

The school counseling literature is saturated with studies focusing on the 

role and function of school counselors. The time has come to accept the role 

confusion as one source of conflict for school counselors and begin to look at how 

school counselors deal with this conflict The process by which school counselors 

manage conflict and, in particular, the inevitable conflict with principals, may be a 

defining experience in their professional development that illuminates their 

professional identity development 
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As detailed in Chapter II, the literature about school counseling is largely 

descriptive of the historical context of the profession and empirically based on the 

role and functions of school counselors. Although the professional associations, 

accrediting bodies, and training programs have defined the profession of school 

counseling, the literature indicates that what counselors actually do in the schools 

does not always reflect what has been identified as the best practices in school 

counseling. It appears that the development of a professional identity contributes 

to defining who school counselors are which appears to be related to the services 

provided to students. In providing appropriate services, school counselors are 

involved in making decisions, and the interactions with principals seem to be 

particularly illuminating. 

School counselors are credentialed professionals who organize their work 

schedules around the basic approaches of counseling, guidance, consultation, and 

coordination (American School Counselor Association [ASCA], 1995). School 

counselors are professionals who implement counseling programs that provide 

services to the school community through a variety of interventions to promote 

personal growth (Coy, 1991; Myrick, 1993; O'Bryant, 1991; Wittmer, 1993). The 

role of the school counselor in a counseling program is to develop strategies to 



help students cope with the challenges of a rapidly changing society which can 

have a critical effect on their academic performance (Coy, 1991). 
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The American School Counselor Association (1995) adopted the 

designation "Professional School Counselor" as the title for individuals engaged in 

the practice of school counseling. The title, professional school counselor, implies 

an identity with the profession. To understand the professional identity of school 

counselors, insights must be developed, processes need to be discovered, and 

theories proposed that address the development of a professional school 

counselor identity. 

The purpose of this study was to examine the following questions, which 

were stated in Chapter I, related to the development of a professional school 

counselor identity from the perspective of school counselors' interactions with 

principals as defining experiences: 

(a) What factors determine the school counseling program? 

(b) Who is involved in determining the school counseling program? 

(c) How do school counselors make decisions about the school counseling 

program'! 

(d) What issues of conflict with principals have been dealt with by school 

counselors? 

(e) What is the decision process used by school counselors when 

interacting with principals in professional conflict situations? 

(f) In what ways do conflict decisions reflect the role of school 

counselors? 
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The research task has contributed to the emerging theory of professional 

school counselor identity development by providing an understanding of the 

interactions with principals as defining experiences in the development of a 

professional school counselor identity. The research approach was a naturalistic 

inquiry through a series of interviews that addressed the question, "What is the 

conflict decision process utilized by school counselors when interacting with 

principals?" The culminating research dissertation is a carefully articulated 

document presenting a theory of interactions as defining experiences in the 

development of a professional school counselor identity. The theory is a synthesis 

of the research data complemented by participant statements presented as 

descriptions in both a holistic (e.g., school counseling) and a specific context 

(e.g., conflict decisions). 

The research design was a qualitative study using a purposeful sampling of 

school counselors who were selected to provide the greatest potential for 

revealing discrete orientations. Data collection was through qualitative interviews 

using a structured open-ended approach incorporating an interview guide as well 

as observations in the schools. Periodic site visits, as needed, allowed for detailed 

knowledge of the schools and professional school counselors. Fixed timelines 

were established to adequately prepare and complete the research including a 

written dissertation by October of 1996. The logistics and practicalities of gaining 

entry and access to schools and to participants followed established university 

research policies. Ethical issues and matters of confidentiality were handled 



through the use of informed consent and adherence to the policies for the 

protection of human subjects. 
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The qualitative methods permitted the researcher to study issues in depth 

and detail The data collection was not constrained by predetermined categories 

of analysis; rather a wealth of detailed data about a select number of individuals 

was produced The use of purposeful sampling generated information-rich cases 

to illuminate the study and elucidated variation as well as significant common 

patterns within that variation. A set of rigorous coding procedures guided the 

data analysis to further develop theoretically informed interpretations of the 

reality of school counselors. The theoretical formulations can be used to explain 

the reality of school counselor professional identity development and to provide 

an action framework for both counselor educators and school counselors which 

will ultimately provide services to better meet the needs of students. 

Grounded Theory Approach to Qualitative Research 

Grounded theory is a qualitative research method that uses "a systematic 

set of procedures to develop an inductively derived grounded theory about a 

phenomenon" (Strauss & Corbin, 1990, p. 24). The approach is used as a 

theoretical formulation of the reality under investigation. According to Strauss 

and Corbin ( 1990), there is a reciprocal relationship among data collection, 

analysis, and theory so that "one does not begin with a theory, then prove it" 

(p. 23). Instead, the researcher begins with an area of study, and what is relevant 

to that area is allowed to emerge. 
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Grounded theory was developed by Glaser and Strauss (1967) who were 

interested in field research using a methodology whereby the concepts and 

relationships among them were generated and provisionally tested through the 

interplay of data collection and analysis. There are many valid reasons for doing 

qualitative research. The nature of the research problem or areas of study may 

naturally lend themselves more to qualitative types of research. "Qualitative 

methods can be used to uncover and understand what lies behind any 

phenomenon about which little is yet known. ... [or to] give the intricate details of 

phenomena that are difficult to convey with quantitative methods" (Strauss & 

Corbin, 1990, p. 19). 

As developed by Strauss and Corbin ( 1990), grounded theory is a 

qualitative research approach utilizing systematic techniques and procedures of 

analysis enabling the researcher to develop a substantive theory that meets the 

criteria for doing "good" science: significance, theory-observation, compatibility, 

generalizability, reproducibility, precision, rigor, and verification. The techniques 

and procedures designed by these researchers give the analytic process precision 

and rigor, however, creativity is also an important element Creativity enables 

the researcher to ask pertinent questions of the data and to make comparisons 

that elicit from the data new insights into phenomena and innovative theoretical 

formulations. 

A well-constructed grounded theory will meet four criteria for judging the 

applicability of theory to a phenomenon. The theory should fit, be 
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understandable, have generality, and have control (Glaser, 1978; Glaser & 

Strauss, 1967; Strauss & Corbin, 1990). According to the literature, the theory 

should fit the substantive area, provided the theory is faithful to the everyday 

reality of the substantive area and carefully induced from diverse data. Because 

the theory aims to represent that reality, it should be understandable and make 

sense both to the persons who were studied and to those practicing in that area. 

If the data upon which the theory is based are understandable and the 

interpretations conceptual and broad, then the theory should have generality. 

The theory should be abstract enough and include sufficient variation to make it 

applicable to a variety of contexts related to that phenomenon. Lastly, the theory 

should provide control with regard to action toward the phenomenon. The 

propositions proposing relationships among concepts are systematically derived 

from actual data related to only that phenomenon, and the conditions that apply 

specifically to a given situation should be clearly spelled out 

Qualitative methodology has been used by a number of scientific 

disciplines and philosophical orientations (e.g., anthropology, phenomenology, 

sociology). Counseling is one of the disciplines that has utilized a qualitative 

research approach to understand the meaning of relationships by constructing 

useful concepts of the underlying realities (Mathews & Paradise, 1988; Patton & 

Jackson, 1991; Strong, 1991). Chapter II reported on a five-year study conducted 

by Skovholt and Ronnestad (1992) that used a modified version of the constant 

-
comparative method of analysis to examine therapist-counselor development 
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The analysis of individual interviews resulted in a stage model and process 

themes of therapist-counselor professional development However, the literature 

review uncovered no published studies on school counselor professional 

development 

The purpose of the research study was to identify and understand the 

interactions that are conflict decisions for school counselors that illuminate an 

emerging theory for the professional identity development of school counselors. 

With little known about school counselors' professional identity and the 

development of their identity, a grounded theory approach was used to uncover 

and understand the phenomenon. 

Pilot Study 

The pilot study completed between March of 1995 and January of 1996 

involved two phases of interviews and the application of a qualitative approach to 

data collection, interpretation, and theory construction. The pilot study was used 

to demonstrate the methodology. The first phase was an initial interview that 

was transcribed, coded, and interpreted which generated an emerging theory. 

The second phase of the study consisted of interviews completed at the respective 

school sites of three practicing school counselors. The interviews and 

observations obtained from phase two provided further evidence, more variation, 

and greater density (ie., depth of understanding) related to the theory. 
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Phase One 

The initial interview (ie., phase one) was completed on March 22, 1995, 

and involved the researcher and a counselor educator who received her Ph. D. in 

May of 1995. The interview, which lasted approximately sixty minutes, was tape 

recorded and later transcribed. The counselor received her masters degree in 

counseling in 1978, and since that time, had been employed eleven and one half 

years as a professional school counselor at the elementary and middle school 

levels. Her experience was with rural public schools in North Carolina primarily 

in the western part of the state. She had worked full-time and part-time with 

individual schools as well as an itinerant school counselor for three schools. 

The data collection during phase one addressed the following three 

questions: (a) What factors determine your school counseling program? 

(b) What is it about you that is a contributing factor to your school counseling 

program? (c) How was your program perceived by others? Prior to the end of 

the interview, the interviewee was asked to provide a metaphor of her school 

counseling program. 

The initial interview was transcribed and the data interpreted using 

qualitative coding procedures (ie., open, axial, and selective). The concepts from 

phase one included being a student advocate, intertwining of the school 

counseling program and the school counselor, and managing conflicts with various 

publics. As the interviewee described her metaphor, it evolved from "a fishing 

line that you can hold on to, but, if you don't want to [hold on to it I, you don't 
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have to" into a metaphor which represented support and freedom "like a life 

preserver in terms of support rather than to save ... help [students] in a way, but 

[students] have to put forth a lot of effort, too, [because] the preserver is not 

going to do it all by itself." 

The interviewee spoke of her experience as a novice school counselor who 

"tended to use more of what I thought should be in the program to determine the 

program" Her view was that school counselors initially follow the comprehensive 

school guidance model (i.e., counseling, coordinating, and consulting) to 

determine the program Novice counselors may focus on their particular skills 

and focus on that area more than the others which may impact the balance of 

services being provided With experience, an awareness of other ways to 

determine the needs of the school community and to develop a program to 

address those needs evolves. "I began seeking more information from students, 

principals, teachers, and other counselors. .. within the guidelines of counseling, 

coordinating, and consulting." What evolved were counseling program goals to 

meet the needs of the students and to collaborate with other individuals to meet 

those needs. 

There are lots of great things school counselors can do, but, if it's not 
what's needed by the studen~ than it's not going to be very effective. The 
school counselor's role is to provide opportunities for students to enhance 
their self-esteem and to develop the skills for making decisions, and then 
it's up to them 
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The interviewee saw the school counselor and the school counseling 

program as intertwined For this school counselor, the program and counselor 

existed as a "student advocate." 

When I was on a committee ... I was going to be coming from the 
perspective of the students. That's how the program was viewed, too, that 
counseling was to advocate for students. 

However, this interrelationship can cause difficulties. When appraisals and 

evaluations by building administrators were completed, the counselor needed to 

be separated from the program. The interviewee cited the principal as the 

individual who has a hard time separating the counselor from the program. 

The conflicts that were cited in the interview included those with parents, 

teachers, and principals. The counselor's decisions are not always clear-cut and 

intervention choices can be difficult 

It was really a struggle to keep your perspective on what was reasonable to 
be accomplished and all the barriers that you really had to get through to 
feel like you were doing something for the kid There were days that it 
was not real easy being a school counselor, but there were lots of times 
that it was just wonderful, really wonderful. 

A parallel to the metaphor of the life preserver that was given by the 

counselor can be suggested for the school counseling program. 

The graduate training a school counselor has received is like a life 
preserver, however, school counselors "have to put forth a lot of effort 
because the preserver is not going to do it all by itself." 
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Three concepts were generated from phase one of the pilot study. One of 

the concepts was conflict When the experienced counselor collaborated with 

other individuals to meet the needs of the students, there existed a potential for 

conflict The second concept was the intertwining of the counselor and the 

program so that the delivery of services was intertwined with the professional 

decisions made by the counselor. A third concept was of the school counselor as 

a student advocate when meeting the needs of students. Therefore, the 

relationship among the concepts generated in phase one of the pilot study 

resulted in the following: 

The school counselor, as a student advocate, was taking responsibility for 
making professional decisions regarding the school counseling program in 
conflict situations with other school personneL 

So, the broad initial question (ie., what factors determine the school 

counseling program?) became narrowed and more focused during phase one of 

the research process as concepts and their relationships were discovered to be 

relevant or irrelevant The concepts from phase one were tested using extensive 

coding procedures, and the following proposition to suggest how concepts might 

possibly be related to one another as an emerging theory: 

CONCEPTS AND RELATIONSHIPS 
A transformation (cate~ory) occurs (condition) when a novice (concept) 
service provider (concept) reflects (condition) on the franchise (concept) 
based on structural guidelines (concept) to deliver (concept) the 4-Cs 
(concept) and identifies (condition) incongruency (concept), therefore, 
develops (condition) from a personal perspective (concept) constructive 
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services (concept) that are a blending of influences (concept) to satisfy 
consumers (concept) and consciously (concept) delivers (concept) insightful 
empathy (concept). 

The transformation (cate~or:y) is identified as becoming (condition) a 
responsible student advocate (phenomenon). The challenges (cate~or:y) as 
a responsible student advocate (phenomenon) in a regulated homebase 
(cate~ocy) are to manage (condition) disapproval (cate~ocy) and recognize 
(condition) when you are inculpable (cate~or:y) and when you are 
accountable (cate~or:y). The challenges (cate~or:y) will be with knowledge 
brokers (concept), building managers (concept}, stewards (concept), and 
other various publics (concept). 

PROPOSITION AS AN EMERGING THEORY 
The story seems to be about the transformation of a school counselor. A 
beginning school counselor provides a counseling program based on how 
he/she has been trained in a graduate program. Through a process of 
transformation, the school counselor recognizes the needs of students and 
becomes a responsible student advocate. But the transformation also 
elicits challenges from teachers, the principal, and other school personnel 
which can become conflicts that the school counselor must manage. The 
transformation may be an indicator of professional identity development 

During phase two of the pilot study, data were generated by specifically 

asking practicing school counselors to identify and describe the process of 

managing professional conflicts. As noted by Strauss and Corbin ( 1990}, 

grounded theory questions tend to be oriented toward action and process, 

therefore, the research questions in phase two of the study were narrowed to ask 

the following: What are the issues of conflict for school counselors? How do 

you, as a school counselor, deal with these conflicts? 

Phase Two 

Phase two of the pilot study consisted of three interviews that were 

completed at each school counselor's site during a one week period in January 
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of 1996. Each interview lasted approximately ninety minutes and was recorded as 

fieldootes by the researcher. Two of the interviewees were trained as school 

counselors, and the other interviewee was trained as a school social worker. The 

range of experience was ten, eight, and six years as a school counselor, 

respectively. One counselor had worked in two different school settings, and the 

other two counselors have remained in the school setting where each was 

originally hired All three interviewees for phase two were female, practicing 

school counselors. 

The emerging category, managing conflicts, from phase one of the pilot 

study was further tested by asking school counselors to identify their professional 

conflicts and to describe how they dealt with these professional conflicts. 

Questions for data collection during phase two included the following: (a) What 

factors determine your school counseling program? (b) What are the issues of 

conflict you deal with as a school counselor? (c) What is the process you use in 

making decisions regarding those conflicts? 

The interview data generated fieldnotes and memos which were 

interpreted using qualitative coding procedures (i.e., open, axial, and selective). 

The coding procedures during phase two of the pilot study were used to ask the 

questions, "What seems to be going on here? What makes this data the same or 

different from previous data that I coded?" By returning to the data and 

specifically analyzing those similarities and differences, the concepts were 

classified into a category called professional conflict decisions. The concepts of 
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professional conflict decisions from phase two of the pilot study included 

administrative duties (e.g., discipline referrals), professional issues (e.g., respecting 

confidentiality), and professional judgment (e.g., following school procedures). 

According to the interviewees, the school counseling program was 

determined by the counselor in consultation with other school staff (e.g., teachers, 

principal) based on the identified needs for each school term (i.e., social and 

behavioral issues). Each counselor also mentioned a plan for the academic year 

because, according to one counselor, "you have to address the specifics as well as 

the big picture." Priority areas were determined by mutual agreement of the 

counselor and principal Due to the sheer numbers in each school (e.g., n=780), 

there was a limited preventive approach to the school counseling program, and 

crisis counseling was mentioned by each counselor as a part of the program. 

Group counseling was used to work with social and behavioral issues and allowed 

the counselor to reach large numbers of students. 

As each discussed her view of the school counseling program, it became 

clear that the counseling program and the counselor's role were linked Where 

there was a discrepancy between the views of professional staff, in particular the 

principal, and the counselor, the potential for conflict existed The conflict was 

seen as the difference in philosophical approaches between the principal and the 

counselor when working with students. 

It's difficult to establish your role as a school counselor when the principal 
doesn't understand what you do. If the principal doesn't understand, there 
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are difficulties like additional school duties, and who the counselor reports 
to. 

My principal's attitude toward counseling is that it's an extension of the 
administration. 

The informal power structure of the school is very powerful To meet the 
needs of the children, you may have to use the informal structure, but 
sometimes you just have to wait it out 

In juxtaposition to the role conflicts mentioned by two of the counselors, 

was the counselor whose deputy principal (ie., the administrator to whom the 

counselor reports) was trained as a counselor. In this school, the counseling 

program services were collaborative among the school counselor, administrators, 

teachers, and support personnel (e.g., social workers, school nurse) and malleable 

to the changing needs of the school community. 

Based on data analysis, three concepts were generated from phase two of 

the pilot study that pertain to the classification of a category called managing 

professional conflict One concept of professional conflict for school counselors 

was administrative duties (e.g., discipline referrals). The counselors were similar 

in their approach to administrative duties by finding the "counseling" aspect to 

each request 

I separate counseling from discipline so that, if a teacher sends a student 
to me for discipline, I offer to counsel the student and explain that the 
senior tutor will deal with the discipline. 

I am not the disciplinarian although I do take the opportunity to try and 
find out the cause or reason for the misbehavior. 
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Administrative duties seem to be used as "opportunities" for the counselors to do 

individual counseling rather than either succumbing to requests or contesting 

requests. 

A second concept of professional conflict was professional issues 

(e.g., trust, confidentiality). Teachers and administrators "wanting to know what 

the student said" were mentioned by two of the counselors. 

Our school does not adhere to confidentiality ... the principal and teachers 
are always asking me what students have said 

Although the counselor did not disclose confidential information, her concern was 

that confidentiality was not honored between the teachers and the principal The 

counselor who reports to a deputy principal with a counseling background did not 

have problems with teachers and administrators respecting counselor/student 

confidentiality. One counselor mentioned the need to work on trust with 

teachers, "it's hard to get some of the teachers to refer students who need 

assistance because the teachers take it personally as if to say they can't handle the 

students." The counselor saw this "conflict" as being accepted and acknowledged 

by the staff. 

I have to be aware of what I can and can't do. It takes time to build 
rapport and relationships. 

A third concept of professional conflict was interpreted as professional 

judgment (e.g., following school procedures). Agency collaborations were seen by 



the counselors as necessary and yet the infrastructure of school policies and 

procedures can be a source of conflict One counselor sees this conflict as 

professional judgment The counselor does what is necessary when there is a 

need for immediate action. If a referral is necessary, the counselor will follow 

procedures and process through the principal 

All the documents and activities must be approved by the principal In 
one situation that needed immediate attention. I called Social Services 
because the case had gone beyond the services of the school The 
principal's response was 'why didn't you tell me?' I said I was sorry but 
there was a need for immediate action, and I did what was necessary. 

Another counselor spoke about the procedures necessary for reporting child 

abuse. 

We have all these procedures about reporting abuse, but, if in my 
judgment there's a concern, I will contact Social Services and I will deal 
with the principal if and when the time comes. 

Phase two of the pilot study sought to test the category of school 
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counselors managing professional conflicts, specifically by asking practicing school 

counselors to identify and describe the process of professional conflict decisions. 

The concepts dealing with managing professional conflicts were tested and 

generated sufficient data to further refine the concepts from phase one. The 

concepts from phase two included administrative duties, professional issues, and 

professional judgment All three concepts involved incidents of conflict decisions 

when the school counselor was interacting with professional personnel 
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Of particular note were the defining experiences of interactions with the school 

principal The emerging theory following phase two of the pilot study was 

PROPOSITION AS AN EMERGING THEORY 
The story seems to be about school counselors who have been transformed 
from novice school counselors following a structural orientation into 
experienced school counselors who are motivated by a self
conceptualization of the profession~ and who respond to challenges based 
on the self-conceptualization as a responsible student advocate. When 
faced with challenges, the transformed school counselor will (a) avoid the 
challenge, (b) restructure the challenge, or (c) face the challenge. These 
school counselors will do what they think should be done as guided by 
their self-conceptualization. 

Based on the two phases of the pilot study, it appeared that professional 

interactions with principals were defining experiences for school counselors' 

professional identity development A second study (ie., phase three) was 

undertaken to further test and refme the emerging theory of professional school 

counselor identity development The second study focused on the conflict 

decisions of school counselors when interacting with principals. 

Data Collection 

The research study involved a naturalistic inquiry of the school counselors' 

interactions with principals as defining experiences in the development of a 

professional school counselor identity. An inductive method of inquiry began 

with an investigation of the conflicts school counselors deal with and the process 

of decision-making in dealing with those conflicts. What was relevant to conflict 

decisions was allowed to emerge. The literature was used to stimulate the 
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theoretical sensitivity of the researcher and to amplify the information derived 

from the research study. The rigor of the research process contributed to an 

emerging grounded theory of the development of a professional school counselor 

identity as illuminated through conflict decisions when interacting with other 

professionals. 

The research design was a qualitative study of professional school 

counselors using a purposeful sampling of school counselors in Guilford County 

Schools (North Carolina). Individuals were selected that provided the potential 

for revealing discrete orientations. Data collection consisted of structured 

interviews using an open-ended approach with an interview guide as well as 

observations in the schools. The logistics and practicalities of gaining entry and 

access to schools and to school counselors followed established university research 

policies. 

Professional School Counselors 

Qualitative inquiry typically focuses in-depth on relatively small samples 

that are selected purposefully (Patton, 1990). Selecting information-rich cases for 

study in-depth provides the logic and power of purposeful sampling. Information

rich cases are those from which one can learn a great deal about issues of central 

importance to the purpose of the research (Patton, 1990). Therefore, given that 

the purpose of the study was to investigate the process that school counselors 

utilize when dealing with conflicts, the researcher focused on understanding the 

conflicts, decisions, and the conflict decision process of a discrete number of 
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professional school counselors. The purposeful sample consisted of information-

rich cases in a study that illuminated the questions of the research inquiry and 

contributed to an emerging theory of professional school counselor identity 

development 

A purposeful sample of school counselors was selected from the 

professional staff who were employed as full-time school counselors in Guilford 

County Schools (North Carolina). A total of six (n=6) school counselors were 

selected as the purposeful sample. Data collection consisted of one interview on-

site with each school counselor and related researcher observations. 

Interviews 

An interview, a purposeful conversation, was used to gather data in the 

subjects' own words so that the researcher could develop insights on how subjects 

interpret one or more aspects of their world (Bogdan & Biklen, 1992). The initial 

phase of the interview was an opportunity to build a relationship between the 

researcher and the subject by getting to know each other and for the researcher 

to put the subject at ease (Whyte, I 984 ). The initial phase of the interview also 

provided an opportunity for the researcher to briefly inform the subject of the 

purpose of the interview and to make assurances that what was said in the 

interview would be treated confidentially (Bogdan & Biklen, 1992). 

The purpose of interviewing was to access the perspective of the person 

being interviewed, in other words, to find out those things we cannot directly 

-
observe (Patton, 1990). Interviewing allowed the researcher to enter into the 
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other person's perspective. Qualitative interviewing was based on the assumption 

that the perspective of others was meaningful, knowable, and able to be made 

explicit Sometimes termed "open-ended" (Jahoda, Deutsch, & Cook, 1951), or 

"unstructured" (Maccoby & Maccoby, 1954), or "nondirective" (Meltzer & Petras, 

1970), or "flexibly structured" (Whyte, 1979), the researcher was intent on 

understanding in detail how people, such as school counselors, think and how they 

came to develop the perspectives they hold (Bogdan & Biklen, 1992). The open

ended approach incorporated an interview guide (see Appendix A) which allowed 

the subjects to answer from their own frame of reference rather than from one 

structured by a prearranged question format 

The interview guide was a list of questions or issues that were explored in 

the course of the interview (Bogdan & Biklen, 1992; Merton & Kendall, 1946; 

Patton, 1990; Staessens, 1993). It was a "guide" to make sure that comparable 

information was obtained from a number of people by covering the same 

domains (Patton, 1990; Staessens, 1993). The interview guide provided topic or 

subject areas (i.e., domains) within which the researcher explored, probed, and 

asked questions to elucidate and illuminate that particular subject (Patton, 1990). 

Therefore, the researcher remained free to build a conversation within a 

particular subject area, to word questions spontaneously, and to establish a 

conversational style albeit with the focus on a particular subject that had been 

predetermined (Patton, 1990; Staessens, 1993). 



Based on the questions included in the two phases of the pilot study, the 

following interview guide was developed for the second study: 

What factors determine the school counseling program? Who is 

involved in determining the school counseling program? How do you 

make decisions about the school counseling program? 

What issues of conflict with principals have you dealt with as a 

school counselor? What was the decision process you used when dealing 

with conflicts with principals? 
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In what ways do your conflict decisions reflect your role as a school 

counselor? 

The researcher as an interviewer endeavored to place the participants at 

ease and to encourage each to talk freely about his or her perspectives. It was 

the individual stories that illuminated the theory. As pointed out by Bogdan and 

Biklen (1992), a good interviewer communicates personal interest and attention to 

the participant by being attentive and by using appropriate interpersonal 

communication skills. Further, the interviewer asked for clarifications and 

elaborations and probed the participants to be specific by asking for examples of 

points that were made. 

The qualitative inquiry was naturalistic (ie., the researcher frequented 

places where the events naturally occur) as the data was gathered from people 

engaging in natural behavior (Bogdan & Biklen, 1992; Guba, 1978; Wolf, 1979). 

Therefore, the interviews were conducted at each participant's school site. With 
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prior consent by the subjects, the interviews were tape-recorded to allow the 

researcher to focus on the data stimulated by questions pertaining to conflicts, 

decisions, and the conflict decision process that each interviewee has experienced 

Based on the pilot study, it was projected that sixty to ninety minutes (60-90 

minutes) would be scheduled for each interview. Interviews were scheduled 

during the month of May, 1996. Each school counselor who participated was also 

asked to complete a descriptive questionnaire. 

Descriptive Questionnaire 

A descriptive questionnaire to collect participant descriptive data was 

completed by each participant (see Appendix B). The questionnaire was based 

on a review of the literature associated with professional behavior (e.g., Goode, 

1960; McCully, 1962; Swisher, 1970). In a study to examine the relationship 

between a school counselor's professional behavior and the frequency, intensity, 

types, and reactions to conflicts as reported by teachers, counselors, and 

administrators, Swisher (1970) measured a counselor's professional behavior by 

the scores on a Professional Behavior Index (PBI). The PBI (Swisher, 1970) 

included twelve criteria relevant to the counselor's background (e.g., highest 

degree earned, college grade average, etc.) and to the counselor's professional 

activities (e.g., conferences attended). 

The PBI (Swisher, 1970) was modified for the research study. 

Modifications included eliminating items requesting salary and undergraduate 

grade average as well as adding items requesting information about certification, 
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years of experience as a school counselor, and ethnic/cultural group. The 

descriptive questionnaire included twelve criteria relevant to the counselor's 

background (e.g., highest degree earned, certification /licensing, experience), 

professional activities (e.g., reading, conferences/workshops, journal subscriptions, 

publications, memberships), role (e.g., other professional responsibilities), and 

demographics (e.g., gender, age, ethnic/cultural group). The data compiled from 

the completed questionnaires was used to describe the participants in the research 

study. 

In addition to the descriptive data, the participants were observed in the 

school setting by the researcher (i.e., naturalistic inquiry). Participant 

observations were recorded as fieldnotes. A narrative that was a composite of 

the descriptive questionnaires and participant observations provided a portrait of 

the school counselors that participated in the study. 

Participant Observation 

The successful outcome of participant observation relies on detailed, 

accurate, and extensive fieldnotes (Bogdan & Bilden, 1992; Lofland, 1971; Patton, 

1990). Fieldnotes are a written description of what the researcher hears, sees, 

experiences, and thinks in the course of collecting and reflecting on the data in a 

qualitative study (Bogdan & Bilden, 1992; Patton, 1990). Fieldnotes provide the 

visualization of the sights, impressions, and extra remarks to more completely 

capture the meaning and context of each tape recorded interview. The fieldnotes 

consist of two types of material, namely descriptive and reflective. 
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According to Bogdan and Bilden ( 1992), descriptive fieldnotes represent 

the researcher's best effort to objectively record a word-picture of the setting, 

people, actions, and conversations as observed In other words, the details of 

what has occurred in the field "to capture the slice of life" (p. 119). The authors 

further recommend that, in striving for accuracy, the researcher's observations 

should be presented in detail rather than summarized or evaluated A further 

point is made that the description should not use abstract words (e.g., nice 

person) but should use specific, detailed renderings of exactly what people are 

doing and saying, and what they look like. 

The following excerpt is from a descriptive fieldnote written to record the 

details of the first interview in phase two of the pilot study: 

Descriptive Fieldnote: 1/3/96 
I arrived at George Hicks School at 1:20 p.m., ten minutes before my 
scheduled appointment I was mindful of what I wore and selected a 
tailored dress with short sleeves, and the hemline of the dress fell just 
below my knees. The school counselor had selected the day and time for 
our appointment citing the convenience of after lunch but before her 
afternoon committee meeting at 3:00p.m .. 

It was a warm sunny afternoon, and the directions that had been provided 
to me by the counselor were easy to follow giving me a sense of comfort 
when I arrived at the school There was a guard at the school gate who 
greeted me with a smile and a warm, "good afternoon," and directed me to 
where I could park the car and the location of the administrative offices 
where I needed to report. There were ample parking spaces directly 
across from the office, and I even found one in the shade. As I 
approached the office, I took note that there were no students wandering 
about the grounds, in fact there was no one wandering about the grounds. 

The descriptive aspects of the fieldnotes encompass the following areas: 
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(a) Portraits of the subjects that include their physical appearance, dress, 

mannerisms, and style of talking and acting by looking for particular aspects of 

people that might set them apart from others. 

(b) Description of the physical setting that may consist of both pencil 

sketches and written descriptions of the space (e.g., furniture, floors, walls) as 

well as a sense of the building or location where the observation takes place. 

(c) Depiction of activities that includes detailed descriptions of behavior. 

(d) The observer's behavior will be included as a subject of scrutiny as 

welL The researcher is the instrument of data collection, therefore, it is 

important to be sensitive to the behavior and assumptions which may affect the 

data that are gathered and analyzed A careful record of the researcher's 

behavior can assist in assessing the impact of the observer's influence (Bogdan & 

Biklen, 1992). 

Reflective fieldnotes represent the researcher's best effort to capture her 

frame of mind, ideas, and concerns (Bogdan & Biklen, 1992). Sentences and 

paragraphs that reflect a more personal account of the course of the inquiry is the 

more subjective side of the qualitative study. The emphasis, according to these 

authors, is on speculation, feelings, ideas, impressions, and prejudices. The 

purpose of reflection is to improve the researcher's notes which will improve the 

study. The researcher must be self-conscious about her relationship to the setting 

and about the evolution of the design and analysis, hence the use of self-
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reflection to keep an accurate record of methods, procedures, and evolving 

analysis. 

The following excerpt is from a reflective fieldnote that was written as a 

subjective review of the first interview during phase two of the pilot study: 

Reflective Fieldnote: 1/3/96 
I must admit that I was feeling a bit nervous driving to the interview. It 
certainly helped my nerves to fmd the school easily and that the guard at 
the school gate gave me such an inviting smile. The school grounds appear 
neat and well cared for and there is sufficient parking for visitors. It does 
seem unusual that there are no students wandering about. I wonder if this 
is typical? 

In summary, successful participant observation relies on detailed, accurate, 

and extensive fieldnotes (Bogdan & Biklen,1992). The fieldnotes consist of 

descriptive and reflective information. Descriptive fieldnotes are the researcher's 

best effort to objectively record a word-picture of the observation. Reflective 

fieldnotes are the researcher's personal account of the course of the inquiry and 

are the more subjective side of the qualitative study. Fieldnotes are used to 

record the observations that relate to the goal of data collection and are an 

important determinant of qualitative analysis (Bogdan & Hilden, 1992; 

Lofland, 1971 ). 

Use of Literature 

Literature plays an important and varied role in a qualitative study. 

Strauss and Corbin ( 1990) point out that the researcher comes to the study with 

some background and knowledge in the technical literature. According to these 
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writers, it is important to recognize and use the researcher's background and 

knowledge of the literature. They further point out that one way of 

understanding the logic underlying the use of technical literature is to contrast its 

use in qualitative research to the use of literature in quantitative methods. 

There are specific uses of literature by investigators using quantitative 

methods. As presented by Strauss and Corbin (1990), quantitative researchers are 

concerned, for the most part, with testing the relationships among variables or 

determining how variables cluster. Therefore, the researchers may use literature 

to identify previous research in an area, as well as to discover where there are 

gaps in understanding. Also, literature may be a source of theoretical and 

conceptual frameworks to guide quantitative research and to interpret findings. 

In contrast, rather than testing the relationships among variables, Strauss 

and Corbin ( 1990) point out that grounded theory research is used to discover 

relevant categories and the relationships among the categories by putting them 

together in new rather than standard ways. In grounded theory studies, according 

to these writers, the phenomenon under study is explained in light of the 

theoretical framework that evolves during the research itself without being 

"constrained by having to adhere to a previously developed theory that may or 

may not apply to the area under investigation" (p. 49). Therefore, it is not 

necessary to review all of the literature beforehand because, if the researcher is 

effective in the analysis, new categories will emerge. These writers state that "we 

do not want to be so steeped in the literature as to be constrained and even 



stifled in terms of creative efforts by our knowledge of it" {p. 50). The purpose 

of grounded theory is discovery, therefore, after a category bas emerged as 

pertinent, the technical literature may be used to determine if the category is 

there, and if so, what other researchers have said about the category. 
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Technical literature has various uses in grounded theory research. Strauss 

and Corbin ( 1990) list the following five uses of literature: 

(a) The literature may be used to stimulate theoretical sensitivity by 

providing concepts and relationships that may be compared to those that emerge 

from the actual data. The concepts and relationships that are repeated over and 

over again in the literature may appear to be significant and may be used in the 

field to look for evidence of whether or not they apply to the situation under 

study, and, if so, what form they take in the study. Descriptive material from the 

literature can also be used to enhance theoretical sensitivity as the writings often 

give accurate descriptions of reality with few interpretations. Knowledge of the 

descriptive material may be used to sensitize the researcher as to what to look for 

in the data and to generate questions that may be asked of the participants. 

However, it is important for the researcher to find evidence in the data and to 

delineate the evidence that appears in the study. 

(b) Quoted materials from interviews and fieldnotes that are included in 

research publications can be used as secondary sources of data. Descriptive 

materials concerning events, actions, setting, and participant perspectives can be 

used as data and analyzed using qualitative methods. 
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(c) Literature may be used to stimulate questions to ask participants or to 

guide initial observations. Although questions may change after the first 

interviews or observations, the initial list of questions may be used to assist in the 

start of the research and to satisfy requests by human subject committees 

regarding the research intent 

(d) Literature may be used to direct theoretical sampling. The literature 

is a source of ideas about uncovering phenomena important to the development 

of the theory. Similar or different situations from those being studied may be 

reviewed which enable the researcher to add variation to the study. 

(e) When reporting the findings of the study, literature may be used as 

supplementary validation of the accuracy of the findings or as a means to point 

out differences between published literature and the findings from the study. 

Published literature is not used to find validation for everything found in the 

research study as "this would hinder progress and stifle creativity" (p. 53). 

The use of literature before a research study has begun will allow the 

researcher to be sensitive and knowledgeable about the study (Patton, 1990; 

Strauss & Corbin, 1990). During the study itself, the literature can contribute to 

advancing the study as an interplay between reading literature and data analysis 

(Marshall & Rossman, 1989; Strauss & Corbin, 1990). Although published 

materials were read during all phases of the research, the categories and 

relationships generated from the study were examined through rigorous data 

analysis. 
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Chapter II provided a review of the pertinent literature related to the 

proposed study. The literature allowed the researcher to become sensitive and 

knowledgeable about the study. In addition, the pilot study provided primary 

data for analysis. The two phases of the pilot study were utilized to propose and 

test the conceptualizations for a theory of school counselor identity development 

The next phase of the qualitative study employed a naturalistic inquiry of the 

conflicts and the process of conflict decisions encountered by professional school 

counselors when interacting with other professionals in the school. A purposeful 

sample (n=6) of full-time school counselors in Guilford County Schools (North 

Carolina) were selected to provide the potential for revealing discrete 

orientations. Data collection consisted of participant interviews. questionnaires, 

and observations. Qualitative methods for data analysis consisted of rigorous 

coding procedures to refine the emerging theory of professional school counselor 

identity development 

Data Analysis 

Data analysis followed the procedures set out by Strauss and Corbin ( 1990) 

and progressed through the stages of open, axial, and selective coding. Open 

coding identified and developed concepts in terms of their properties and 

dimensions. Axial coding put the data back together in new ways by making 

connections between a category and its sub-categories to develop several main 

categories. Finally, selective coding integrated the categories to form a grounded 

theory. 
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The qualitative methods permitted the researcher to study issues in depth 

and detail. Following procedures established by Strauss and Corbin (1990), the 

data collection was not constrained by predetermined categories of analysis, 

rather a wealth of detailed data about a cogent number of individuals and sets 

were produced Further, the use of purposeful sampling was used to generate 

information rich cases that illustrated the question under study and elucidated 

variation as well as significant common patterns within that variation. 

Open Codin& 

According to Strauss and Corbin (1990), open coding is that part of the 

data analysis that pertains specifically to the naming and categorizing of 

phenomena through close examination of the data. These writers stress that, as a 

first analytic step, open coding is critical to the completion of a qualitative study. 

Further, these writers state that during open coding "the data are broken into 

discrete parts, closely examined, compared for similarities and differences, and 

questions are asked about the phenomena" {p. 62). These procedures give the 

concepts in grounded theory precision and specificity. Open coding procedures 

are used to reach the goals of conceptualizing and categorizing data. 

Conceptualizing the data was the first step in the process that involved 

taking apart an observation, a sentence, or a paragraph and giving each discrete 

incident, idea, or event a name that represented a phenomenon. The conceptual 

labels, or code words, were grouped around a particular phenomenon in the data 

to reduce the number of units with which to work. 
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From phase one of the pilot study, the data from the interview were 

conceptualized and generated 143 code words which were recorded in a code 

word notebook Each code word was cross-referenced with word/s from the 

interview and alphabetized for ease of review. The following is an example from 

the code word book: 

CODE WORD 
quandary 
query 
reflect 
regulated homebase 
relay /relaying information 

DATA 
what do you do? what then? 
ask, want to know 
how does that look? step back 
restrictions 
communication, communicate, say 

The process of grouping concepts is called categorizing. The phenomenon 

represented by a category is given a conceptual name that is related logically to 

the data it represents and is a graphic referent The purpose of the name is so 

"you can remember it, think about it, and most of all begin to develop it 

analytically" (Strauss & Corbin, 1990, p. 68). 

CATEGORY 
student advocate 

regulated homebase 

CODE WORDS 
constructive services, consumer 
essentials, consumer requirements, 
ecologically, fulfilled request, insightful 
empathy, internalize, systems assessment 

administrative task/s, building manager, 
distinguished, duration constricted, 
inculpable, initially, knowledge brokers, 
maneuver, merchandise, multiple publics, 
novice, opinions, order, packaging, 
perform, present, structural appraisal, 
structural guidelines 
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There are several ways of approaching the open coding process, Strauss 

and Corbin ( 1990) list three approaches. One approach is a line-by-line analysis 

that involves the close examination of each line, phrase, and word This is the 

most detailed type of analysis but is also the most generative which is useful at 

the outset of a study to learn the coding procedure. 

The initial open coding of the interview from phase one of the pilot study 

was a line-by-line analysis. The code words were written in the wide right-hand 

margin of the interview transcription. The code words were modified or deleted 

depending on subsequent reviews of the data In the analysis of the interview 

from phase one of the pilot study, for example, the line-by-line open coding 

procedures resulted in the following: 

somewhat So, I always 45 
try to be real conscientious 

about being sure there was a balance 46 
of services being 

provided, and that the services being 47 
provided met the 

needs of the students whatever those 48 
needs were. 

personal responsibility, 
assaying, dutiful 

personal responsibility, 
congruency, delivering 

merchandise, 
satisfying consumers 

consumer requirements 

A second approach to open coding is to search for the major idea in each 

sentence or paragraph. This approach is useful when several categories have 

already been defined and the intent is to code around those categories. This 

approach was applied to the transcription from phase one as a subsequent review 
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of the data to modify or delete categories. The following is an example of a 

paragraph analysis: 

LINES 93-110 
... There are lots of great things that 
school counselors can do. But if it's 
not what's needed by the student 
than it's not going to be very 
effective. For examples, if you can 
do a great classroom guidance unit 
on decision making. .. but if you have 
students who parents do not allow 
them to make any decisions at 
all. .. who are very restrictive with 
their students particularly with 
adolescents ... then that's not going to 
be a very effective program for 
them. What really might be needed 
by those students are ways to 
communicate with parents and ways 
to negotiate. You can't work under 
the assumption that every kid in your 
school is going to be at the same 
developmental level and be really 
effective. You have to be ... with 
individuals you have to really know 
what's going on with them and tailor 
what you're doing to meet their 
individual needs. .. to be effective. 

In this paragraph, the school 
counselor seems to be talking 
about developing insightful 
empathy (concept) and 
recognizing the essentials 
(concept) of multi-faceted growth 
(concept) to provide constructive 
services (concept) to primary 
consumers and to be aware of the 
opinions (concept) of restraining 
(concept) stewards (concept). 

A third way of approaching open coding is to take an entire document, 

observation, or interview and ask: "What seems to be going on here? What 

makes this document the same or different from the previous one that I coded?" 

(Strauss & Corbin, 1990, p. 73). The researcher can then return to the data and 

specifically analyze those similarities or differences. The data collected from 



each interview in phase two of the pilot study were analyzed as an entire 

interview. An example from phase two of coding an entire interview is 

WHAT IS GOING ON IN THIS INTERVIEW? HOW IS THIS 
SIMILAR/DIFFERENT FROM OTHERS THAT HAVE BEEN 
CODED? 
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identity depended on principals either as "civil servants" [STUDENT 
ADVOCATE] or as "under principal jurisdiction" [ADMINISTRATIVE 
TASK/S; STRUCTURAL]; sees political side of the school system; doesn't 
wait for permission, give apologies (if needed) later; if top (principal) 
doesn't understand role as school counselor there are difficulties such as 
additional duties, whom the counselor reports to; all documents and I or 
activities must be approved by the principal; counselor does what is 
necessary such as referrals, immediate action and used professional 
judgment; following procedures takes a long time and some instances can't 
wait; "I don't always have time for administration requests, my counseling 
takes priority;" keep a timetable to show how time is spent, keeps staff 
informed of services and activities; key to success is being assertive and 
adaptive, having a sense of what you are about, and knowing who you are 
in the inside 

Finally, categories and concepts from the open coding process are written 

as code notes which are a type of memo (Strauss & Corbin, 1990). Memos are 

written and coding paradigms are created to ask questions and make comparisons 

about the data. For example, the line-by-line open coding of the data from phase 

one was written as the following memo: 

The school counselor, not someone else, in every case, not once in a while, 
assaying dutifully the responsibility in delivering the merchandise to 
consumers which they select from. The school counselor has the power or 
control over and feels responsible for a congruency in what is offered 
whether the consumers choose to use what is offered or not 
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Theoretical Sensitivity 

To discover theory in data, theoretical sensitivity opens up the thinking 

about the phenomenon being studied. The use of questions (ie., who? when? 

where? what? how? how much? why?) during open coding will move the analysis 

from the descriptive to the theoretical. Adhering to the procedures set by Strauss 

and Corbin ( 1990), further questioning will include temporal questions 

(ie., frequency, duration, rate, timing), and spatial/technological questions 

(ie., how much space? how much equipment? what skills or technology?). An 

example from the pilot study of theoretical sensitivity looking at the concept of 

"responsibility" would be 

(1) Who is responsible? Is it always one school counselor or is 
someone else responsible? What about the students being responsible? 
The principal? Teachers? Anyone else? 

(2) What is responsibility? What other ways describe responsibility? 
What other terms describe responsibility? 

(3) How is being responsible experienced or handled? How does one 
know he/she is responsible? Do all school counselors handle responsibility 
in the same way? How do others become responsible? How is 
responsibility handled in other situations? 

(4) When does responsibility occur? When do school counselors take 
responsibility? When is it appropriate to take responsibility? When is 
responsibility more important? 

(5) Why is responsibility important? Why does responsibility take 
place? If the school counselor doesn't take the responsibility, what 
happens? How do others view the school counselor's responsibility? 

Temporal Questions 

-
(6) How often should taking responsibility occur? 
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(7) How long should the school counselor feel responsible? 

(8) How quickly or slowly does responsibility occur? 

(9) What is the time of responsibility? 

Spatiai/Technolo~cal Questions 

(10) How much space and/or equipment does responsibility take? 

(11) What skills or technology are required for being responsible? 

Axial Codin& 

Strauss and Corbin (1990) continue with the qualitative coding procedures 

to a phase referred to as axial coding. Whereas open coding fractures the data, 

axial coding will put the data back together in new ways by making connections 

between a category and its sub-categories to develop several main categories 

beyond properties and dimensions. The writers refer to a coding paradigm model 

that will link subcategories to a category in a set of relationships denoting causal 

conditions, phenomena, contexts, intervening conditions, action /interactional 

strategies, and consequences. This paradigmic model provides the analysis with 

density (ie., depth of understanding) and precision. An example of axial coding 

from the pilot study that made connections between the category of "responsible 

student advocate" and its subcategories resulted in the following: 

RESPONSIBLE STUDENT ADVOCATE: INTERVIEW LINES 93-110 

Causal condition 
student needs 

Phenomenon 
responsible student advocate 
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Properties of student needs 
adolescents 

Specific dimensions of responsible 

developmental level 
individual 
individual 

Responsible student advocate context 

student advocate 
duration continuous 
frequency often 
location school 

Under conditions where student advocate is: 
continuous, often, and in the school, then 

lntervenin~ conditions 
in the classroom 
parents 
outside school 

Action /Interaction strate~es for responsible student advocate 
provide services 
talk with parents 
provide alternate services 

Consequences for school counselors. for students, for parents 

infrequent 
never 
open 

school counselor identifies with role of responsible student advocate 
school counselor does not identify with role of responsible student 
advocate 

Axial coding puts the data back together again through a coding paradigm 

model In this example of axial coding, the relationships to "responsible student 

advocate" become 

The condition of student needs as adolescents, developmental level, and 
individual in a context that is continuous, often, and in the school with 
intervening conditions such as in the classroom, with parents, outside of 
school where the action and interaction strategies are to provide services, 
talk with parents, and I or provide alternate services will result in 
consequences for school counselors, for students, and for parents that the 
school counselor either does or does not identify with the role of 
"responsible student advocate. n 
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Selective Codin& 

At this poin~ the task is to integrate the categories and form a grounded 

theory. Strauss and Corbin (1990) call this step selective coding and see this as 

moving from the creation of the list of concepts to producing a theory. The 

process of selective coding involves the following steps: (a) explicating the story 

line, (b) relating subsidiary categories around the core category by means of the 

paradigm, (c) relating categories at the dimensional level, (d) validating those 

relationships against data, and (e) filling in categories that may need further 

refinement and/or development (Strauss & Corbin, 1990). 

The pilot study, when submitted to selective coding, involved the following 

steps to arrive at the primary issue, namely transforming into a professional 

school counselor: 

INTEGRATION BEGINS WITH IDENTIFYING THE STORY 
The main story seems to be about how school counselors develop their 
identity with the profession. The individual in the role of school counselor 
will function according to a job description provided by the school or 
system. The establishment of the individual in the role as a novice school 
counselor follows a structural orientation that has been provided either by 
the graduate training experience or by demands from the school or by a 
combination of training and demands. This initial orientation to the 
profession will either be sustained or will be transformed as needs unique 
to the setting are identified The self-conceptualization seems to be the 
primary force motivating the school counselor toward a professional 
identity. The school counselor will encounter numerous challenges to 
his/her self-conceptualization. Challenges may come from students, 
teachers, principals, or other publics. The school counselor is responsible 
for these challenges and will respond by (a) avoiding the challenge, 
(b) restructuring or partitioning the challenge, or (c) facing the challenge. 
The perception of the role by the school counselor is influenced by and 
will influence others in the interactions and the development of the 



professional identity. The school counselor will do what she /he thinks 
should be done. 

EXPLICATING THE STORY LINE ANALYTICALLY AS THE 
CENTRAL PHENOMENON 
Transforming into a Professional School Counselor 
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DEVELOP THE CORE CATEGORY IN TERMS OF ITS PROPERTIES 
AND DIMENSIONAL RANGE 
prapenies 
self -conceptualization 
challenges 
perceptions 
responsible 

dimensions 
sustained 
avoided 
is influenced by 
is 

transformed 
engaged 
will influence others 
is not 

ORDERING CATEGORIES SEQUENTIALLY IN AN ANALYTIC 
DIAGRAM 
self-conceptualization + challenges + perceptions +responsible-> 
leads to the transformation· into a professional school counselor 

how transformation is carried out: 
management of conflicts as challenges: administrative duties + 
professional issues + professional judgment -> leads to strategies for 
self-conceptualization-> which results in professional transformation 

VALIDATING THE RELATIONSHIPS BY WRITING A 
HypOTHETICAL STATEMENT REGARPING RELATIONSHIPS 
AMONG THE CATEGORIES 
Under conditions of self-conceptualization moderated by challenges, 
perceptions, and responsibility, school counselors undergo a transformation 
by means of conflicts as challenges which deal with administrative duties, 
professional issues, and professional judgment which leads to strategies for 
self-conceptualization resulting in a professional transformation termed 
"professional identity development" 

The qualitative method of data analysis permitted the researcher to study 

issues in depth and detail The analysis progressed through a series of rigorous 

coding procedures (i.e., open, axial, selective) to reveal concepts and categories. 
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The procedures guided the researcher in identifying, developing, and connecting 

the categories to form a credible grounded theory. 

Credibility of Grounded Theory 

A qualitative study can be evaluated accurately only if the procedures are 

sufficiently explici~ and the research standards (ie., scientific canons) are 

appropriate to the study (Strauss & Corbin, 1990). Some qualitative researchers 

maintain that the standards or canons by which quantitative studies are judged 

are inappropriate to qualitative studies (Agar, 1986; Guba, 1981; Kirk & Miller, 

1986). Grounded theorists share a conviction that the canons of "good science" 

should be retained, "but require redefinition in order to fit the realities of 

qualitative research, and the complexities of social phenomena that we seek to 

understand" (Strauss & Corbin, 1990, p. 250). The scientific canons include 

significance, theory-observation compatibility, generalizability, consistency, 

reproducibility, precision, and verification (Gortner & Schultz, 1988). 

For example, the canon of reproducibility in quantitative studies means 

that any given study is capable of being replicated so that if the findings of the 

original study are reproduced in the succeeding studies then the findings are 

additionally credible (Strauss & Corbin, 1990). However, theory that deals with a 

social or psychological phenomenon is probably not reproducible because 

conditions cannot be exactly matched to the original study though many major 

conditions may be similar. Qualitative researchers see reproducibility in a 

different light According to Strauss and Corbin ( 1990), given the same 
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theoretical perspective of the original researcher and following the same general 

rules for data gathering and analysis in a similar set of conditions, another 

investigator should "reproduce" the same theoretical explanation about the given 

phenomenon. Should discrepancies arise, they are worked out through 

reexamination of the data and identification of the different conditions that may 

be operating in each case. 

Another example of a canon redefined for qualitative research is 

generalizability. Grounded theory is generalizable to the specific actions and 

interactions that pertain to a phenomenon and the resulting consequences. The 

more systematic and widespread the theoretical sampling, the more conditions 

and variations that will be discovered and built into the theory, therefore, the 

greater the generalizability. Variations uncovered through additional research can 

be added as amendments to the original formulation. 

There are three criteria for evaluating grounded theory (Strauss & Corbin, 

1990). First, judgments are made about the validity, reliability, and credibility of 

the data. Second, judgments are made about the adequacy of the research 

process through which the theory is generated, elaborated, or tested Third, 

judgments are made about the empirical grounding of the research findings. It is 

the adequacy of the research process and the grounding of the research findings 

that were used to evaluate the grounded theory of this study. 

Strauss and Corbin (1990, p. 253) cite seven criteria to judge the adequacy 

of the research process, namely 
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Criterion 1: How was the original sample selected? What grounds? 

Criterion 2: What major categories emerged? 

Criterion 3: What were some of the events, incidents, and actions 

that pointed to some of these major categories? 

Criterion 4: On the basis of what categories did theoretical 

sampling proceed? That is, how did theoretical formulations guide some 

of the data collection? After the theoretical sampling was done, how 

representative did these categories prove to be? 

Criterion 5: What were some of the propositions pertaining to 

conceptual relations (that is, among categories), and on what grounds were 

they formulated and tested? 

Criterion 6: Were there instances when propositions did not hold up 

against what was actually seen? How were these discrepancies accounted 

for? How did they affect the propositions? 

Criterion 7: How and why was the core category selected? Was 

this collection sudden or gradual, difficult or easy? On what grounds were 

the final analytic decisions made? 

These criteria can be used to assess the adequacy of the researcher's 

complex coding procedure. The details reported in the findings should point to 

careful and thorough tracking of indicators as well as to conscientious and 

imaginative theoretical sampling. 
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In addition, seven criteria are cited to judge the adequacy of the empirical 

grounding of the research findings, namely 

Criterion 1: Are concepts generated and what are the sources of the 

concepts? Concepts must be grounded in the data and not merely 

technical or common sense concepts. 

Criterion 2: Are the concepts systematically related? The 

systematic conceptualization through conceptual linkages must be grounded 

in the data and should be woven throughout the text of the reported 

findings. 

Criterion 3: Are there many conceptual linkages and are the 

categories well developed? Do they have conceptual density? The 

explanatory power of the theory is derived by the tight linkages in terms of 

features and density of the categories. A grounded theory should be 

tightly linked in terms of categories to their subcategories and between the 

several categories in the final integration. 

Criterion 4: Is much variation built into the theory? A grounded 

theory should be judged in terms of the range of its variations and the 

specificity with which these are spelled out in relation to the source of the 

data. 

Criterion 5: Are the broader conditions that affect the phenomenon 

under study built into the explanation? Macroscopic sources, such as 

economic conditions, social movements, trends, and cultural values, should 



be directly linked to phenomenon through their effect on 

action /interaction and to consequences. 
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Criterion 6: Has process been taken into account? Identifying and 

specifying change or movement in the form of process is an important part 

of a grounded theory. Change is described as stages or phases and also as 

fluidity or movement of action/interaction over the passage of time in 

response to prevailing conditions. Any change must be linked to the 

conditions that give rise to the change. 

Criterion 7: Do the theoretical fmdings seem significant and to 

what extent? The findings can be judged by the imagination or insight into 

what the data are reflecting. The creative interplay between the 

researcher and the data depends on four characteristics of the researcher: 

analytic ability, theoretical sensitivity, sensitivity to the subtleties of the 

action/interaction, and writing ability to convey the findings. Certainly the 

creative interplay also depends on the quality of data collected or utilized 

(Strauss & Corbin, 1990). 

The double set of criteria (ie., research process and empirical grounding) 

have a bearing on the issues of verifying the grounded theory study and of how 

the verification is to be ascertained Components of the research process should 

be clearly laid out so that the presented theory or theoretical formulations can be 

assessed in terms of degrees of plausibility. A judgment can then be made under 

what conditions the theory might fit with reality, give understanding, and be 
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useful both practically and theoretically (Strauss & Corbin, 1990). Under these 

guidelines, the adequacy of the research and the credibility of the theory can 

be judged. 

Ethical Considerations 

The credibility of the theory must also be reviewed with respect to the 

ethical considerations of the research study. Ethics in research are the principles 

of right and wrong that a particular group accepts (Bogdan & Bilden, 1992). 

Most academic specialties and professional associations (e.g., ACA, ASCA) have 

codes of ethics that set forth these rules to help sensitize members to dilemmas 

and moral issues of their specialty or association. Some codes of ethics are 

narrowly conceived to protect the professional group from attack rather than to 

set forth a moral position (Bogdan & Biklen, 1992). 

Recent guidelines of ethics in research with human subjects are dominated 

by two issues, namely informed consent and the protection of subjects from harm. 

These guidelines attempt to insure that: 

1. Subjects enter research projects voluntarily, understanding the 

nature of the study and the dangers and obligations that are involved. 

2. Subjects are not exposed to risks that are greater than the gains 

they might derive (Bogdan & Biklen, 1992). 

These guidelines are usually implemented through the use of forms that 

contain a description of the study, what will be done with the findings, and other 

pertinent information. The subject's signature on the Consent to Act as a Human 



Subject form (see Appendix C) is evidence of informed consent Most 

institutions have committees that review research proposals to insure proper 

informed consent and safety for the participants. At The University of North 

Carolina at Greensboro, the Application for the Use of Human Subjects in 

Research was filed with the Institutional Review Board 
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Although qualitative researchers have not developed a specific written 

code of ethics, ethical issues are of concern and protocols have been established 

regarding ethics in fieldwork (Bogdan & Biklen, 1992; Burgess, 1984; 

Punch, 1986). 

The general principles by which the majority of qualitative fieldworkers 

abide in their research include the following as listed by Bogdan and 

Biklen (1992): 

1. The participants' identities should be protected so that the 

information collected does not embarrass or in other ways harm them. 

Anonymity should extend to the written reporting and to the verbal 

reporting of information that has been collected through observation. The 

researcher should not relate specific information about individuals to 

others. 

2. Participants will be treated with respect and their cooperation 

will be sought in the research. Participants will be informed of the 

researcher's interests and should give permission to proceed The 
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researcher will neither lie to the participants nor record conversations on 

hidden mechanical devices. 

3. The researcher will make clear to those with whom permission is 

being negotiated to participate in the study what the terms of the 

agreement are, and the researcher will abide by this contract The 

researcher will be realistic in negotiating with potential participants by 

carrying out what has been agreed upon. 

4. The findings will be reported truthfully based on what the data 

reveal Fabricating data or distorting data "is the ultimate sin of a 

scientist" (p. 54). 

Therefore, the research study was guided by ethical considerations. The 

issues of informed consent and the protection of subjects from harm was 

addressed through (a) participants voluntarily entering the research study with an 

understanding of the nature of the study and the dangers and obligations that 

were involved, and (b) participants were not exposed to risks that were greater 

than the gains they might derive from participating in the study. The consent 

form (see Appendix C) that was signed by each participant contained a 

description of the study, what will be done with the findings, and other pertinent 

information. The ethical principles that were followed in the research study 

fieldwork included (a) protecting participants' identities, (b) treating participants 

with respec~ (c) negotiating permission with the participants and abiding by the 

contrac~ and (d) reporting truthfully what the data revealed 
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Summary 

The methodology of the research study was a qualitative design. The 

approach was concerned with building theory through the interpretation of data 

using rigorous coding procedures. The purpose of the study was to collect and 

analyze data related to the school counselors' interactions with principals as 

defining experiences in the development of a professional school counselor 

identity. The emerging grounded theory has contributed to the understanding of 

professional school counselor identity development 

Grounded theory is inductively derived from the study of the phenomenon 

it represents as it is discovered, developed, and provisionally verified through 

systematic data collection and analysis pertaining to the phenomenon (Strauss & 

Corbin, 1990). A well constructed grounded theory will meet four criteria for 

judging the applicability of theory to a phenomenon: fit, understanding, 

generality, and control (Glaser, 1978; Glaser & Strauss, 1967; Strauss & Corbin, 

1990). The grounded theory approach requires the researcher to use systematic 

techniques and procedures of analysis designed to give the process precision and 

rigor. Creativity is an essential element to theoretical formulations from the data 

as the researcher asks pertinent questions and makes comparisons that elicit new 

insights into the phenomenon. 

A pilot study was completed in two phases to explore the phenomenon and 

apply the procedures of a grounded theory approach. Phase one consisted of a 

single interview that was transcribed and analyzed using grounded theory coding 
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procedures. The analysis brought to light the conceptualizations of being a 

student advocate, intertwining of the school counseling program and the school 

counselor, and managing conflicts with various publics. The emerging 

conceptualizations were tested in phase two of the pilot study which consisted of 

three interviews using a naturalistic approach and an interview guide. The data 

analysis refined the concept of managing conflict and decision-making as 

administrative duties, professional issues, and professional judgment The data 

analysis from the pilot study generated sufficient information to propose a second 

qualitative research study to test the conceptualization that conflict decisions, 

specifically interactions with principals, may be a defining experience in the 

development of a professional school counselor identity. 

Data collection for the second study was a naturalistic inquiry consisting of 

a purposeful sample (n=6) of full-time professional school counselors selected 

from the professional staff of Guilford County Schools (North Carolina). Data 

were generated from interviews, questionnaires, and observations. The data 

analysis consisted of rigorous coding procedures that fractured the data (ie., open 

coding), connected categories (ie., axial coding), and integrated categories 

(ie., selective coding) to form a grounded theory based on the school counselors' 

professional interactions that included principals as defining experiences in the 

development of a professional school counselor identity. The resulting 

substantive theory was evaluated on the adequacy of the research process and the 

-
empirical grounding of the research findings. Throughout the study, ethical 



considerations regarding participants and data guided the researcher in both 

conducting the research and reporting the findings. 
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CHAPTER IV 

FINDINGS 
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The purpose of this study was to propose a grounded theory that would 

contribute to an understanding of the development of a school counselors' 

professional identity. The review of the literature presented in Chapter II 

explicated that people entering a profession experience change externally 

according to the requirements of the professional role and internally according to 

a subjective self-conceptualization associated with that role. The basis for the 

development of a professional identity is the internal or self-conceptualization of 

the role. It is the professional identity that serves as a frame of reference from 

which professionals carry out their professional role, make significant professional 

decisions, and develop as a professional. 

The study explored and conceptualized school counselors' professional 

interactions from a framework of conflict decisions as defining experiences. The 

proposed grounded theory has evolved from a naturalistic inquiry consisting of 

three phases of interviews. The first study, which included phases one and two, 

was completed between March of 1995 and January of 1996. The second study 

was a series of interviews with six practicing school counselors in the Guilford 

County Schools ranging in experience from one year to 29 years. The data were 

analyzed through a sequence of rigorous qualitative coding procedures as 



presented in Chapter III to develop insights, discover processes, and propose a 

theory. 
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This chapter reports the findings from the second study and is divided into 

four sections. The first section is a description of ~he participants. The second 

section describes the findings of the evolving personal perspective from each 

interview. The third section describes the major theoretical categories and the 

core category (ie., blending of influences) that were generated from the data 

The final section presents the substantive theory as a process for the blending of 

influences. 

Participants 

The second study consisted of interviews with six practicing school 

counselors. The six participants included five females and one male who 

identified their ethnic/cultural group as Caucasian/white (n=4) or African

American/black (n=2). All six counselors have a masters' degree in counseling 

and are certified by the state as school counselors. In addition to the state 

certification, three of the counselors are National Certified Counselors (ie., NCC) 

and one is a Licensed Professional Counselor (ie., LPC). The years of 

experience as a school counselor were one, two, four, nine, twenty-two, and 

twenty-nine years. The counselor with 29 years of school counseling experience 

has completed the coursework for her doctorate. Two of the participants have 

worked with only one principal while four of the participants have worked with 

two or more principals during their tenure as a school counselor. 
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Professional activities of the participants were varied Five of the 

counselors indicated they devoted one to three hours per week for professional 

reading. The other counselor indicated more than three hours per week devoted 

to professional reading. With regards to conferences and I or workshops attended 

in the previous twelve months, 50% (n=3) indicated 6-10, 33% (n=2) indicated 

1-5, and 17% (n=l) indicated more than 10. Every participant had at least one 

professional journal subscription and two counselors had 3-4 subscriptions. Only 

one counselor indicated that she had one published article. Demographic 

characteristics of the six participants are summarized in Table I. 
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Table 1 

Demo~aphic Characteristics of Participants in Study Two 

Category n % 

Gender 
Female 5 83% 
Male 1 17% 

Ethnic I cultural group 
Caucasian/white 4 67% 
African-American /black 2 33% 

Certification 
School Counselor (certified by the state) 6 100% 
National Certified Counselor (NCC) 3 50% 
Licensed Professional Counselor (LPC) 1 17% 

Experience as a school counselor 
1-2 years 2 33% 
3-5 years 1 17% 
6-10 years 1 17% 
more than 10 years 2 33% 

Number of principals counselor has worked with 
1 principal 2 33% 
2 or more principals 4 67% 

Approximate hours devoted to professional reading per week 
1-3 hours 5 83% 
more than 3 hours 1 17% 

Number of conferences/workshops attended in previous 12 months 
1-5 2 33% 
6-10 3 50% 
more than 10 1 17% 

Number of professional journal subscriptions 
1-2 4 67% 
3-4 2 33% 

Number of published books or articles 
0 5 83% 
1 l 17% 
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Summary of the Interview Analyses 

The research completed in the second study consisted of six interviews 

with practicing school counselors. The findings are reported in the same order in 

which the interviews were completed Within each interview analysis, underlining 

is used to highlight the first usage of code words and phrases. A code number 

has been assigned to each interview to maintain anonymity of the participants. 

Phase 3, Interview I (P301) 

The participant was a white female with four years of school counseling 

experience at the same school She was the only school counselor for an 

elementary arts magnet program, and she has worked with two principals during 

her tenure. A fieldnote captured the school atmosphere as "children laughing, 

music playing, artwork displayed in the hallways, and a group of individuals 

working on sculptures in the courtyard" 

The researcher was met in the school office by the school counselor. She 

immediately came forward to shake hands and offer a warm "good morning." She 

led the way to her office that was located in another part of the school among the 

classrooms. As we entered her office, the counselor paused to flip a placard that 

hangs on her door from the side stating "the counselor is in" to the side that states 

"please do not disturb." A fieldnote described the setting as follows: 

The counselor's office reflects a children theme (e.g., material for curtains, 
colors) with many counseling resources (e.g., toys, games, books). A sense 
of order in the storage of the items was evident and the materials were 
readily accessible. The counselor's desk and two "guest" chairs were 
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arranged on an area rug. The room was lit by a table lamp and the 
indirect light emanating from the hallway through glass windows along the 
top of one wall There was music from a radio station playing softly in the 
background which [the counselor) turned off before the interview began. 
She i jo checked to see that the answering machine was turned on 
indicating "that way we won't be disturbed" 

There was a sense of order to the office area, and the room arrangement 

would serve a variety of purposes (e.g., groups, conferences, counseling). The 

lighting from a table lamp and natural light through the windows provided a 

softness to the room. The researcher continued in a fieldnote 

I chose to sit in the nearest guest chair which I found to be very 
comfortable. [The counselor] immediately produced the two forms 
[ie., consent, participant questionnaire} that she had completed I have the 
feeling she is a very organized individual She appeared excited to get 
started which was reflected in her statements, "I've really been looking 
forward to this. I've wondered what this will be like." The tape recorder 
was turned on, and the interview began. 

The interview began with the question "what factors determine your school 

counseling program?" An analysis of the interview transcription produced a 

category identified as franchise structurin~ (ie., determining the school counseling 

program) that consisted of the service provider (ie., school counselor) involved in 

a blendin~ of influences (ie., judgments) through an evolvin~ (ie., changing) 

franchise structure. 

Overall, I guess, I really do try to take a look at the population that I'm 
working with. .. the families, the teachers, and the administration all have 
different ideas about what my role is here. So, I try to find something that 
is common between all of those and tie it all together, and it's really a big 



job a lot of the time, because they all have different needs, and they all 
see me as being able to fit into a lot of different roles. 
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But I think every year is a little different I just keep learning more about 
different areas. 

Further, the structural position of the service provider (i.e., role of the 

school counselor) includes a structural position explanation (i.e., job description) 

that was written by the system mana&er (i.e., central administration supervisor) to 

be used by the homebase (i.e., particular school) in the school system The 

structural position explanation was personified by the school counselor through 

jud&ments (i.e., decisions) made regarding the structure of the school counseling 

program. This personification emerged during the two stages of the first study 

and was identified as the intertwinin& of the counselor and the program. From 

this interview, the category of franchise structuring has a property of an 

intertwining of the counselor and the multiple publics (i.e., principal, teachers, 

students) who are a part of the school 

Some days I feel like I spend so much time here and work with so many 
families. .. but sometimes it's hard to separate my life from their life .. .like 
this is my life, like my life is their life except for when I go home at night 

It's not just my job. I mean this is a big part of my life. 

I don't feel that I work for Guilford County Schools at all I feel like I 
work for this school, and, that if I were moved to another school, that I 
would be a different person ... the school makes who you are in a way, and 
that you just kind of bond with that, with that building, and with that 
faculty, and that you become part of that [school]. 
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During the discussion about the school counseling program, the school 

counselor's experience emerged as a dimension of franchise structuring 

(i.e., school counseling program decisions), and school counseling experience was 

associated with judgments made in relation to franchise structuring decisions. 

Judgments made during the participant's novice year (i.e., first year) were 

tempered by an expressed concern for employment peril (i.e., job security) with 

subsequent years focused on being responsible (i.e., accountable) and lilia.nt 

(i.e., flexible) to the needs of multiple publics (i.e., students, teachers, principal). 

I think before what kept me from doing it [structuring the program I was 
just being afraid that it wouldn't be accepted, and that maybe my job 
would just kind of fizzle out, or that they would find somebody else to do 
more of what the teachers thought But I really do get the sense now, the 
longer I'm here, that's what the teachers want At first I guess I was just 
more trying to go along with what I was told counselors do and seeing 
what other counselors in the county were doing. 

I'm trying to be as flexible as I can be and still have some kind of 
schedule. 

Throughout the interview, the participant described numerous instances of 

dealing with others that were categorized as mana~m~ interactions. Many of the 

interactions resulted in a hindrance (i.e., frustration) or an inflamed (i.e., "burned 

me up") reaction from the counselor. For instance, time restrictions, multiple 

masters, and limited finances are hindrances as expressed in the following: 

A lot of [what I can dol has to do with how much time I have. There are 
so many things that I would really want to do, but it's hard not having an 
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assistant. and it's hard not having a secretary that I can use because there 
is so much paperwork involved And all that is on my shoulders. 

I just have to drop whatever rm doing and come back to it later on. So, a 
lot of times I'm pulled, and I don't even know that I'm going to be pulled 
away from [my counseling). That's just part of the job that's not going to 
get any better. 

A budget . .it's really hard It's how much can I put into [the counseling 
program) on my own financially ... I have spent about as much as I could 
spend of my own trying to get special things going. 

Another significant hindrance for the school counselor was categorized as 

rejoinder (ie., feedback, response) or the lack of feedback. In particular, the 

counselor expressed her perception that there was a lack of appreciation for the 

services she has provided to the school 

It would be nice if [the director of school counseling] would even 
acknowledge what I'm doing. . .it's just like there's no acknowledgment It's 
just difficult 

So, it's not like I'm doing it for recognition, it's nice, but I wish that 
somebody would recognize that this is happening, not so much that rm 
doing it but that it's happening, and there's good things going on and it's 
not [that) the counselors are just doing paperwork, or stuff like that 

And with my other principal there was [feedback], and he would add to it 
That was the best thing about it He would go, 'that's great. can we also 
do this, or next year could we add to this, or could I get involved with it?' 

The counselor used comparisons between the two principals she has 

worked with during her tenure (ie., length of service) at the same school when 

discussing her interactions with principals as defining experiences. Her 
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comparison of interactions with each of these principals illuminated the linking of 

hindrance to managing interactions. 

[I've worked with) two principals and they're very different .. they were just 
so different from each other. Their leadership styles were totally different, 
and that has been probably the most frustrating thing for me is to have to 
change from somebody that I felt was very interested and motivated and 
could motivate other people to somebody that needs to be motivated, and 
that's been the most difficult thing to get used to. 

In a situation with her current principal, the counselor was inflamed by the 

principal's lack of understanding of her counseling qualification. This situation 

arose when the counselor had recommended referring a student to a mental 

health agency for counseling because of the student's need for intense therapy. 

In a conference with the student's father, the principal said, "we're not qualified 

to do what this child needs." The counselor responded with 

We are qualified I just can't do therapy [on a long term basis with severe 
cases] at school I don't have the time to do everything. I'm more than 
qualified and that just burned me up. 

A significant hindrance for the school counselor was a category named 

professional differential This category was the perception of the principal that 

there was a difference among counselors (e.g., mental health, private practice) 

and that school counselors are not held in the same professional esteem. 

I think he really does believe that I'm competent and that I know what I'm 
doing, but he doesn't place the same value 011. the counselor at the school 
as the counselor at mental health or the counselor in private practice. 
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As managing interactions was linked to professional differential, 

professional differential was linked to being professionally abused. This link was 

created by the counselor's experience with irate parents. In particular, a situation 

when "this parent just cussed us out, screamed at us, hung up on us, went and 

filed complaints against us, came to school, and really was just so nasty." The 

counselor, however, was adamant in being professional and indicated to her 

principal 

I will tell you now that I will go in, and I will be professional, but if she 
starts acting like she did, I'm going to get up and leave because there is a 
limit to what I can listen to and to what you can expect me to listen to. 

Being professionally abused was linked to professional differential as 

parents "can demand that their needs be met immediately, and they can do that in 

any way that they want to" because "we're going to have to just sit there and take 

it" The counselor had discussed this particular situation with friends who are in 

other careers. Their reactions to the situation were "What? And you sat there, 

and you had to listen to that?" 

These interactions may become either obstructions (ie., barriers) or 

challen&es to the school counselor. When the school counselor spoke of 

interactions as challen~n& (ie., difficult choices), her responses to managing 

interactions indicated a jud&ment process (ie., decision process). The judgment 

process was a combination of time constraints, program requirements, student 



needs, and counselor energy. When making judgments about franchise 

structuring, the counselor sees it as 

It's just a matter of how much time do I have left to plan this and to 
implement it and do everything. .. and that's on a daily basis, too. 
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I have not felt that [weekly classroom guidance is] an option for me at this 
school because I'm needed so much individually and so much one-on-one 
with students and with parents and then small groups that I feel like that's 
our school 

The judgment process was a recognition of the counselor's realm of 

services. The judgment process was tied to the relayin~ of information to various 

publics. 

I've gotten a little bit more comfortable with saying this is within my 
realm, and this is not what I'm here for and there's somebody else. 

It's really important to me what the teachers want from me, but it's even 
more important for me to be able to tell them what I can offer them. .. 
there is a limit to what I can do for them, but I can hook them up with 
somebody else. 

I know my job is not as clear cut, but, to me, it ought to be mental health 
issues, and social issues, and family issues. English as a second language is 
not a counseling issue. I've tried to get as much of that across, and I've 
gotten better at doing that and not feeling bad 

I have gotten more to the point of doing what I think is the best, and not 
really worrying about what's going on with the county. 

The concepts generated from this interview were grounded in a description 

of the interactions when making judgments (ie., decisions) for franchise 

structuring (i.e., determining the school counseling program). The category of 
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professional conflict decisions that emerged from phases one and two of the first 

study was refined as the judgment process when dealing with challen~n~ 

professional interactions. A variety of concepts were related to this category, 

namely intertwining, hindrances, obstructions, and relaying information. The 

concept of intertwining of the counselor and program from the first study evolved 

into the intertwining of the counselor and the school The concept of hindrances 

was comprised of numerous sub-categories (ie., rejoinder, professional 

differential, professionally abused) with hindrances linked to managing 

interactions that may become either challenges or obstructions. Challenging 

interactions were those identified by the counselor as situations where a judgment 

process was utilized The common thread throughout the category was relaying 

information whether the judgment process was utilized or not 

The evolving personal perspective (ie., self-conceptualization) that 

reflected the development of one's professional identity as a school counselor was 

seen as the relationship among concepts. Based on the rigorous coding 

procedures described in Chapter III, the researcher suggested the following 

proposition to show how the concepts were related: 

The self-conceptualization as a service provider is an evolving personal 
perspective. At the onset of the structural position as a novice service 
provider, the individual lacks insight and is assaying to fulfill the structural 
position requirements. Through duration in the structural position, the 
service provider acquires experience that develops an insightful empathy 
and a personal perspective. The intertwining of the service provider with 
the homebase is related to the duration of seryice with characteristics of 
personal attachment, personal responsibility, and personal internalization. 
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The personal perspective of the service provider is used to design 
strategies and to manage interactions with multiple publics. In managing 
interactions, the service provider encounters hindrances which may result 
in a state of non-ease. Some interactions are identified by the service 
provider as challenges whereby a judgment process is utilized that may 
result in a plan of action to safeguard the personal perspective. Other 
interactions are identified as barriers that also may be reflected in the 
evolving personal perspective. 

The judgment process to manage interactions is based on a personal 
perspective to relay information and maneuver challenges. The judgment 
process may be an indicator of an evolving self-conceptualization. 

So, the story from this first interview seems to be about an evolving 

professional perspective. The experiences of the service provider (ie., school 

counselor) in managing interactions with various publics (ie., principal, teacher, 

parents) utilized a judgment process (ie., decisions) that falls along a continuum 

from being complacent to being vigilant Intervening conditions for responding to 

multiple masters (ie., student needs, service requests) included multiple demands, 

time constriction, accountability, finances, school policy, professional differential, 

and a need for feedback The service provider may respond by becoming 

frustrated, inflamed, and I or challenged. From this counselor's story, the process 

reflected an evolving professional perspective. 

Phase 3. Interview 2 (P302) 

The participant was an African-American female with two years 

experience as a middle school counselor. During those two years she had worked 

with the same principal Prior to becoming certified as a school counselor, she 

had spent twelve years in education and "worked with numerous principals." She 
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was one of two counselors providing services in a suburban middle school The 

counselor's office was located on the second floor of the school and was literally 

over the principal's office. The "guidance" departmental offices consisted of a 

reception area and two counselor's offices. The reception area was crowded with 

furniture (ie., large work table surrounded by five chairs, a sofa, and secretarial 

office furniture in the far comer) and was brightly lit with overhead fluorescent 

lighting. The researcher's reflective responses to the departmental office area 

were that "the reception area was crowded and confining" and "the counselor's 

office had lots of space and was very calm." In contrast to the reception area, the 

counselor's office had an open floor area and was softly lit by a table lamp. As 

recorded in a fieldnote 

[The counselor's] office is softly lit with a table lamp (ie., the overhead 
fluorescent light is not on). There is a dried flower wreath on the wall 
along with posters depicting adolescent concerns (e.g., AIDS, getting along 
with others). There is a large, over-stuffed pink chair in one corner of the 
office along with two other "school" chairs. One long, narrow window at 
the side of the office desk adds to the soft lighting, and there is a plant 
hanging from the ceiling that covers the upper third of the window. There 
is a sense of openness in the office as the floor space is uncluttered. The 
office desk is heaped with paperwork, and the phone sits on top of a stack 
of files. During the interview, the counselor positions herself with her 
back to the desk and facing the researcher. 

A reflective fieldnote provided a subjective view of the imminent 

interview for the researcher. The fieldnote stated 

I was immediately drawn to the plump pink chair that seemed to say, "sit 
on me." It was a very comfortable chair. [The counselor) was smiling and 
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saying, "I've been looking forward to this. .. should be interesting." I was 
also drawn to [the counselor) as she exudes warmth, care, and calm as an 
individual I was put at ease and I, too, was "looking forward to this." 

In responding to the initial question about franchise structurin& 

(ie., determining the school counseling program), the participant described what 

was coded as consumer maintenance (ie., services provided to students). The 

structural pidelines (ie., training) were cited first followed by a description of 

the counselor's personal perspective of those guidelines in her current setting. 

When I got into school counseling, of course, the book knowledge says that 
your surroundings, the type of children, the staff that's there, the 
community and that kind of thing. And I found that to be very much the 
truth since I've been here. I've found that the programs that I would love 
to do or be a part of have given way to more things in the area of 
maintaining a kid .. a lot more in the way of emotional help . 

... a lot depends on the kinds of kids that you're serving. A lot depends on 
what your goals are, or what [you are I supposed to achieve according to 
stated standards, and your overall philosophy of counseling. 

Within her comments describing franchise structuring, the influence of the 

buildin& mana&er (ie., principal) was highlighted "And, of course, the principal 

sets the tone as to what he wants and those programs that you put forth." The 

concept of "sets the tone" was considered significant in this interview and was 

coded as timbre. The counselor viewed the timbre at her school as 

We're held accountable for how kids achieve in school Therefore, for us, 
it's real important that achievement be of the utmost [concern]. 
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The homebase timbre (ie., tone of the school) was set by the building 

manager and was a part of the re~lated homebase (i.e., school structural 

guidelines) by which the staff, including the school counselors, were held 

accountable (i.e., responsible) for the services provided The relationship of 

timbre to accountability was seen as the category termed homebase ~uidelines. 

"We're held accountable or being held more accountable for grades." This was 

seen as defining the role of the counselor from the administrator's perspective, 

however, the counselor provided further insight into her role from a personal 

perspective. 

There's no way you can talk about [student) achievement without first 
talking about all that baggage that a kid has with him. It gets in the way 
of learning when you have a lot of problems already on your plate. It just 
gets in the way of learning, and what I feel like my role is as a counselor is 
to move things around on the plate so we can get some learning going on. 

The intertwinin~ of the personal and professional perspectives also was a 

part of the role of the school counselor. For this school counselor, the 

intertwining resulted in a perspective of being a responsible student advocate and 

was displayed as insi~htful adyocate empathy (i.e., "what's best for the student"). 

I have patience. I see that's where my role is ... I think that one of the 
greatest roles that I can do is to be an advocate and an active listener for 
[the students). 

I'm speaking from the heart. I'm speaking from the knowledge I've 
gained But the heart part supersedes ... all of that.. My decisions are based 
on what is best for that child in that particular situation along with the 
total school program. 
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It's the same thing with this office. I like soft lights, I like books, l like 
things on the wall l want kids to come in here and feel at home .. J think 
they don't get that individualized attention at home, or some adult is going 
to listen. .. And l want that kind of atmosphere. I want this office, even 
though my desk is messy, I want this office to be a reflection of who l am. 

The intertwining of the counseling services with the school program was 

developed into a category termed tonpe-and-~oove that represented both fit and 

support between counseling services and student achievement Franchise 

structuring was "generally for the benefit of optimizing the student achievement, 

of course, but also for the emotional help." 

I believe that guidance supports what's happening in these classrooms 
... Making sure that kids know themselves, and also are able to achieve. 

The school counselor was involved in decisions related to franchise 

structuring. Decisions were coded as jud~ments, and, in the case of this 

counselor, judgments involved interactions with the building manager and the 

alternate service provider (ie., the other school counselor). 

Just sitting down with your partner, I think, and just saying "what do we 
need? or what are we going to do jointly?" ... So, we do things that are 
separate ... There are some things. .. we just basically do together. 

Judgments involve confrontation (i.e., "we just battle it out"), arbitration 

(i.e., "talk about it and compromise"), and collaboration (i.e., "that's what we do 

together"). In discussing the essentials (i.e., needs) for the annual structured 

services (i.e., plan) for the counseling program, the counselors communicated 
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(ie., talk about it) their respective personal perspectives that would take into 

consideration the guidelines from the system mana~er (ie., central administration 

supervisor) as well as the homebase (ie., particular school). 

Well, the other counselor and I will sit down. Like last year, we did a 
yearly plan. This year we also did a yearly plan, and then we are asked to 
submit to our supervisor on a monthly basis things that we do. Also, we 
have our own ideas about what's needed. 

I guess because I'm the newer one here, things that have worked for my 
partner have been tried and true ... My philosophy, where I come from, may 
be different from hers, so it's good that we bounce off of each other ... We 
end up saying, "Let's do it this way this time, and next time we'll do it this 
way." 

Giving it a try and if that doesn't work, it doesn't work. We'll scrap it and 
we'll do something different next time and we'll just remember from time 
to time. But always, I think, in the back of our minds is "what's going to 
be best for the students?" 

Although the counselor has fourteen years of experience with the schools, 

only the previous two years have been spent as a school counselor. Her 

responses about interactions with principals were mixed between general opinions 

about principals (ie., "I've worked with several principals") as well as specific 

comments about her current principal. 

Some principals want you to be able to make most decisions and move on. 
I'm very grateful that I have a principal that doesn't come in here and say, 
"Well, what you are going to do with this, that, and the other." He does 
expect you to have everything in your power covered and done before you 
bring it to him. And that's when he'll say, "O.K., you've done your part, 
then let me take it up to here." 
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Comments regarding the interactions with her current principal reflected a 

mutual respect for each other as professionals. "I think I relate well with him, 

and I respect his position." This respect provided the rationale for judgments 

made and for accepting those judgments. 

He feels like you're a professional that you can go and sit down and talk 
with the parent, sit down and talk with the teachers in consultation, 
coordinate whatever program. You get it worked out. 

But ultimately he makes the decision about whatever should be going on if 
there is some problem with a kid .. That means, "you are the counselor but 
I'm taking the ultimate fall here." As he's told me in the past, "If there's 
any flak, you tell them to see me." So, we work together. I appreciate 
him letting me be a professional, and, for many things, I appreciate him 
being the "fall guy." 

And, you know, [sometimes] there's just a disappointment in the way he 
disciplines. .. but, you know, you have to make those administrative 
decisions about things. .. he has to make a decision about what's best for the 
student body. 

Just as the counselor was an advocate for the students, the principal was 

an advocate for the counselor. There was an expression of r<(joinder 

(ie., appreciation) by the principal as support for the counselor. 

As a school counselor relating to the staff and building rapport with the 
staff that [the principal] has really been the advocate for me as far as like, 
"You don't know how many people like you, and respect you, you know? 
Just continue to do ... " And I appreciate him doing things like that, so in 
that way, he's been an advocate for me. 

If there's a part of the program that he really doesn't like once you submit 
it, he'll let you know, but, generally, he's very supportive of what you do. 
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The expression of rejoinder was stated in terms of "he heard me out" 

From the counselor's statements, the building manager was an administrator who 

extended this regard to multiple publics (e.g., counselors, parents, teachers). 

Even in a conference with a parent, he gives way to everybody to be able 
to say what they need to say, and, of course, I am included in that 

Judgments made by the service provider (ie., counselor) were guided by a 

similar re~:ard (ie., to listen). 

People make such rash decisions about everything rather than look at the 
whole picture. Now, I don't have a whole lot of time like I would like to 
really investigate some things. but I try to with anybody that I deal with. I 
try to hear people out, and then make the decision. 

As the interview moved into closure, an insightful metaphor emerged from 

the counselor's comments stated as "up under the mask." 

Making sure that we go up under the mask that many, many kids have. 
The mask that many adults or teachers have ... once they sit down and just 
start talking and they let me up under the mask, I see why ... And that 
comes with time ... actually putting some time in. 

So, the story seemed to be about the evolving professional perspective that 

became the service provider's personal guidelines that are illuminated by 

judgments made when interacting with multiple publics. The service provider 

structured a consumer maintenance franchise to fit and support the homebase 

guidelines. To understand the conceptualization of being a responsible student 



138 

advocate, one must get "up under the mask" and listen to the examples of 

confrontation, arbitration, and collaboration utilized by the counselor that are 

guided by an insightful advocate empathy. The resulting professional perspective 

seemed to be the intertwining of structural and personal perspectives into 

personal guidelines that "come from the heart" 

Phase 3. Interview 3 (P303) 

The participant was a white female who has worked in three different 

school systems as a school counselor. In her current middle school setting, she 

has worked with seven different principals and five different assistant principals. 

The counselor was one of two participants in the study with more than ten years 

of school counseling experience. In addition to her years of experience, the 

participant has completed the course work for her doctorate but has not 

completed a research study and dissertation. 

The office area consisted of two counselor offices and a reception area 

that was occupied by a secretary and various pieces of furniture. Upon entering 

the reception area, there was a large work table with metal chairs, and, at the 

back of the reception area, there was a secretarial work station. Inside the door 

was a bookcase filled with reference materials for students and beside the 

bookcase was a large sofa. At the back of the reception area were two doors that 

led to individual counselor's offices. 

The counselor's office was illuminated by the overhead fluorescent 

lighting. There was one narrow window set into the far wall that was partially 
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covered by a filing cabinet The counselor's desk and chair were next to the 

filing cabinet There were various inspirational posters taped to the walls. Citing 

from a fieldnote 

The furniture surfaces including the counselor's desk are cluttered with 
papers and books. There does not appear to be any order to the clutter. 
There are two chairs, in addition to the counselor's swivel chair, which 
include a wooden ladder-back student chair and a sitting chair with velvet
flocked upholstery covering the back and seat 

As I followed [the counselor] into her office, she pulled the sitting chair 
out for me and then suggested I use the student chair for the tape 
recorder. [She] grasped the arms of the swivel chair so that she could 
lower herself into the chair. She turned to her desk to collect the two 
forms (ie., consent form and participant questionnaire) which she 
extended to me. 

The first impression of the counselor was "disheveled and labored" A 

fieldnote provided insight 

Her hair probably had not been combed since morning, her support hose 
had fallen down around her ankles, and she moved with great effort I 
could hear her heavy breathing probably from the excess weight she 
carries though maybe there is a respiratory problem. 

The impression of the office "also was disheveled and labored ... with papers 

and books everywhere that were neither stacked nor ordered in any apparent 

way." The researcher was surprised when the counselor had the two interview 

forms "ready and conveniently located on the top of a stack of papers in the 

middle of the desk." The fieldnote continued 
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She had indicated for me to sit in the velvet-flocked chair. It seemed so 
out of place in this office but, once I sat down, I was comfortable. She 
provided another chair for the tape recorder to sit on, and I sensed her 
interest in the interview as she asked "Now, what exactly are you doing 
with this research? You know, I completed all the course work for my 
doctorate. You're interviewing school counselors?" Which launched me 
into my interview protocoL 

The lead question for the interview was "what factors determine the school 

counseling program?" In the context of this study, the concept of determining the 

school counseling program was seen as franchise structurin&- The participant's 

initial response to the question was related to her past experiences. 

When I came here 15 years ago, I had a wide experience. I had been a 
counselor .. .I bad directed the Upward Bound project, and I had finished 
my course work for my doctorate ... So, I had a lot of experience. I worked 
for the neighborhood Youth Corps. .. so, I had a real strong sense of what a 
guidance program should be. 

Her response also included the influence of the buildin2 mana2er 

(ie., principal) with regard to approval and iJumt for franchise structuring. 

We set up our own schedule and our own activities with the principal's 
approval and sometimes input from the leadership team. 

We have been able to have a good overall guidance program because [the 
principalllets us. The principals have let us develop it Once in a while 
you'll have one that tries to put a rein on you and bas a little bit different 
opinion of what you are supposed to be about Some of them are a little 
more cooperative and supportive than others. 

In speaking about her previous building managers (ie., principals), the 

participant mentioned that she had worked with seven different principals and 
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five different assistant principals. Her perception was that "we would be farther 

bad we bad some continuity in our administrators." The stress placed on a 

counselor to adjust to the frequent change in administrators was that one bad "to 

adjust to the various personalities. .. I mean, it does take a while to know them." 

When speaking about franchise structuring, the themes about building 

managers were to have independence (i.e., "free rein"), affirmation 

(i.e., approval), rejoinder (i.e., feedback}, and sustenance (i.e., support). 

The first principal here had been a counselor himself, and so he let me 
pretty much develop the program, and he knew what a good counselor 
was. 

Here we have free rein. Pretty much free rein. 

He liked what I did about going to the homes and involving the parents, 
and this kind of thing. 

She liked all the different programs that we did and involving the parents. 

I never know when he's going to give me some really nice compliment 
Like when I got the award, I got a beautiful note from him. 

[The principal] was generally supportive of counseling, and she sort of just 
let me do my own thing. 

He was supportive of me and just whatever I wanted I set up the 
guidance program at that school from scratch. When Southern Association 
came, they wrote across the (report] "outstanding guidance program." So, 
I've never forgotten that 

But, almost without exception, they have let us develop our own program. 
And I don't think that is always true. I've talked with other counselors, 
and they're doing a lot of administrative work. 
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The participant's comments about franchise structuring were an evolvin~ 

perSJ)ective that began with the inifedients (i.e., components) of her structural 

position (i.e., role) that were related to the homebase ~uidelines (i.e., school 

curriculum). 

And, of course now, Guilford County has said that we will have an 
achievement component That is one of our focuses. 

Well, I believe that since I first became a counselor, if you can get a child 
feeling good about school work, they have fewer [problems). When you're 
in a school setting, that's got to be a factor, because if a child is frustrated 
he is going to have emotional problems. So, I wish that we could have 
more impact on curriculum..J think counselors should be able to impact on 
[curriculum). 

I see the counselor as being a person that starts new programs that relates 
to the overall program in school 

It concerns me that we've lost some of the education. .. because [the 
students] don't get to see how it all connects. I think that is a little bit of 
the role of the counselor. 

But anyway, [orientation] is one thing that we do every year to make [the 
students] feel a part. And I see that as a very important guidance role. 

The counselor summarized her view of the structural position as 

I guess that all those experiences made me see that the key is to make sure 
the student knows about the resources. To be supportive and help them 
get help for their emotional concerns. To me, that is the key role, and if 
you can help a child see what's out there and offer him support, or her 
support .. I see all that as a role of the counselor to do whatever it takes to 
see that child utilize his or her potential 
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The evolving perspective has led this counselor to a "~idin2 focus," and, 

through an extensive analysis of the data, the concept of personal 2uidelines was 

revealed. For this counselor, "hooking" students with resources was the guiding 

focus. 

Making sure that these resources, the in-school resources, the parents, the 
community are hooked. That those things are pulled together to help the 
child. I see the counselor as being like a facilitator to see that happens. 
That's how I see it. 

To enable the counselor to "pull those things together," jud2ments 

(i.e., decisions) must be made. Judgments result from a blendin2 of influences. 

In this particular setting, there are two school counselors, a county-wide central 

administration supervisor, and a principal The structural influences included the 

county focus (i.e., student achievement), the school focus (i.e., assignment of the 

counselor to a grade level), and the collaboration between the two school 

counselors. 

And now, in Guilford County schools, the four year plans for eighth 
graders. 

Well, we do have like, this was decided by the principal, that we will do it 
by grade level So, I have all the eighth graders, so I can pretty much do 
eighth grade stuff. .. then sixth grade we pretty much [do together]. 

There are some things we do overall, like the Career Day we did together 
[and] the Soar to Success night The registrations, we planned that, the 
elementary registrations, and the in-house registrations, we planned that 
The big things we plan together. So, we do some things together and some 
things individually. That works out pretty go.od from that respect 
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The personal influences or perspectives were the "guiding focus" in making 

judgments. The personal perspectives included the evolving perspective from an 

array of experiences, knowing one's community for "hooking" resources, and the 

multiple publics (e.g., teachers) that comprise the homeha~s:. (i.e., particular 

school). 

When I first became a counselor, it was like 25% needed individual help, 
and now it's just the opposite. Now it's 75% need individual, and 25% 
maybe you can deal with in groups. 

I'm very big on parent involvement .. I'm also big on having community 
resources. .. so, utilizing community resources is a very important part 

I think that making [students] aware of what's out there is very important 
It's also that you provide role models with these career speakers. You can 
see the connections. 

I'd say that a counselor has to get out of the office, and go out in, you 
know, help do some community things. A lot of contact with teachers. I 
talk with them. I do it informally. 

So. the story seemed to be about the evolving professional perspective of 

the service provider as a program orchestrator who has a "guiding focus" for 

making judgments (i.e., decisions) about franchise structuring (i.e., developing the 

school counseling program). "Hooking students and resources" was seen as the 

guiding focus for this service provider. The blending of influences included both 

a structural perspective, based on structural guidelines from the building manager 

(i.e., principal) and system manager (i.e., central administration supervisor), and a 

personal perspective, based on one's experience and philosophy. Importance was 
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placed on receiving independence (ie., nfree rein"), affirmation (ie., approval), 

rejoinder (ie., feedback), and sustenance (ie., support) from the building 

manager. The "counselor as being like a facilitator" was the theme. 

To me that's advocacy. Making sure that these resources, the in-school 
resources, the parents, the community are hooked That those things are 
pulled together to help the child 

Phase 3, Interview 4 (P304) 

Interview four was with an African-American female school counselor, and 

the second participant with more than ten years of experience in school 

counseling. She has remained at the same school site during her tenure as a 

middle school counselor and has worked with two principals. The fieldnote 

described the counselor as 

... an attractive older woman who takes great care in her appearance. She 
is wearing a pastel print dress and a complementary pastel colored jacket 
Her white shoes are low-heeled Her coiffure frames her face and is 
neatly arranged Her movements are slow and deliberate conveying no 
haste in her actions. Even her speech pattern is slow and deliberate as she 
draws out her words and sentences. 

The school building was set off of a secondary road in an open area that 

was surrounded by woods. The school was formerly a part of the city school 

system that was consolidated into a county school system. The building and 

grounds were well cared for as evidenced by maintenance personnel at work as 

the researcher arrived for the appointment The researcher's fieldnote described 

the school further. 



A display case in the main lobby was filled with student artwork. The 
office consisted of a large reception area, a high counter separating the 
reception area from the secretarial area, and work stations for the two 
secretaries. 
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When I walked into the office, one of the secretaries immediately 
addressed me, "May I help you?" I explained that I had a 9:00a.m. 
appointment with the school counselor. The secretary stepped back to her 
desk to place a call, and I was informed that [the counselor] would be with 
me shortly. 

I waited fifteen minutes at which time the secretary took me back to the 
counselor's office which is located down a hallway beyond the reception 
area. At the door, [the counselor] stood up from her desk and came 
forward with her hand extended I shook her hand and thanked her for 
agreeing to participate in the research study. She indicated for me to take 
the seat next to her desk. 

The counselor's office walls were painted white, and there was one long 

narrow window. The surfaces of the office furniture held a variety of reference 

books, pictures of her family, files placed in organizers, as well as a computer and 

printer. Her desk held the computer monitor and keyboard, a file organizer, 

phone, pencil/pen holder, and numerous files stacked in the middle of the desk 

pad Throughout the interview, the counselor rested her right hand on top of the 

files on her desk, and her left hand was either in her lap or in her left jacket 

pocket A fieldnote recorded the initiation of the interview. 

As I arranged the tape recorder on the back comer of her desk, she 
handed me the two forms (i.e., consent form and participant 
questionnaire). The protocol flows smoothly, and we are into the 
interview. 
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The counselor's response to the question "what factors determine the 

school counseling program?" was that "I'm not, of course, at liberty to make all 

the decisions about it" Franchise structurini (i.e., determining the school 

counseling program) was seen as makin& a plan prior to the beginning of the 

school year that included a structural appraisal (i.e., needs assessment). 

What we've always done is do the needs assessment surveys right off at the 
beginning of the school year, and then we always had regular meetings 
right at the beginning of the school We have teacher work-days, and that 
day was a lot of time to get some of this taken care of in terms of who's 
going to do what, and how are we going to get this done, and the time 
lines, and you know, people that we need to contact, and the resources and 
all of that 

And then at some point in one of our meetings, we will sit down and tally 
[the needs assessment surveys! and see where we need to put the 
emphasis. We then write up a yearly plan for the whole department and 
indicate which one of us will do what, when, how, when it's to be 
completed, and all that 

The structural appraisal included input from teachers, students, and 

parents. The structural appraisal provided information regarding the perceived 

essentials (i.e., needs) of the primary consumers (i.e., students). 

We involve the teachers at the beginning of the year. They decide through 
a needs assessment survey what kinds of programs they feel that their 
particular students will need The students indicate their concerns on the 
needs assessment, and the parents indicate theirs on a needs assessment 
It's not what I think the kids ought to have, but it's a conglomeration of all 
of these factors. 
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The "conglomeration of all of these factors" was coded as the blendin~ of 

influences and included the structural appraisals, directives, and the service 

provider's (i.e., school counselor's) "understanding of some basic things that [the 

students 1 need" 

There are some directives that we have to follow that come as a directive 
for counseling for the school system. And then there are some that are in 
the course of study for each teacher related to guidance that the principal 
expects us to assist with. And then the rest of it we kind of decide based 
on our knowledge of the developmental stages that these kids are going 
through. 

When reflecting on her experiences as a school counselor, the participant 

provided an example of a novice (ie., first year) service provider learning from 

experience the necessity of making a plan. In this example, the novice was the 

alternate service provider (ie., other school counselor) currently employed with 

the participant at the school 

But this year we didn't quite get off to the right start .. she said that she 
was just anxious to get on with it That she didn't want to waste the time 
to do the planning, and organizing, and all that..I accepted that and went 
on with what I would normally have done. So, this has been an unusual 
year. I suspect, though, that she has learned that she does need that 
planning time, and that maybe next fall we will go back to the usual way. 

The directives mentioned by the participant were initially defined as "a 

directive for counseling for the school system" based on a directive from the State 

Department In addition, directives were made by the buildin~ mana~er 

(i.e., principal). Directives given by the building manager were coded into three 
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categories, namely directed (i.e., "told what to do"), res.ponded (i.e., "requested to 

do"), and ~ (ie., "counselors know what to do"). 

We have had a principal in the past [who] told us in some instances what 
we were going to do. 

Yes, which is not to say that he doesn't make requests, you know, and that 
you don't get these little notes in your box. Because, obviously, you know, 
you'll have that 

The principal that we have now pretty much takes the position that we're 
trained and know what it is we're supposed to do, and he trusts us to do it 

Administrative directives may come from either a building manager 

(i.e., principal) or an alternate buildin~ mana~er (ie., assistant principal). 

Over the years we've had about eight assistant principals. But of course 
they give you things to do, too, and they have input, too. So, it's not just 
the principal although obviously the principal has more authority than the 
assistant principals. But as far as we're concerned, they're all 
administrators, and so you have to defer to each of them. 

Jud~rnents (ie., decisions) were made when dealing with directives that the 

counselor "felt that was not the way to do it" In the case of one building 

manager, the service provider spoke up about her concerns over the process 

instituted by the administrator. 

He failed to respond to my request .. what he was responding to was "O.K., 
l have the counselors here because the kids need to see the counselor, but 
you'll see them [when I say]." And then finally he let up but [the 
directives! continued until that principal left here. 
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The counselor was complacent in her judgments related to this particular 

principal 

You know you're not going to speak up because you're going to get your 
head chopped off. And you learn that after the first couple of times you 
spoke up, you learned to keep your mouth closed 

The building manager's perception of the service provider contributed to 

both directives and judgments. Previous personal experience as a school 

counselor did not necessarily provide insights for an administrator. 

So, his having had experience [as a school counselor] he could use [it) to 
influence and direct us positively for the benefit of the kids, but he also 
could sometimes use that as an excuse for being very prohibitive. 

[His school counseling experience) was his defense whenever we argued 
with him. But, at the same time, it was also a weapon he used against us. 

So, in other words, he wanted to say, "I've been a counselor, I've been to 
these conventions and workshops, and they're a bunch of bull, so you don't 
need to go, and I'm not letting you go." 

The duration (ie., length of time) and experiences of the participant have 

contributed to her self-conceptualization (ie., personal guidelines). Personal 

2uidelines for this counselor have evolved from a structural perspective 

(ie., training) intertwinin2 with her personal perspective (ie., "my personality"). 

Evolving conceptual issues presented in schools today continue to shape this 

participant's perspective. 
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I was right fresh out of the program and was really aware of some of the 
counseling theories that I had learned and things like that .. as the time 
went by, I became more and more eclectic, and I decided somehow at 
some point more of my personality and less of my formal training came 
into play. 

But I'm just saying that over the years, lots of things happened and 
changed as the system changed, and, of course, I changed, too. 

I have come to know more about the deep seated anger and the hostility 
and violence that it produces. .. because there was such a great lack of love 
and caring early on in the child's development And it is the love and 
caring that they get now that helps to heaL.so, naturally, that's the kind of 
thing we try to do now ... But I'm just saying, I've evolved just like society 
has evolved, and the issues have changed over the years. 

So. the story seemed to be about the self-conceptualization of the service 

provider which was viewed as the personal guidelines that were an intertwining of 

the structural perspective and personal perspective. The intertwining was an 

evolving process from being a novice who gained experience over time and 

resulted in one's personal guidelines that were evidenced in judgments that were 

made. Judgments were the blending of influences that included input 

(e.g., structural appraisals, directives) and perceptions (ie., of the service provider 

and of the building manager). The building manager's perception of the service 

provider may be 1) someone I direct, 2) someone I make requests to, or 

3) someone I rely on to make judgments. The blending of influences was used 

for franchise structuring that included interactions with building managers and 

cognitions for evolving conceptual issues impacting primary consumers 

(i.e., students) in schools today. 



I have matured I think I have become more understanding, more 
patient .. ! really worry about them more than I used to. I used to think 
that some of the things they went through were just normal for growing 
up. But it is so hard now to figure out a way to get all of them to live 
until they grow up. 

Phase 3, InterviewS (P30S) 

The fifth interview was with a white male, middle school counselor who 

has nine years of school counseling experience. He has been employed by two 

school systems and has worked with two principals (ie., one male and one 

female). In both middle school settings, there were two counselors providing 
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services. The participant's current school was administered by a female principal 

who planned and supervised the construction of the school five years ago. The 

researcher's descriptive and reflective fieldnotes captured the setting as follows: 

It was a brigh~ sun-shining morning as I drove "out into the country" for 
my appointment I passed fields with huge sprinkler systems, farmers 
riding in massive machinery tending the fields, and few homes. I passed 
the elementary school which is within one mile of the middle school. I 
could see the high school across an open field as I pulled into the car park 
of the middle school. 

There were two distinct entrances into the school. An entrance from the 

side of the building was accessible from the staff parking area and opened into a 

lobby that was brightly lit through expansive glass windows. Large potted floor 

plants were arranged in the lobby area. This lobby separated the office wing 

(i.e., administration and counseling) from the student wing (ie., classrooms, 

gymnasium, cafeteria). The other entrance was from the front of the building 
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and was accessible from the visitors and handicapped parking area A large sign 

beside the access road at the front of the school announced school bus loading 

and unloading times. The front entrance opened into a lobby that separated the 

offices for administration anJ counseling. 

The "front" offices are on either side of a wide entrance lobby. The 
administration offices consist of a reception area separated from the 
secretarial work area by a high counter and an administration area 
(i.e., principal and assistant principal) located down a hallway beyond the 
secretarial work area The walls are white and various large framed 
paintings depicting children hang on the walls. Live plants and table lamps 
are arranged on the counter and tables. The carpeting and accessories are 
color coordinated around a country-blue theme. 

On the other side of the lobby were the counselors' offices. 

The counselors' offices consist of a reception area that has a secretarial 
work station with a sitting area and four offices (i.e., two counselors, 
visiting school psychologist, counseling intern) accessible from the 
reception area The walls are painted white with large framed pictures 
and a clock at eye level The school video monitor is in one comer above 
the secretary's desk. The sitting area contains two sofas separated by a 
large twig basket filled with student-made "visitor's guides" to [the city) and 
[the school]. The carpeting and accessories are color coordinated around a 
country-blue theme. 

The interview was scheduled for 8 o'clock in the morning, which was prior 

to the students' arrival at school The researcher arrived fifteen minutes early 

and found that the school office staff had not yet arrived The reflective 

fieldnotes recorded the researcher's entrance into the school 
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When I entered the building, I immediately went to the main office but 
there were no secretaries in the office, so I went across the lobby to the 
counseling office where there was no secretary. I could hear papers being 
shuffled in the direction of [the counselor's] office so I settled myself onto 
a sofa and skimmed through the student-made visitor's guides. 

As I was debating on what to do about announcing myself, a student came 
into the office and walked directly into [the counselor's) office requesting a 
pass for his appointment later that day. As he left, I said "hello" which 
seemed to trigger the appearance of [the counselor). It was obvious that 
he had been unaware that I had arrived It struck me from his comments 
that he did not like feeling as though he had neglected me. Maybe I 
should have announced myself as soon as I had arrived? [The counselor) 
moved quickly, and, coupled with his slight frame, I assume that he tends 
to be hyper. His response when he saw me was "My gosh, how long have 
you been sitting there? Do come in. I've just been organizing a few things 
for today. I hope you haven't been waiting long. Do come in." 

The office was arranged so that resource materials were easily accessible 

to the counselor sitting at the desk. A variety of books, manuals, and notebooks 

were neatly organized in two bookcases behind the desk. A large leafy plant was 

situated on top of the filing cabinet that was in one comer. The counselor's desk 

was placed perpendicular to the far wall, and the counselor's certificates 

(ie., counseling degree, National Certified Counselor, American Counseling 

Association) hung on the wall over the desk There were two sitting chairs at the 

side of the counselor's desk, and this furniture arrangement allowed the counselor 

to move his chair in closer proximity of the researcher's location in the sitting 

chair during the session. 

I took the seat closest to the door, and [the counselor) sat in his chair 
which he moved in closer proximity to me. H_e handed me the two 
completed forms (i.e., participant questionnaire, consent form) and then 
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rested his elbows on the arms of his chair. I had the feeling he was ready 
to begin. After reviewing the interview protocol, I posed the question, 
"what factors determine your school counseling program?" 

Franchise structurin& (i.e., determining the school counseling program) was 

the blendin& of influences that included a structural appraisal (i.e., needs 

assessment), mana~er directives (i.e., counseling supervisor, principal), and 

colleape stimulus (i.e., other school counselors). The structural appraisal, 

although usually completed in the fall, sometimes was completed at the end of 

the school year as a final status of the services provided 

We've done it at two different times at this schooL But for four years we 
have done that in the faiL We've also done it at the end of the year like 
"what do you feel we could have addressed?" 

But when we get to the end of the year, like I said, we were sitting there 
looking back and kind of projecting for next year, and what do we want to 
do differently. Or, let's say if we didn't get to everything we planned, then 
we decide what we need to do differently. The majority of it is at the 
beginning, but there is quite a bit towards the end of the year. 

The structural appraisal was drawn from multiple publics (i.e., students, 

parents, teachers) and was used as a pideline for the homebase essentials 

(i.e., needs at that school). 

We do a survey of the [students, parents, and teachers] to kind of figure 
out what it is they think we need to address. And then we take that 
information as far as structuring. 
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The manager directives were from two sources, namely the system 

mana&er (ie., central administration supervisor) and the buildin& mana~er 

(ie., principal). These directives were requirements expected by the respective 

manager of the service providers (ie., school counselors) to be incorporated into 

the school counseling program. 

We also get a lot of information from the counseling supervisor, and she 
says that there are certain things that have got to be done in school 

[The principal] assigns a lot of things, for instance, like scheduling 
conferences for teachers. .. but that's one thing that she feels like we need to 
do, or she assigns us other duties which everyone has as far as committees 
that you're on. 

The directives were viewed by the counselor as accountability benchmarks 

and a necessary component to make a plan as part of franchise structuring. 

It's not saying that we all have to be doing it in the same month, it's just 
kind of a plan. 

I don't feel like I've ever been asked to do anything that was not what a 
counselor should be doing. As a matter of fact..they ask us to do things 
that counselors should be doing. Accountability is important, and if 
everybody else knows these are things that you need to be doing, I think it 
could free you up to get away from some of the other things that they've 
got us doing. 

The counselor viewed making a plan for the year as his need for structure 

and to know his responsibilities. 

Part of this may be my need for structure but to kind of know our 
responsibilities and know where we're headed 
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Through making a plan and knowing his responsibilities, the counselor has 

set up a means of informin& the managers and of being accountable for franchise 

structuring. 

I do make her aware of what we're doing. What we both do for our 
principals is we give them a copy of our unit plan, and we send in monthly 
reports to our counseling supervisor. We give the principal or whoever is 
evaluating us a copy of the monthly report. It also gives them some 
numbers of what we've done. I think sometimes with principals, when it's 
hard for them to understand what we're doing, they can understand 
numbers. 

The counselor has worked with an alternate service provider (i.e., another 

school counselor) in both settings where he has been employed. The experiences 

have given him two different perspectives in working with another professional 

The researcher asked, "what process do you go through in making determinations 

on what is offered in the counseling program?" 

We sit down and figure [the program) out .. we kind of look at what we feel 
are our strengths, or, if it's a new program that we want to start, how can 
we divide the responsibilities. Also, it's a sense of fairness. 

But she and I were talking the other day [about how) we've been working 
some together within the same grade level It's like we're in this together. 
And we thought we might try that approach more often. So, for us, that's 
how we've done it, but we can change it 

The differences between service providers (i.e., school counselors) can be a 

strength for franchise structuring and ultimately for the primary consumers 

(i.e., students). 
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We talk about ideas or "what are you doing? or "what worked with you in 
class?" Because we both have very different styles, but if we see 
something that's helpful, we share it 

Right now I feel like we have a really good team, and I would hate to lose 
that In some ways we're different, in some ways we're alike, but we're 
really different in our approach, and I just really think that this is a 
strength for our program and for our school, for the students. We feel 
comfortable enough approaching each other. 

Differences between service providers also can be a hindrance 

(ie., frustration). Reflecting on such interactions brought to light the participant's 

professional multi-faceted ~owth (ie., professional development). 

I worked with a co-counselor ... who had been there 30 years, and it's like 
they always have a certain grade. They're THE senior counselor. Oh, yes, 
there are some things that you don't touch. .. and there was just no 
negotiating. .. You don't feel like you're on a team. 

I guess that's why I had to know what I was responsible for. So that I'll 
know that I'm doing a good job. 

It was really hard to think that here are two counselors and here is this 
person who was not willing to give anything. And if they're not willing to, 
you just didn't talk about it [So] I stayed really busy. That's kind of my 
nature anyway. I'm real hyper. I stayed really busy at work. .. But it 
worked out okay. 

These were examples of experiences in maneuverin&: (ie., working 

through) challen~n2 (ie., difficult) interactions that had brought about a state of 

(un)ease (ie., discomfort) for the counselor. In this case, the counselor employed 

a strategy identified as "cut-your-losses" (ie., know when to let go) that has 

become a part of his professional multi-faceted growth. 
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I had one other friend that was a counselor, and I would call her when I 
got home because she understood the situation, and I'd say, "You're just 
not going to believe this. n you know' that was a different situation. 

I was writing in my journal every night It was so bad.J hated that job, 
but I needed to earn a living. The one good thing is when it was over, I 
could look back and see how much I had grown. I knew that I had done 
what I needed to do, and I needed to leave. 

The participant provided further insight as he spoke about his various 

experiences as a school counselor. These experiences have ranged from 

internship and novice (ie., beginning) experiences through on-the-job-trainin~ 

(ie., OJT) and future (ie., morrow) perspectives as his evolvin~ personal 

nidelines came to light 

When you do your internship, the majority of your time is doing individual 
counseling. Although, like when I have interns, I really do everything I 
can to get them in group [counseling] and classroom guidance. I feel like 
we're trained to do [individual counseling] although I don't feel that you 
get a lot of training in counseling programs for classroom guidance. You 
kind of learn that by the seat of your pants. 

Initially, I definitely started out [not doing] heavy, heavy individual 
[counseling] because that's where you spend so much of your time in 
internship. And, so initially that's where I thought [counseling] would be 
and teachers [would] refer. Then you get stuck because if you stay in that 
office and just do individual [counseling], "Well, he's in the office, we'll let 
him do this paperwork and that paperwork n 

I kind of began to feel out things and know how things should be done. I 
heard all the great things that [counselors I were doing in [another county], 
and I'd try to do them in my school 

Quite frankly, I don't have the time for as many [individual counseling 
sessions] as I would like, so that is a major change. [Now] it is a more 
balanced approach. In the beginning, it was individual [counseling) 
primarily and then maybe a little classroom and very few small groups. 
The last couple years it's started getting [more balanced). 
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Initially, there was no program. It was all we could do to see the kids 
individually ... and trying to figure out who the kids are and who I'm 
working with. It took us a while to get our program going. But I think 
we've come leaps and bounds. We keep adding things that we want to do 
... and we've kind of got goals with things we want to keep doing, refining. 

The counselor's personal ~idelines have evolved from these various 

experiences. He recognized that "I can tell you all the things that I do, and I 

know what I'm supposed to do as a school counselor, but there's this big side of 

me over here that is all the other expectations that people have of you." It was 

the expectations of multiple publics that teased out what was identified as the 

counselor's concern with his personal ratio~ (ie., how I think I have done). 

I know that I can never do enough to please them. Because I also know 
that there are always some things that I want to be doing. That I'm not 
yet there. That I'm never quite there. It's really hard for me. I don't 
think that I'll ever get to the point where I can say "I'm there." I feel like 
I'm getting there, but I don't think that I'll ever get there. 

And then I start thinking, "Gosh, my program is not what it could be." I'm 
doing so many other things, but then I'm thinking, "Well, my program is 
lacking," and I feel like I'm lacking, or I'm not measuring up personally. 

I don't know why, but I'm about to be in tears thinking about it I don't 
know why. It's weird I think it's that "not measuring up." 

So. the story seemed to be about the service provider's professional multi-

faceted growth as he experienced challenges where the action and interaction 

strategies were to maneuver, to be in a state of (un)ease, or to avoid that has 

resulted in his personal guidelines. These personal guidelines were the 

intertwining of the structural perspective and personal perspective. The structural 
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perspective was the blending of influences that included professional 

accountability and multiple publics' perspective. The personal perspective was 

the blending of influences that included the service provider's concerns and 

development The personal guidelines were the basis for judgments made for 

franchise structuring and personal rating by the service provider. A further 

dimension of personal guidelines was illuminated in this interview that was the 

dimension of professional personal attachment 

I really like what I do. I mean, this is like the neatest job. You know 
there are days that are harder ... but it's just a really neat job. But it's more 
than just a job. 

I know what I'm supposed to do and the kind of services that I'm supposed 
to provide. But it's so hard sometimes to measure impact We don't have 
ways to measure the whole spectrum of counseling. .. you just have to kind 
of know sometimes that you're doing what's right You're doing a good 
job. Sometimes it shows up later, much later. 

Phase 3, Interview 6 (P306) 

The final interview in phase three of the research study was with a white 

female school counselor completing her first year in a middle school setting. She 

was in her late 20s and had been employed with Head Start for five years prior 

to obtaining her qualification as a school counselor. There were two school 

counselors providing services at this middle school The participant's co-counselor 

had more than ten years of school counseling experience. The building was 

administered by a principal and an assistant principal 
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The school was located in a suburban area that included two traffic 

arteries leading into the city, an interstate expressway, and various shopping 

centers. The building was set off of a secondary road in an open field 

surrounded by woods and residential areas. Playing fields were located to one 

side and behind the school The main entrance into the building faced the 

parking area for staff and visitors. 

After parking the car in front of the school, I checked my watch and 
realized that I bad arrived ten minutes early. I went directly to the main 
office and waited by the counter for a secretary to finish with a student 
who was requesting to use the phone. As I introduced myself and my 
purpose at the school, the secretary seemed aware of my appointment and 
stepped back to her desk to phone [the counselor). I was informed that 
[the counselor] was with a student and to have a seat I leafed through the 
school newsletters with information on the end of the school year, about 
athletics, and summer activities for students. As I finished reading the 
second newsletter, the secretary informed me "you can step back to [the 
counselor's 1 office, do you know where that is?" I answered, "yes," and 
walked down the hallway. [The counselor) met me at her office door. 

The counselor's office walls were painted white and were decorated with a 

dried flower wreath, a large framed poster, and a clock. There was a large area 

rug on the floor, and the furniture was arranged along the walls. The desk was 

cluttered with files, papers, books, and a bag containing her breakfast 

[The counselor] shook my band and guided me to the chair located by her 
desk. She sat in the swivel chair, sipped coffee from a Styrofoam cup, and 
pushed the "pile" of papers toward the back of the desk. I commented on 
the breakfast bag and encouraged her to eat her breakfast while I set up 
the equipment and reviewed the interview protocol With one band she 
reached for the bag and with the other band reached for the two forms 
(i.e., consent form, participant questionnaire). I timed my comments to 
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coincide with her finishing breakfast, and, as she disposed of the food bag, 
I thanked her for participating and giving of her valuable time. 

The initial question, "what factors determine your school counseling 

program?," evoked comments regarding the le~acy (ie., what existed) of the 

homebase franchise (ie., school counseling program). The legacy included the 

former service provider (ie., school counselor), alternate service provider (ie., co-

counselor), and the knowled~e brokers (ie., teachers). 

I think that being a new counselor, it has been pretty difficult trying to get 
a feel for the students and the program that already existed here. 

It has been difficult..the person who was here before me was here for 
twenty years ... and there was a set way [of doing things] before I came 
here. 

There was a struggle within this department because I was new coming in, 
and I was looked upon as being "the kid." [The other counselor) was used 
to doing things in a certain way, and she was used to having [the previous 
counselor) here. 

Some of the teachers were confused because there hadn't been a lot of 
counseling before. They were like "what is going on?" Some of the 
teachers really don't have a concept of why we're here, and what our job 
is, and that we're here to help them. 

The challen~es (ie., difficulties, problems) faced by a novice service 

provider (ie., first year school counselor) were entailin~ the legacy, settin~ the 

precedents, determinin~ accountability, and lacking tenure. The challenges were 

hindrances (ie., frustrations) and obstructions (ie., barriers) in providing 

professional services to the primary consumers (ie., students). 
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The most important thing to me is seeing the children and counseling with 
the children. The biggest thing to me, as I see my job, is to see the 
students. 

I've determined my number one thing is just to see the kids, and try to 
work out the paperwork and all the other things that come into play that I 
have to do. It's been tough. .. It is accountability. The different kinds of 
projects that are given to me. 

As a first year school counselor, the participant was aware of the impact 

that tenure and duration in the position have on defining one's role. The lack of 

tenure was a challenge to the service provider from within the position as viewed 

by herself and from without as others viewed the position. In particular, the view 

of the buildin~ mana~er (i.e., principal) was an influence with regards to the 

structural position ratin~ (i.e., job evaluation). 

It's been really hard to try to determine because the paperwork is how I'm 
going to be reviewed by the principal Not just the kids. 

If a principal gives you an assignment and I'm in a position where I don't 
have any tenure, then there's not that much that I can do about it 

I know if I put up too much fight, that I could be fired. I want to pick my 
battles. 

Although the building manager directed (i.e., told to do) "the different kind 

of projects that are given to me," the participant viewed the building manager as 

"hands off of everything." Her perception of the alternate buildin~ mana~er 

(i.e., assistant principal), however, was different 
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That [the principal] is not really involved, and that he is kind of in his own 
little shell, in his own little world. That's how I perceive it I believe that 
if it worked, he would be happy to see new programs and things like that 

The assistant principal recognizes that we are very busy, and that we have 
a lot of things to do because he is in this general area 

The "hardest adjustment" encountered by the participant was working with 

another service provider who has tenure and seniority. Relayin~ information 

(ie., communication) and developin~ an understanding (ie., co~ition) were cited 

for dealing with this challenge. 

I would say that [working with another counselor] has been the hardest 
adjustment Things have gotten better, and we have really gotten to a 
point now that I think that we've come to an understanding in that we can 
communicate better. 

We have come to an understanding, but we will not ever see things in the 
same way. We just won't 

Things have gotten better with her because I have stood up on several 
occasions. But it's always going to be like that to a certain extent.. We had 
a long conversation the other day, and she was telling me about how she 
has no tact, and I said, "You're right, you don't" We talked about it I 
feel like it's getting better. 

Interactions with multiple publics (e.g., principal, teachers) involved the 

service provider being directed into various structural positions (ie., other roles), 

respondin~ to non-professional requests (ie., interruptions), and lacking cognition 

(ie., lack understanding) from the multiple publics of the professional services 

available. 
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The other factors that have existed as far as testing [and AG], that was 
something that was given to me [by the principal]. So, some of that stuff 
has just been put on me. 

When I came in I was the new person .. .l was called and the principal said, 
"I need you to do [AG]." And then later on I realized how much work, 
how much time is spent So, being a new person, it was "here, take this, 
and take this, and take this." 

I can't really work with the kids the way I want to because of all the 
interruptions. Sometimes, even if I have a "Do Not Disturb" sign on the 
door, I'll have a teacher come knock on the door. A teacher, and it will be 
about some stuff that could have definitely waited When there's an 
interruption, it breaks concentration. 

[We need] to let the other people in the system know that this is what 
we're here for. That we are not here to do all their paperwork or set up 
teacher conferences like a secretary. I don't think people [in the system I 
really recognize that we are a valuable part 

Some teachers have the perception that "yes, school counselors just sit in 
their office and they write notes or talk on the phone or whatever." 

At the final status (i.e., end of year), the adjectives she used to describe 

her experience were "tired" and "overwhelmed" 

I don't know because I'm tired I'm just tired I really don't know because 
I've been tom about how much I can actually do. 

This year I've been overwhelmed I've just been trying to keep myself 
together. I feel like I don't have any control, or very much control or 
power, over things. I feel like I can't do very much because of the position 
that I'm in. 

A year of experience (i.e., on-the-job-trainin~ or OJT) in the substance 

(i.e., real stuff) of the profession had led the participant to discover (i.e., realize) 
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and modify (ie., adjust) her conjecture (i.e., knowing it was going to be like that) 

of the structural position (ie., role). 

I just think that I didn't have a full understanding of what this position [as 
a school counselor] was until I was actually in it..I wonder if it's first year, 
or if it's just this job that I don't feel like I've accomplished anything. 

When I came in, this whole desk was filled with career stuff. It was filled 
with all the university pamphlets and things like that, and I thought, "What 
has been going on?" Basically [we learned in school] that a long time ago, 
it was the counselor's job to help kids with their career, to help kids get 
ready for school, for college, and lead them on their way. And I wanted 
to throw the stuff out because this is not mine, this is not what my push is 
going to be. 

I think when I first came in compared to now, that I do see changes 
because I came in with a pretty unrealistic attitude, well not attitude, but 
view. I thought that I was going to be able to do a lot more than what I've 
actually done. 

But you know, [the teachers and principal] don't understand They don't 
get it So, it has been an adjustment 

The personal perspective that has emerged for the counselor seemed to be 

about "drawing the line" and defining the role. It was the personal ~idelines that 

the service provider has followed in making jud~ments (i.e., decisions) and 

makin~ a plan (i.e., develop) that has eyolyed as a strategy for franchise 

sttucturin~ (i.e., determining the school counseling program). 

But I felt like I needed to set my own agenda because some of the things 
that [the co-counselor] wanted to do, I'm just not going to do. I have a 
different way of thinking than she does as far as what my role is. 

The first thing I really want to do [before next year] is to talk with the 
principal and let him know some of the duties that I'm doing now that I 
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just don't feel I can do next year and still be effective .. .I would like to be 
able to plan the programs that I want so that I can implement them during 
the school year. That is one thing that I really did learn. 

So, talking to the principal, and organizing and planning are the biggest 
things that I would like to change for next year. 

The accountability in her role also has evolved. She expressed 

accountability as viewed both by herself personally and as viewed by the multiple 

publics. The counselor articulated the structural position (i.e., role) as being a 

necessary homebase entity (i.e., valuable member of the school). 

I would like the staff to recognize that my purpose here is to serve the 
kids, and that I am a valuable member of the school The teachers are 
starting to come to me, some of them, and ask questions about kids. 

I always feel like I have to be seen doing something really busy, always 
doing something, so that I will be looked upon in a professional way. 

I sometimes think, "Gosh, have I failed this year?" And then I look at the 
things that have happened and the other duties that I've had, and I think 
that I just looked at it in an unrealistic way when I first came in. I think 
all the things that I want to do can be done, but it has to be put in priority, 
and a few other things you just let it go. But it has to be planned, too. 

So, the story seemed to be about a novice service provider dealing with the 

challenges of the environment that initiated an evolving personal perspective. 

The intertwining of the personal perspective with her structural perspective 

initiated the personal guidelines for making judgments and being accountable. 

The hindrances and obstructions encountered arose from the lack of tenure and 

the lack of substance in the profession. Being personally responsible, the novice 
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identified strategies for relaying information, making a plan, and organizing 

priorities as a responsible student advocate. 

I just hope there will be a day that comes where counselors are looked up 
to as valuable and really seen in that way in order to help the kids that are 
here because there are so many needy children. 

In summary, data from the six interviews completed in phase three of the 

study underwent the rigorous coding procedures that were presented in 

Chapter III and resulted in the findings presented in this section. The words of 

the participants were used to illuminate the concepts that emerged from the 

coding process. As indicated by the words and phrases underlined, central themes 

related to role performance have been identified These central themes have led 

to the major theoretical categories that are presented in the next section. 

Theoretical Categories 

A grounded theory orientation allows the theoretical categories to emerge 

that explain how a problem is continually processed by the participants (Glaser, 

1992). The emerging categories from this study were identified through the 

theoretical coding of the data. The substantive theory describes an interrelated 

set of categories grounded in the data that have emerged from constant 

comparative coding and analysis procedures. 

The substantive theory for personal guidelines centers around the core 

category, namely blending of influences, and its major theoretical categories. It 

was discovered that the major theoretical categories generated from the data in 
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Each of these will be described in subsequent sections of this chapter. 
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The basic problem grounded in the data was the counselor's need for 

personal guidelines in carrying out the professional role. Personal guidelines 

refer to the self-conceptualization of the role as a school counselor. Professional 

interactions were explored as defining experiences to illuminate the self

conceptualization as counselors became involved in using their personal 

guidelines. School counselors utilize their personal guidelines through a process 

that was identified as the blending of influences (ie., core category). The 

blending of influences was a process for utilizing personal guidelines in the 

context of elementary and middle school counseling. In this section, the context, 

conditions, phases, and core category will be discussed 

Context for Blendin& of Influences 

The context refers to the social world of individuals engaged in the 

phenomenon and is the overriding scope under which a set of related categories 

occur (Chenitz, 1986; Glaser, 1992). In this study, context was the school setting 

in which each participant carried out the blending of influences process. The 

three phases of the research study have focused on the context of elementary and 

middle school counseling. 

The conditions that led to the occurrence of the phenomenon in a context 

of elementary and middle school counseling emerged from the data during the 

coding procedures. Conditions may be causal, contextual, and I or intervening. lt 
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was found that three conditions had a bearing on the occurrence of the 

phenomenon, namely experience, number of service providers, and essentials in a 

particular context These conditions are described below. 

Conditions for Blendin& of Influences 

Conditions refer to the events or incidents that lead to the occurrence or 

development of a phenomenon (Strauss & Corbin, 1990). Antecedent or causal 

conditions, as they are sometimes called, denote those events, happenings, or 

incidents that seem to precede a phenomenon. Performing in the role of a school 

counselor was the overall condition for the blending of influences process. 

Performing was influenced by three factors, namely experience (i.e., length of 

service, previous knowledge), the number of service providers (i.e., number of 

counselors), and the essentials (i.e., needs of students and/or principals) in a 

particular setting. 

Experience. The factor of experience encompassed length of service and 

previous knowledge. Length of service was the years of experience as a school 

counselor that ranged from one year to more than ten years for the participants 

in the study. From the novice (i.e., completing ftrst year) to the seasoned 

counselor (i.e., more than 10 years), length of service was seen as a condition in 

the blending of influences process. For example, the participant completing her 

ftrst year as a school counselor found that making decisions was directly related 

to experience. 



P306: I have not been able to make too many decisions. .. I had no idea 
that you couldn't see kids during those [testing) days. You know 
you can't see kids that week, so that is something that I 
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leamed .. Now I recognize how much work there is, and that I'm 
going to have to make other accommodations for [seeing students). 

Another facet of experience was having previous knowledge. Previous 

knowledge was comprised of knowing the legacy (i.e., what has been done before) 

and knowing the setting (i.e., school community, counseling directives). Whether 

the participant had one or more years of experience, knowing the legacy was a 

facet of the causal condition experience for the blending of influences. 

P302: I guess because I'm the newer one here, things that have worked for 
my partner have been tried and true, and I'm the "new kid" and I'm 
always saying, "But let's try this and let's do this." 

P303: That if you've done something and it worked, then it's hard to see a 
reason to change it Well, see, that makes you think, do we really 
want to change that [program) when it's worked so well? 

Previous knowledge also included knowing the setting (i.e., school community and 

counseling directives): 

P30l: [Knowing the families) and their socio-economic background .. A lot 
of single parents, a lot of children that have not been exposed to 
any type of learning situation before they enter kindergarten. .. I 
would say that [the program) has changed [over the years) ... I'm 
doing less classroom guidance than I used to do ... l'm needed so 
much individually .. .! guess I've gotten a little bit more comfortable 
with saying "this is within my realm, and this is not what I'm here 
for and there's somebody else." Every year is a little different 

P304: It's not what I think the kids ought to have, but it's a 
conglomeration of [many) factors. The directive for counseling, the 
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State Department, parents, students, teachers, and then an 
understanding of some basic things that [the students] need So, all 
that is considered in determining what's going on that particular 
year. 

Number of service proyiders. Participants in the study were providing 

services to students in the school either as the only counselor or as one of two 

counselors. This condition was expressed in terms of time and responsibilities. A 

counselor who did not have a co-counselor found time to be a concem 

P301: There is a limit to what I can do for them. .. A lot of it has to do 
with how much time I have. There's so many things that I would 
really want to do, but it's hard not having a [co-counselor]. 

A counselor who had a co-counselor found the division of responsibilities to be 

an asset 

P305: So, instead of having 30 teachers coming at us, we [each] have 15. 
They know [which counselor] the kids are working with [so] they 
know who to touch base with. 

The sharing of responsibilities was perceived from different perspectives 

by novice and seasoned counselors. As expressed by a first-year counselor: 

P306: I would say that [working with a co-counselor) has been the hardest 
adjustment .. At the beginning when I came in she had to apologize 
to me. She said, "I know I'm treating you like an intern, but you're 
younger than my oldest kid " ... It's almost like she has been upset 
because there have been more r students 1 back here than 
before ... And it's almost like she got upset because she wanted me to 
just come to her and say, "What do we do'!" 
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And as expressed by a counselor with more than ten years of experience: 

P304: We each have a grade level and then we share one grade level 
Sometimes if there was a particular thing that one of us felt more ill 
at ease about, the other one might say, "Well, there's nothing to 
that I'll come in and help you with that" 

Essentials. A third condition when performing the role as a school 

counselor was identified as essentials. Essentials was the code word for 

participant references to needs. The participants referred to the needs as 

developmental issues or as directives issued by the principal or the counseling 

supervisor (ie., central administration). 

P302: [We] work on grade levels. I have seventh graders this year. I 
move with my kids, therefore, we get to know each other, and I can 
assess the maturity level, the developmental tasks that they have 
already worked through and some of the things that they have not 
yet worked through. And even the parents as far as what kind of 
parenting skills they have, and it is very individual. 

P303: I have an overall responsibility to make sure that whatever we're 
doing, is pushing that child towards, I don't like using this term but, 
self actualization. Whether it be their academics, or their behavior, 
or their emotions. 

P305: One year the principal came in and said, "I want you to cover 
sexual harassment with all the different grades." 

Essentials may be viewed differently by co-counselors: 

P302: Because my perception of a certain situation, or a problem, or a kid 
may be totally different from [my co-counselor's] perception. 
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Directives also were facets of the conditions for performing the role to 

meet the needs of the primary consumers (i.e., students). The participants named 

the principal and counseling supervisor as individuals giving directives. 

Counselors' view of the principal's directives ranged from "if it works, he is 

happy" to "you do this . " One participant, who had worked with seven different 

principals during her tenure as a counselor, summarized her experience of 

principal directives as "almost without exception, they have let us develop our 

own program. n 

Directives from the counseling supervisor were most frequently mentioned 

by participants when describing the process of franchise structuring 

(i.e., determining the school counseling program). 

P301: ... and the administration all have different ideas about what my role 
is here. So, I kind of try to find something that is common between 
all of those and tie it all together ... I know that [the counseling 
supervisor's] expectation is for me to have a plan. 

P302: We're asked to submit to our supervisor on a monthly basis some 
things that we do. 

Performing in the role of a school counselor was the condition that 

precedes the process for the blending of influences. The condition of performing 

in the role was influenced by experience, number of service providers, and 

essentials in a particular context Analysis also revealed that the process for 

blending of influences consisted of phases that represent the phenomenon. 
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Phases for Blendin& of Influences 

The four phases in the blending of influences for school counselors are 

described in terms of processes and subprocesses. The processes represent the 

strategies for the respective categories, for example, the phase of structuring has 

as its processes defining and rating. The subprocesses are the activities 

counselors are involved with in a given process, for example, appraising structure, 

receiving rejoinder, and evaluating self are activities utilized by school counselors 

in the process of rating which falls under the phase of structuring. 

The major theoretical categories of the phenomenon represent the phases 

for the blending of influences in the context of elementary and middle school 

counseling. Each of the four phases for the blending of influences are described 

in terms of their processes and subprocesses in this section of the chapter. The 

processes and subprocesses in the phases for the blending of influences are 

summarized in Table 2. 
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Table 2 

The Processes and Subprocesses in the Phases for the Blendin& of Influences 

Phases Processes 

Structuring Defining 

Rating 

Interacting Managing 

Responding 

Distinguishing Advocating 

Accounting 

Evolving Sustaining 

Intertwining 

Subprocesses 

Implementing training received, knowing 
directives, recognizing homebase timbre, 
informing multiple publics 

Appraising structure, receiving rejoinder, 
evaluating self 

Maneuvering hindrances and 
obstructions, making judgments, 
identifying a strategy 

Recognizing realm of services, 
intervening information to multiple 
publics 

Focusing on essentials to safeguard, 
counter, and/or broker 

Asserting professional responsibility, 
performing approvingly 

Experiencing challenges, learning on the 
job, forming cognition 

Reflecting professional substance, tying 
together as tongue-and-groove, 
developing a guiding focus 
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Structurin&, The structural perspectives or external components of the 

self-conceptualization were identified as the category structuring. The structuring 

phase involved two major processes, namely defming and rating the role as school 

counselor. The structural defining was based on one's training and directives 

that were personified by recognizing the homebase timbre (i.e., tone of the 

school) and by informing multiple publics. The structural rating included 

evaluations by others and by one's self through appraisals and rejoinders 

(i.e., feedback). 

The process of defining was most often used to respond to the initial 

interview question, what factors determine the school counseling program? The 

majority of the counselors defined their role in franchise structuring as the 

training they had received and the directives they are given. Some of the 

participants also recognized the timbre of their particular setting. Other 

participants felt that information both to and from multiple publics was important 

in defining the factors that determine the school counseling program. 

In many cases, implementing their training was incorporated in their 

responses for structuring. What was coded as the "4 Cs" (i.e., counseling, 

consulting, coordinating, classroom guidance) reflected the implementation of the 

training that the counselor had received Examples include: 

P302: When I got into school counseling, of course, the book knowledge 
says that your surroundings, the type of children, the staff that's 
there, the community, and that kind of thing. 
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P303: O.K., you need the counseling component, you need the group and 
classroom component, you need services to parents, and you need 
programs. 

P306: And then the rest of it we kind of decide based on our knowledge 
of the developmental stages and what these kids are going through. 

Knowing the directives issued either by the principal or the counseling 

supervisor were cited by every participant as part of defining their role. 

P306: The other factors that have existed, that was something that was 
given to me [by the principal]. 

P304: There are some directives that we have to follow that come as a 
directive for counseling for the school system. 

P305: We also get a lot of information from the counseling supervisor, and 
she says that there are certain things that have got to be done in 
school 

Recognizing the homebase timbre included the tone of the school set both 

by the principal and by the population being served 

P302: I've worked through several principals. They set the tone [of the 
school]. They're the ones that determine [the program). 

P301: Overall, I really do try to take a look at the population that I'm 
working with and what kinds of needs their families have. Where 
they're coming from. 

Informing multiple publics was a two-way communication subprocess. 

Gathering information and disseminating information both were necessary for 

defining the role. The multiple publics involved in the two-way informing 
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subprocess included the principal, assistant principal, teachers, co-counselor, and 

other school counselors. 

P301: I also look at what the teachers are expecting me to do ... what the 
parents want from me, or just kind of educating them about why 
I'm here or what I can do. And then for the teachers, too, it's taken 
me a long time to get them to .kind of understand what my role is. 

P302: Just sitting down with your partner, I think, and just saying, "What 
do we need?" or "What are we going to do jointly?" 

P303: So, I think it's important for a counselor to know the community of 
the school and interact with people that aren't just like them. .. A lot 
of contact with teachers. I talk with them. I do it informally. 

P305: Monthly meetings are important because you kind of get an idea of 
what needs to be going on. .. what's important I get to hear from 
other middle school people what they're doing. 

The process of rating was used by the counselors to appraise the structure 

of the program, receive rejoinder (i.e., feedback), and evaluate themselves in the 

role. The majority of the participants used a needs assessment with multiple 

publics (i.e., students, teachers, administrators, parents) to identify what to offer 

and to rate what had been offered in the counseling program. The need for 

feedback, which was coded as rejoinder, was frequently mentioned by the 

counselors as another subprocess. The self-evaluation by each counselor was the 

third subprocess of rating. 

In the study, appraising the structure was a common activity used by the 

counselors. It was the seasoned counselors who identified needs assessment as 

the most widespread form of appraising structure. 
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P306: [The teachers) decide through a needs assessment survey what kinds 
of programs they feel that their particular students will need The 
students indicate their concerns [on a needs assessment) and the 
parents indicate theirs and all together ... What we've always done is 
the needs assessment surveys right off at the beginning of the school 
year ... [to] see where we need to put the emphasis. 

Feedback became more important as the years of service as a school 

counselor increased In particular, positive feedback was sought out by the 

counselors. Throughout the open coding procedures, feedback was coded as 

rejoinder. A counselor with four years of experience voiced her need for 

rejoinder as: 

P301: I get no feedback [from the counseling supervisor). She has never 
stepped foot in my office. I've invited her to special things [which 
have] to do with things that she says are important [but] absolutely 
nothing. I even got a thank you note [from an administrator for 
elementary principals] which really made my year. I photocopied it 
and sent that to [the counseling supervisor] and I said, "This really 
meant a lot to me. n 

And from a counselor with over ten years of experience: 

P303: I remember when I got that letter from [the principal] for the [PTA 
award], and that was really nice ... I set up the guidance program at 
that school from scratch. When Southern Association came, they 
wrote across the [report] "outstanding guidance program. n I've 
never forgotten that 

The participants' self evaluation ranged from self-critical to accepting. It 

appeared that maturation corresponded to a more accepting view of one's self in 

the role performance. The novice counselor was the most critical of her 

performance. 
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P306: I don't feel like I'm getting as much accomplished as I could 
somewhere else ... and I wonder if it's first year, or if it's just this job 
that I don't feel like I've accomplished anything. 

One of the counselors with more than ten years of experience evaluated herself 

as: 

P304: I think I'm about as effective as anybody else ... l've done lots of 
things that were wrong over the years. I'm sure [I've learnedl from 
the mistakes. .. Things have changed, and, yes, I have not remained 
the same. And then, too, I've aged 

In summary, the structuring phase for the blending of influences was 

characterized by two processes: defining and rating. Implementing training 

received, knowing directives, recognizing homebase timbre, and informing 

multiple publics were important subprocesses that counselors used to define the 

structural perspective of their role. The process of rating involved appraising 

structure, receiving rejoinder, and evaluating self. The structuring phase initiated 

the next phase for blending of influences, namely interacting. 

Ioteractin&. The second major category for the blending of influences 

was identified as interacting. During the open coding procedures of each 

interview, interactions emerged as an inherent aspect in the role performance of 

school counselors. The multiple publics with which the counselor interacts 

include principals, assistant principals, teachers, co-counselors, students, and 

parents. Interacting with these multiple publics entailed the processes of 

managing and responding. The phase of interacting follows the structural 
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perspective of the self-conceptualization as the counselor becomes involved with 

personalizing the role through the initiation of a personal perspective. The onset 

of a personal perspective marks the beginnings of the internalization of the role 

as the counselor manages and responds to the blending of influences. 

The process of managing was dynamic and involved multiple subprocesses. 

By choosing to manage interactions, counselors develop an internalization of the 

role. Maneuvering hindrances and obstructions, making judgments, and 

identifying a strategy were seen as subprocesses of managing the role as a school 

counselor. 

Hindrances and obstructions were mentioned by every participant in the 

study. Examples of hindrances and obstructions included time constraints 

(e.g., "there's not enough time"), lack of support (e.g., "we need an advocate"), 

and administrative tasks (e.g., "all the paperwork"). Frustrations and 

interruptions were the two most frequently coded examples of hindrances. 

Barriers to one's role were coded as obstructions. The differentiation between a 

hindrance and a barrier in the coding was a matter of degree and was determined 

by asking, "Is this a frustration or a barrier?" Hindrances and obstructions 

together were viewed from the action of maneuvering. In the cases where 

hindrances and obstructions were maneuvered, a process of making judgments 

was performed Judgments for maneuvering ranged from complacency to 

vigilance and were reflections of an internal or personal perspective in the 

choices made. In managing interactions, identifying a strategy for the judgment 
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was a subprocess. The process of managing fell along a continuum from "do 

nothing" to "make a plan. n 

P303: The principal told me, "I'll let you do this [program], but I'll give 
you enough rope to hang yourself." After [the program] was over, 
he came over and he told me, "I did not have one critical phone 
call" 

P304: [The principal said], "This is what you're going to do." And then 
we'd have to do that, whatever it was. .. So, every Tuesday and 
Thursday we were out of our offices, and no one could find us 
because we had about four teams [to meet with). I mean there's 
nothing wrong with the meetings, but it just takes a lot of your time. 

P306: Because I get so frustrated with the paperwork. I mean, look at my 
desk. Look at it~ 

One counselor made a plan during the course of the research interview to 

maneuver the hindrance she had been dealing with throughout the school year. 

P306: The first thing I really want to do before the end of the year is to 
really talk to the principal and really let him know some of the 
duties that I'm doing now that I just don't feel I can do next year 
and be effective. That's the number one thing to really let him 
know that .. Then I want to be able to plan the programs that I want 
so that I can implement them during the school year ... So, talking to 
the principal and organizing and planning are the biggest things that 
I would like to change for next year. 

One particular point made by some of the counselors was maneuvering the 

lack of professional status as viewed by colleagues. 

P301: I think (the principal] really does believe that I'm competent, and 
that I know what I'm doing. He doesn't place the same value on 
the counselor at the school as the counselor at Mental Health or the 
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counselor in private practice ... I'm still called "guidance." Even as 
many times as I tell him, "Please try to consider me as the mental 
health person in your school The person that's trained, and 
qualified, and willing to do it n 

P306: I would like to be looked on as a valued member [of the school] 
.. .I've heard people say, "The counselors, what a pie job, what an 
easy job" and they don't know .. .I always feel like I have to be seen 
doing something really busy, always doing something, so that I will 
be looked upon in a professional way. 

The process of responding was built from the personal recognition of 

"what I can do" that was communicated to the multiple publics and was the 

second process in the interacting phase. 

P305: I had enough sense to kind of initiate [classroom guidance] on my 
own. .. Once I kind of began to feel out things and knowing how 
things should be done ... All the expectations that people have of you 
whether it's a teacher, the principal, or whatever ... ! know that I'm 
supposed to be doing individual, small groups, and that kind of 
thing, but I know that the teachers have another expectation. 
There's a lot of expectation like "fix this discipline problem" that I 
can't handle. 

The frrst step in responding was recognizing the realm of services that a 

counselor can provide. The counselor may move to the next subprocess that was 

intervening the information to the multiple publics. In other words, letting others 

know "what I can do." 

P301: I'd rather go to the teacher or go to the grade level meetings and sit 
down with them and talk about "What are you doing this year?" I 
kind of have it set in my mind the things that I think [the students) 
need to know about and what my role_is in the school..It is really 
important to me what the teachers want from me, but it's even 
more important for me to be able to tell them what I can offer. 
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To a novice school counselor, intervening with multiple publics can be a 

daunting prospect In particular, intervening with individuals in positions of 

authority (ie., principal) was stressful. The novice counselor indicated a 

quandary as to how she would move forward in the process of responding: 

P306: I don't know where the lines are drawn, whether I should say [to 
the principal], "O.K., look this is not part of my duty" and risk being 
reprimanded and told "Look, you're going to do whatever I tell you 
to do." And then again I think, "This is setting the pattern for my 
years as a school counselor." So, I've really struggled [with what to 
do]. I don't know what to do or how to approach [the principal] 
about that 

Tenure as a counselor did not necessarily correlate to the subprocess of 

intervening information, which was the case with one seasoned school counselor. 

P304: But this year, [the co-counselor and I] didn't get quite get off to the 
right start I thought that we had agreed [to spend time planning 
together], but, then as soon as the kids came, that just sort of fell 
apart somehow. When we talked about it, it seemed she was just 
anxious to get on with it..I accepted that and went on with what I 
would normally have done. 

In summary, the phase of interacting internalized the role through the 

blending of influences process. The phase was characterized by the processes of 

managing and responding. In choosing to maneuver hindrances and obstructions, 

counselors were making judgments and identifying strategies to manage various 

interactions. The process of responding involved recognizing one's realm of 

services and intervening information with multiple publics. 
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Distinpisbin& The third phase was identified as distinguishing. It was 

the phase where counselors expressed "what" as advocating in the role and "how" 

as accounting (i.e., accountability) for the role. The process of advocacy was 

focused on essentials (i.e., needs). Some counselors in their advocacy were 

"hooking students with resources" while others were "responding to problems 

and/or needs." The process of accounting in one's role was expressed in various 

ways such as "that's what worked before," "I initiated that and now all the other 

schools are doing it," and "I do as I am told" To some counselors, accounting was 

how others viewed the counselor (i.e., distinguished approvingly). The processes 

of distinguishing were the "what" and "how" of role performance. 

The process of advocating was the counselor's focus on essentials 

(i.e., needs) in performing the role. Counselors were focused to safeguard 

(i.e., prevent), counter (i.e., react), and/or broker (i.e., coordinate) for the 

primary consumers' (i.e., students) essentials. In most cases, the focus in 

advocating for students was a combination of safeguard and counter in the 

performance of the role as a school counselor. Examples of a safeguard focus 

would be: 

P301: I just try to take into account what [administration] wants, what the 
teachers are doing, and doing a needs assessment for the whole 
school ... what kinds of situations the children are coming from, and 
that's where I focus. . .l just kind of look at what they're going to be 
doing ten years from now, and how I can kind of help them get 
ready for that 



188 

P302: But always, I think, in the back of our minds is, "What's going to be 
best for the students?" When we have a whole school activity, it's 
generally for the benefit of optimizing the student achievement of 
course, but also for the emotional help or offering parenting tips. 

P304: You address that need, but you can do it with that particular student 
individually, whereas if you have some concern or some need that is 
brought up by many people as you're going through the surveys, 
then perhaps some of that could be covered in group work 

P305: There are some things that every school needs to be 
doing. .. Everybody does them. Everybody is giving the same 
services. .. And then there are other things the we cover, and that's 
pretty much on account of we want this to be addressed There are 
other things that we try to do preventive. 

P306: That we're here to help [the teachers]. We want the kids in class, 
but we have to see the kids all day ... We're here to help them so 
maybe [the kids] wouldn't be acting out in the classroom. 

Examples of a counter focus would be: 

P301: I feel like I'm putting out fires a lot of time ... A lot of times I am 
reactive and I'm not proud to say that but I think I do a good job in 
the way that I react 

P304: [With that principal] all we were doing was seeing in-school 
suspension kids. [Now] most of the interactions that I have with 
students and parents and teachers are because there is a perceived 
problem. 

An example of a brokering focus would be: 

P303: To me, that's advocacy, making sure that these resources-the in
school resources, the parents, the community-are hooked. That 
those things are pulled together to help the child I see the 
counselor as being like a facilitator to see that happens. 
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The process of accounting was both asserting professional responsibility 

(i.e., internal or personal perspective) and performing approvingly (i.e., external 

perspective). These subprocesses represent two ends of a continuum, namely 

"what I think" and "what others think." Most counselors appear in the mid-range 

as personal responsibility was combined with approval by others. 

P301: And [the teacher] said, "I just feel like you're pulled in so many 
directions. We just need you." It was a real compliment, in a way, 
then, in a way, it was just kind of like, "god, I'm trying so hard, and 
they're still not happy with it" 

This counselor continued later in the interview with: 

P301: I really do get the sense, the longer I'm here, that [mental health 
counseling with students] is what the teachers want [from me] ... they 
would appreciate that At first I was trying to go along with what I 
was told counselors do and seeing what the other counselors in the 
county were doing. And hearing, too, from my supervisor of what 
I'm supposed to be doing. .. All the things that I will do, but I don't 
know how I'm supposed to do it alL.! have gotten more to the point 
of doing what I think is best and not really worrying about what's 
going on with the county. 

Some counselors' concern for accountability provided a strong link 

between personal responsibility and approval by others: 

P305: Accountability is important, and, if everybody else knows the things 
you need to be doing, I think it could free you up to get away from 
some of the other things that they've got us doing. .. ! had to know 
what I was responsible for, so that I'll know I'm doing a good job 
... "How do I see myself?" That's really hard because I always worry 
about what other people think, and I k~ow I can never do enough 
to please them. .. Because I know that there are always some things 



that I want to be doing that I'm not yet [doing). I'm never quite 
there ... and I feel like I'm lacking, or I'm not measuring up 
personally. 

In the case of one of the most experienced counselors, the process of 

accounting as asserting professional responsibility was based on what she bad 

done in the past 
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P303: I had a lot of experience, so, I had a real strong sense of what a 
guidance program should be ... l initiated a program. .. I was the first 
counselor to give the county a college day for middle school 
students. . .! initiated a letter ... ! see the counselor as being a person 
that starts new programs that relate to the overall program in the 
schooL.Something I've instigated, and now everybody does this 
program. 

In summary, the phase of distinguishing was the "what" and "how" of the 

role in the blending of influences. "What" were the essentials a counselor utilized 

as the focus for role performance, and "how" were the perceptions by both self 

and others in performing the role. 

Evolyin" The fourth phase for the blending of influences was entitled 

evolving. The participants spoke of the difference in their role performance 

between being a novice and being an experienced counselor with phrases such as 

"I have matured" and "I've become more conservative." The phase of evolving in 

the counselor's role followed the previous phases of structuring, interacting, and 

distinguishing. 
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Two processes were identified in the evolving phase, namely sustaining and 

intertwining. The sustaining process was the impact of experiencing challenges 

and learning on the job (i.e., OJT) from which the participants formed a cognition 

(i.e., understanding) as a school counselor. Challenges to the structural 

perspective (i.e., "what they didn't teach me") contributed to the counselor 

forming a personal perspective. The process of intertwining the structural 

perspective with the personal perspective as "the real stuff of school counseling" 

was utilized to form a fit, which was coded tongue-and-groove, for the role 

performance of the counselor. The inteitwining process funneled into forming a 

guiding focus for the counselor. It was through the guiding focus that the 

counselor's personal guidelines were revealed. 

The process of sustaining evclves from the managing process in the phase 

of interacting. The subprocesses of experiencing challenges, obtaining training 

on-the-job, and forming cognition were instrumental for the participants. The 

challenges (i.e., difficulties and/or problems) experienced were from a personal 

perspective. It was through the process of sustaining that counselors' personal 

perspective was developed. 

The subprocess of experiencing challenges was for many counselors 

recognizing "that's just the job." 

P301: I just have to drop whatever I'm doing and come back to it later on. 
So, a lot of times I'm pulled, and I don't even know that I'm going 
to be pulled away, and that's just part of the job. That's not going 
to get any better, I don't think 
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P303: So, you have to sort through those kinds of things and do what you 
feel is right for the student And it's not always a popular position. 

P304: So, it's not just the principal [who gives you things to dol although 
obviously the principal has more authority than the assistant 
principals. But as far as we're concerned, they're all administrators, 
so you have to defer to each of them. 

P305: I hated that [previous school counseling] job, but I needed to earn a 
living. The one good thing is when it was over, I could look back 
and see how much I had grown. 

The training obtained on-the-job provided the counselor with "what has 

worked" as much as "what didn't work." 

P301: But I think every year is a little different I just keep learning more 
about different areas. I'm being trained while I'm here ... l guess it's 
true in any job that you learn more about what you need to know 
once you get there .. .I've learned to work around [the principal]. 
I've just learned I have to catch him when ever I need 
him .. Leaming where his strength is and learning how I can best 
utilize him 

P302: You giving it a try anyway, and, if that doesn't work, it doesn't 
work. We'll scrap it and we'll do something different next time. 

P303: I wish I could have done more this year. But I've gotten a little gun 
shy about taking [students] off campus because of the liabilities. 

P305: The [co-counselor! was going through a lot of changes, and she was 
moody. Then knowing that there were things that were just her 
[counseling] territory. I just stayed really busy. B but it worked out 
O.K. 

In forming cognitions, each counselor was expressing "how I see it" 

P301: Sometimes I'll do [a counseling compon_entJ with a couple of grade 
levels and see how it goes, and if it goes well, then I'll go ahead and 



193 

adapt it to other grade levels. .. ! know my job is not clear cu4 but, to 
me, it ought to be mental issues, and social issues, and family 
issues. .. I get a lot of energy from the kids because I think, "Are they 
going to look back and remember this?" I just think that it's going 
to make a difference for them later on. 

P302: I can remember when [the students] came in as sixth graders and 
remember problems from then and look at what's happening now. 
It is built on what happened last year, or what baggage they came in 
here with, or something new, some new problem .. .! think that one 
of the greatest roles that I can do is to be an advocate and an active 
listener for [the students]. 

P303: When I first became a counselor, it was like 25% [of the students] 
needed individual help, and now it's just the opposite. Now, It's 
75% need individual, and 25% maybe you can deal with in groups. 

P304: Sometimes I would use of the [co-counselor's] techniques, and then 
sometimes I'd think, "Hey, I could do that better," and I'd use my 
own [techniques) ... l've evolved just like society has evolved, and the 
issues have changed over the years. .. ! really worry about [the 
students) more than I used to. I used to think that some of the 
things they went through were just normal for growing up, but it is 
so hard now to figure out a way to get all of them to live until they 
grow up. 

As sustaining was an integration of the experiencing, learning, and forming 

subprocesses, the counselors moved into a process for the intertwining of the 

structural and personal perspectives. In other words, a process of intertwining 

was initiated from the personal cognitions formed out of structural experiences. 

The process of intertwining the structural perspective with the personal 

perspective consisted of reflecting professional substance (ie., "the real stuff'), 

tying together as tongue-and-groove (ie., fit), and developing a guiding focus 

(ie., personal guidelines). 
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The subprocess of reflecting professional substance, which was "the real 

stuff' when performing the role of school counselor, can be contrasted between 

what was said by a novice counselor and a seasoned counselor. First, the novice 

counselor speaking about "the real stuff:" 

P306: ... An internship does not show you the real stuff. It really doesn't.. 
I don't think I want to be a school counselor anymore. This year 
has kind of proven to me that there are good parts and there are 
bad parts. But I see myself in a different way than what I'm getting 
here ... I think I would enjoy working in another environment 
Maybe in mental health. Maybe a place where you have 
appointments, where you're really getting to work with clients. I'm 
so tom because I enjoy the kids so much. 

The novice counselor in the subprocess of tying together as tongue-and-groove 

said: 

P306: This year I've been so overwhelmed I've just been trying to keep 
myself together .. .I feel like I don't have any control or very much 
control or power over the things that [upset] me the most The 
things that I feel like I can't do very much about because of the 
position that I'm in. .. I think when I first came in compared to now 
that I do see changes [in myself]. I came in with a pretty unrealistic 
view. I thought that I was going to be able to do a lot more than 
what I've actually done ... I think all the things that I want to do can 
be done but it has to be put in priority, and a few other things you 
just let it go. 

The novice counselor did approach the subprocess of developing a guiding focus 

when she shared: 

P306: I believe that I can be valuable as far as classroom, groups, and 
individual I enjoy the individual because there are so many kids 
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who cannot afford or whose parents won't take them to Mental 
Health, and they just need someone to talk to .. J just hope that 
there will be a day that comes where counselor are looked up to as 
valuable and really seen in that way in order to help the kids that 
are here because there are so many needy children. 

The intertwining process for the seasoned counselor also involved the 

three subprocesses. The subprocess of reflecting professional substance (ie., "the 

real stuff') was shared by a seasoned school counselor as: 

P301: I really didn't know what [school counseling] was really like. 1 
really did believe that I would have a little office, and 1 would do 
counseling, and there would be difficult cases, but the degree to 
which I have to do some things is just ridiculous. 

The seasoned counselor in the subprocess of tying together as tongue-and-groove 

spoke about the following: 

P301: You know, I have become a lot more conservative in my views and 
in the things that I really believe the way things are. I still try to 
keep in mind that there is a reason for the way families are ... l 
always want to believe that there is a chance for [children I to 
change and be the best that they can be and learn as much as they 
can. But some families are just so unable and unwilling, and I 
would not have said that my first year. 

The seasoned counselor in the subprocess of developing a guiding focus spoke 

about: 

P301: It's not just my job. This is a big part of my life .. .I don't feel like I 
work for Guilford County schools at all. 1 feel like I work for this 
school If 1 moved to another school, 1 would be a different person 
[although I I would carry a lot with me. But the school makes who 
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you are in a way. You just kind of bind with that-with the building 
and the faculty-and that you become part of that..And so it's kind 
of a community thing, too. You see so many people in different 
places, and this is pretty much your whole life ... [Being a school 
counselor] is always with you. 

In summary, the fourth phase of evolving in the counselor's role was 

characterized by the processes of sustaining and intenwining. Through 

experiencing challenges, learning on the job, and forming cognitions, the 

counselors sustained their role performance which developed their individualized 

personal perspective. The intertwining of the structural and personal perspectives 

was reflected through professional substance and a tongue-and-groove fit The 

intertwining process funneled into forming a guiding focus for the counselor. The 

guiding focus revealed the counselor's personal guidelines for carrying out the 

role of school counselor. 

The process for the blending of influences consisted of four phases, namely 

structuring, interacting, distinguishing, and evolving. These four phases were 

described in terms of processes (i.e., strategies) and subprocesses (i.e., activities) 

of the school counselor performing in the role. The blending of influences was 

presented as a fluid, dynamic process. What follows is a description of the core 

category, namely the blending of influences. 

Core Cateeor.y as the Blendin& of Influences 

The emergence of the core category is essential to generating theory "that 

accounts for a pattern of behavior which is relevant and problematic for those 
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involved" (Glaser, 1992, p. 73). The focus of grounded theory is the core 

category that accounts for most of the variation in a pattern of behavior. The 

core category emerges from constant comparative coding and analysis of the data. 

Using selective coding, the major categories are related to the core category by 

means of context, conditions, and phases. 

From the commencement of the study, the search for central themes was 

paramount to data analysis. The data were analyzed utilizing coding procedures 

and memos to identify categories in terms of properties (i.e., characteristics) and 

dimensions (i.e., location of a property along a continuum). Open coding 

generated a number of concepts such as student advocate and insightful advocate 

empathy which were linked to a central theme for distinguishing. Later in the 

analysis, the central theme of distinguishing became the category distinguishing 

with a process for advocating and a subprocess as focusing on essentials 

(i.e., safeguard, counter, broker). The data supported distinguishing as one of the 

major categories to describe how participants identified themselves in the 

performance of their role as a school counselor. 

Once the major categories (i.e., structuring, interacting, distinguishing, 

evolving) were developed in terms of properties and dimensions, and linkages 

were made among the categories, the analysis focused on identifying the core 

category. Questions that assisted with the identification of the category included 

the following: What theme is reflected over and over again in the data? What 

do I think is the main problem that counselors are dealing with in performing 
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their role? Which category do all the other categories seem to lead or point 

toward? (Glaser, 1992; Strauss & Corbin, 1990). Through the process of selective 

coding, the core category for the blending of influences emerged from the data 

By returning to each story from phase three of the study and reviewing the 

respective paragraph of "the story seems to be about," counselors were faced with 

multiple influences and each found a way to intertwine or blend these influences. 

As a process, the core category was entitled "blending of influences." Key words 

from these stories assisted with the identification of the processes (e.g., defining, 

responding, advocating, sustaining) and subprocesses (e.g., informing, 

maneuvering, focusing, forming) for each category. The categories, processes, 

and subprocesses were validated against the data, and a schema was developed 

that was entitled "The Processes and Subprocesses in the Phases for the Blending 

of Influences" (see Table 2). This schema also was validated against data 

previously collected during phases one and two in the first study. 

Theoretical sampling was used throughout the coding procedures to 

identify, develop, and relate emerging concepts from the data Certain concepts 

had proven theoretical relevance because they were repeatedly present or notably 

absent when comparing incidents, and, through the coding procedures, they 

earned the status of categories (Strauss & Corbin, 1990). Theoretical sampling 

guided the data analysis until each major category and the core category had 

depth and breadth, and the relationships between them were lucid 
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Data analysis was complete when the interview and observation data did 

not generate any new information to describe how participants performed their 

role as a school counselor. At this point. theoretical saturation had been reached 

and the categories were considered complete. The blending of influences process 

had theoretical saturation when the data described the context, conditions, and 

phases related to the core category. 

The core category for the blending of influences was identified from the 

major categories which had emerged from the data. The categories were linked 

to describe how school counselors perform their role in the context of elementary 

and middle school counseling under the causal condition of experience, the 

contextual condition of number of service providers, and the intervening 

condition of essentials. The blending of influences accounted for much of the 

variation in the counselor's role performance with respect to personal guidelines. 

The blending of influences emerged as a process used by school counselors 

in the performance of their role. The blending of influences process refers to the 

personal guidelines that school counselors use in carrying out their professional 

role. Personal guidelines refer to the self-conceptualization of the role as a 

school counselor. Professional interactions were explored as defining experiences 

to illuminate the self-conceptualization as counselors became involved in their 

role. The role performance was viewed as an identity that was fluid and involved 

the phases of structuring, interacting, distinguishing, and evolving. These phases 
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and their related processes and subprocesses formed the basis of the substantive 

theory for the blending of influences. 

Substantive Theory for the Blending of Influences 

The problem grounded in the data of this research was to identify 

counselors' self-conceptualization (ie., personal guidelines) that was a meaning

making framework in carrying out the professional role as a school counselor. 

Using qualitative procedures for data collection and analysis, it was discovered 

that the process for dealing with performing in the role of a school counselor was 

a process for the blending of influences. 

In the research study, the blending of influences process occurred as 

counselors were involved with professional interactions when performing in their 

role in the context of elementary and middle school counseling. The process for 

blending of influences involved the following four phases and processes: 

(a) Structuring which involved defining and rating; (b) interacting as managing 

and responding; (c) distinguishing which involved advocating and accounting; and 

(d) evolving as sustaining and intertwining. Each process was described in terms 

of subprocesses or activities of the school counselor performing in the role. The 

core category, blending of influences, and the major theoretical categories were 

linked through the context, conditions, and phases that described how school 

counselors performed their role. 

The theory for the blending of influences describes the role performance 

of school counselors through the self-conceptualization or personal guidelines that 
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are utilized The conditions within which the blending of influences occur include 

the experience, number of service providers, and essentials in the context of a 

particular setting. 

Conditions from which school counselors may be viewed include 

experience, number of service providers, and essentials or needs in the particular 

setting. A school counselor in a particular setting based on years of experience 

may be considered a novice or seasoned counselor. The counselor's experience 

will contribute to his or her knowledge regarding the legacy of the setting and the 

timbre of the school Within a particular setting, the counselor may be the 

exclusive service provider or may work with one or more co-counselors. 

Essentials or needs of a particular setting include the developmental issues 

related to the population being served and the directives related to 

administrators' expectations of the counselor. Given the dynamics when these 

conditions are intermixed, each school counselor can be viewed as a unique 

service provider entering the phases for the blending of influences. 

School counselors, at the onset of the professional role, become involved 

in the phases for the blending of influences from a structural or external 

perspective of the self-conceptualization that is the structuring phase. Counselors 

may move in and out of this phase as conditions of the role change 

(e.g., experiences, different principal/co-counselor). This phase can be discerned 

through the counselors' description of franchise structuring (i.e., determining the 

school counseling program). In structuring the counseling program, counselors 
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surface. 
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Interactions with multiple publics are inherent to the role of the school 

counselor. The interacting phase initiates the personal or internal perspective of 

the self-conceptualization as counselors become involved with managing and 

responding to "multiple influences." Whether viewed as challenges, hindrances, 

and/or obstructions, the counselors maneuver the "multiple influences" and make 

decisions regarding their role. Through the interacting phase, the personal 

guidelines emerge as a meaning-making framework from which decisions or 

judgments are enacted 

Counselors move in and out of the distinguishing phase based on 

performance goals and perceptions. This phase is marked by the what and how 

of the "influences." As early as the novice year, counselors determine the focus 

(ie., what) of their role performance and the perceptions (ie., how) of self and 

others in performing the role. This phase may be revisited numerable times as 

conditions in the role change. 

The dynamic interplay of the structuring, interacting, and distinguishing 

phases are precursors to the evolving phase. Sustaining a variety of experiences 

develops the personal perspective. The intertwining of the personal and 

structural perspectives weaves a guiding focus that is revealed through personal 

guidelines for carrying out the role as a school counselor. The evolving phase 

becomes a part of the interplay of the phases for blending of influences. 
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Describing the phases as a "dynamic interplay" represents the fluid nature 

of the process for the blending of influences. What is viewed as the consequences 

of the dynamic interplay of phases is presented as the self-conceptualization or 

identity of school counselors performing in the role. The identity also has a fluid 

nature as the conditions change and counselors become involved in the phases of 

the process. The identity should not be viewed as a final outcome but rather as a 

consequence of the conditions and phases of the process. Figure 1 is a visual 

representation of the context, conditions, and phases that comprise the process for 

the blending of influences. 

The inductive approach to developing a substantive theory began with the 

collection of data (ie., interviews) and built theoretical categories from 

relationships discovered among the data (LeCompte & Preissle, 1993). The 

theory was developed to describe school counselors' role performance in 

professional interactions to illuminate their professional identity development. 

The substantive theory for the blending of influences was generated to describe 

how school counselors within the context of elementary and middle school 

counseling develop their professional identity, which is viewed as personal 

guidelines or self-conceptualizations. The theory fits the realities of the data 

collected and represents the dynamic interplay among the contexts, conditions, 

and phases as a process for the blending of influences. 



204 

Fipre 1. The Substantive Theory: Process for the Blending of Influences 

Context Conditions Phases 

Structming 

Experience 

~ 

School Number of > Setting Service Providers 

Essentials / 

Evolving 
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Summary 

A grounded theory is systematically and inductively generated by studying 

the phenomenon it represents (Glaser, 1992; Strauss & Corbin, 1990). A 

substantive theory evolves from the study of a phenomenon or problem in one 

particular context (LeCompte & Preissle, 1993; Strauss & Corbin, 1990). The 

findings of this study provide a substantive theory for the blending of influences 

that describes the role performance of elementary and middle school counselors 

through self-conceptualizations that are the professional identities of the 

counselors. The process for the blending of influences takes place as a dynamic 

interplay within the contexts, conditions, and phases when performing in the role 

of a school counselor. 

The basic process for the blending of influences consists of four phases 

and related processes: (a) structuring, that is defining and rating; (b) interacting, 

that is managing and responding; (c) distinguishing, that is advocating and 

accounting; and (d) evolving, that is sustaining and intertwining. The phases 

represent a dynamic interplay within the process. Specific conditions 

(ie., experience, number of service providers, essentials) will have a bearing on 

the occurrence of the phenomenon. The context within which the process occurs 

provides another influence as counselors perform their role. The blending of 

influences process is a dynamic view of counselors' personal guidelines or self

conceptualization. 
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In the final chapter, the results are summarized and discussed, and the 

credibility of the findings are presented Implications for practice and research 

also are discussed in the last chapter. 



CHAPTER V 

CONCLUSIONS 

The purpose of the study was to generate a grounded theory of school 

counselors' professional identity development The aims of the study were to 

explore and to conceptualize school counselors' professional interactions as 

defining experiences in the development of a professional school counselor 

identity. The substantive theory generated from the study has described the 

contexts, conditions, and phases for a process identified as the blending of 

influences. 
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This final chapter is divided into five sections. The first section 

summarizes the major findings from this study. The second section reviews the 

credibility of the study using criteria presented in Chapter III. A discussion of the 

findings is presented in the third section. Implications of the study for practicing 

school counselors, training and credentialing of school counselors, and future 

research are presented in the fourth section. The chapter is brought to a close in 

the final section with a conclusion to the study. 

Summary 

The development of a professional identity contributes to defining the role 

of school counselors which shapes the counseling program and services provided 

to students. In providing appropriate services, counselors are involved in making 
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decisions, and the interactions with multiple publics (ie., administrators, teachers, 

co-counselors) are particularly important It was discovered through this study 

that the self-conceptualization or personal guidelines used by the school 

counselors to manage these interactions provided a meaning-making framework 

for carrying out the professional role. In managing these interactions, school 

counselors were involved in a process described as the blending of influences. 

In a context of elementary and middle school counseling, the process for 

blending of influences has the following conditions: (a) experience as a novice or 

seasoned counselor and the knowledge of both the legacy of the setting and the 

timbre of the school; (b) number of counselors which may be either as an 

exclusive service provider or as a co-counselor working with other service 

providers; and (c) essentials or needs within a particular setting that include 

developmental issues related to the population being served and the directives 

related to administrators' expectations of the counselor. The basic process for the 

blending of influences consists of four phases and related processes: 

(a) structuring, that is defining and rating; (b) interacting, that is managing and 

responding; (c) distinguishing, that is advocating and accounting; and (d) evolving, 

that is sustaining and intertwining. The phases represent a dynamic interplay 

within the process. As professionals perform in the role as a school counselor, 

their personal guidelines (ie., self-conceptualizations) are portrayed through the 

blending of influences within the contexts, conditions, and phases of the process. 
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The substantive theory generated from the research study describes the 

blending of influences process. By submitting the theory to established evaluation 

procedures as presented in Chapter III, the credibility of the theory can be 

assessed. 

Credibility of the Study 

The credibility of the study was judged by the adequacy of the research 

process and the judgments made about the empirical grounding of the research 

findings. The criteria cited by Strauss and Corbin (1990) were used to evaluate 

the grounded theory generated from this study. 

The adequacy of the research process covers seven criteria, which were 

described in Chapter III, that assess the complex coding procedures used by the 

researcher. Five of the seven cited criteria (ie., I, 2, 3, 4, 7) have been answered 

in the detailed presentation of findings in Chapter IV. The five criteria covered 

in Chapter IV include the original sample, major categories, 

events/incidents/actions of the categories, theoretical sampling, and core 

category. The remaining two criteria relate to propositions pertaining to the 

conceptual relationships among categories. 

Conceptual relations among categories from the study were formulated 

and tested. These relationships included the following propositions: (a) there is 

a linear relationship among the phases of the process; (b) identity, as a 

consequence of the blending of influences process, possesses a concrete nature; 

and (c) there is a hierarchical relationship among the contexts, conditions, and 
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phases of the process. Each interview was reexamined through a comparative 

method to test the relationships. In each case, the propositions were shown not 

to be linear, concrete, and hierarchical, but rather to be reciprocal, fluid, and 

dynamic. These propositions led to the conceptual relationships within the 

theory. The resulting conceptual relations among categories included the 

following: (a) there is a reciprocal interplay within the process, (b) there is a 

fluid nature to the process as the conditions and decisions change, and (c) the 

phenomenon as a blending of influences is a dynamic process within the contexts, 

conditions, and phases for counselors performing in the role. 

The adequacy of the empirical grounding of the research findings was 

judged by seven criteria that were described in Chapter IlL The findings 

presented in Chapter IV, which were generated from rigorous coding procedures 

detailed in Chapter III, address the adequacy of the empirical grounding with 

regard to concepts, linkages, variation and specificity, conditions, creative 

interplay, and process. Concepts were generated from the data and systematically 

related The conceptual linkages were presented as processes (ie., strategies) and 

subprocesses (ie., activities) of counselors performing in the role. Variation and 

specificity were built into the theory as conditions (ie., experience, number of 

service providers, essentials) for the process. Broader conditions that effect the 

process under study were seen as "the settings" within which the counselors were 

providing services. The theory described a dynamic process for the blending of 

influences involving phases and actions/interactions in response to prevailing 



conditions. Finally, the theoretical fmdings represented the creative interplay 

between the researcher and the data. 
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The double set of criteria (ie., research process, empirical grounding) have 

a bearing on the issues of verifying the grounded theory study. Components of 

the research process that were described in Chapter IV presented the theory as a 

series of formulations that emerged during the research process. Given the 

guidelines followed throughout the research study, a judgment was made 

regarding the substantive theory. Under these guidelines, the research was 

deemed adequate, and the theory was judged to be credible. 

Discussion 

The purpose of the study was to propose a grounded theory that would 

contribute to an understanding of school counselors' professional identity 

development The aims of the study were to explore and to conceptualize school 

counselors' interactions with principals from a framework of conflict decisions as 

defining experiences in the development of a professional school counselor 

identity. Three assumptions were made, namely that (a) the development of a 

professional identity contributed to defining the role of school counselors which 

shapes counseling programs and services provided to students, (b) in providing 

appropriate services, school counselors are involved in making decisions, and, 

(c) in making decisions, interactions with principals seemed particularly important 

As a result of the study, it was found that the development of a 

professional identity does contribute to defining the role of school counselors 
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which does shape the counseling programs and services provided to students. In 

providing appropriate services, school counselors are involved in making 

decisions, however, interactions are more complex than only those with principals. 

What was found through this study was that managing interactions with multiple 

publics, which include administrators, teachers, and co-counselors, are particularly 

important Further, managing interactions are one part of a larger process 

identified as the blending of influences. As was expected, the blending of 

influences process was conceptualized as a dynamic interplay of internal and 

external perspectives, however, the resulting personal guidelines were far more 

individualized than initially expected This is important because the personal 

guidelines followed by counselors determine the school counseling program, 

hence the highly individualized personal guidelines result in diverse programs and 

services offered to the students and to the school community. 

The initial broad research question focused on identifying the factors that 

determine the school counseling program. What emerged was a proposition that 

a process of transformation occurs as the school counselor moves from 

determining the school counseling program based on external influences 

(Le., training received) to an internalized conceptualization of the role. As a part 

of the transformation process, the school counselor recognizes the needs of 

students that may elicit challenges from multiple publics (Le., teachers, 

administrators, co-counselors) which the school counselor must manage. Research 

questions in subsequent interviews were narrowed to identify the issues of 
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professional conflict and how school counselors deal with these conflicts. The 

emerging theory from study one was about the transformation of school 

counselors. Novice school counselors following a structural orientation 

transformed into experienced school counselors responding to challenges based on 

an internalized self-conceptualization of their role. 

The research questions for study two focused on identifying issues of 

conflict with principals. It was discovered that interactions with multiple publics 

(ie., administrators, teachers, co-counselors), not just the hierarchical relationship 

with the principal, are defining experiences in the development of a professional 

school counselor identity. Further, these interactions are a part of a process 

through which counselors blend numerous influences for determining the school 

counseling program. It was found that the professional identity development of 

school counselors mediates the programs and services provided to the students 

and to the school community. 

Professional identity is a meaning-making framework from which school 

counselors determine their role and functions. This identity develops over time 

and is a part of an experiential and maturation process. The development of a 

professional identity is an individualized process for the blending of various 

influences that results in the personal guidelines followed by counselors when 

making decisions. Although the study revealed a similar process among the 

participants for developing a professional identity, involvement in the process was 

unique to each school counselor. 
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The study revealed that development occurs over the professional life

span. The continual development of the professional identity will reciprocally 

continue to mediate the counseling program and the role of the school counselor. 

Therefore, opportunities for continued professional development that address 

issues of both structural and personal perspectives are important 

Some of the assumptions made at the onset of the study were accurate. 

These assumptions included that (a) professional identity does contribute to 

defining the role of school counselors, and, (b) in providing appropriate services, 

school counselors are involved in making decisions. However, the third 

assumption that interactions with principals were particularly important was 

modified based on the results of the study. Although interactions with principals 

were important, many instances cited from the study indicated that interactions 

with various publics were more important in making decisions that determine the 

school counseling program. In particular, interactions with co-counselors 

challenged the internal conceptualization of the role for many school counselors. 

Once again, the importance of interactions with multiple publics was 

individualized which resulted in the personal guidelines followed by school 

counselors. 

It is interesting to note how the results of this study support what has been 

reported in the literature regarding professional socialization and development 

Even more interesting are the conceptualizations from the study that are 

specifically defmed for school counselors' professional socialization and 
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development These conceptualizations are presented as a model for professional 

school counselor identity development comprised of strategies and activities when 

performing in the role. Also, the dynamic interplay among the conceptualizations 

where shown to occur across the professional career of school counselors. 

Findings from this study support what has been defined in the literature as 

professional socialization and development (Hall, 1987; McGowen & Hart, 1990; 

Watts, 1987). The literature for a number of professions (i.e., teachers, clinical 

psychologists, counseling psychologists, psychoanalysts) reports that professional 

growth and development begins during one's training for the profession, evolves 

during entry into the profession, and continues to develop as the practitioner 

identifies with the profession. This concept was true for the school counselors 

who participated in this study. The maturation process began with the structural 

perspective developed during one's graduate training and was moderated by 

experiences during entry into the profession. Further development occurred as 

each participant internalized the role that resulted in counseling services 

determined by individualized personal guidelines. What was illuminating was the 

similarity of experiences among the participants and yet the dissimilarity of how 

these experiences were internalized into the self-conceptualization of the role 

among the participants. It was the personal or internal perspective as a self

conceptualization of the role that led the participants in the current study to 

develop new values, attitudes, and self-identity components portrayed through 

each individual's personal guidelines as a school counselor. 
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The substantive theory for the blending of influences presents a 

conceptualization of professional identity development for school counselors. 

Previous studies have presented professional identity development as a career 

spectrum model (Hall, 1987), a stage model (e.g., Skovholt & Ronnestad, 1992), 

and a tripartite model of professional socialization (Watts, 1987). The current 

study presents professional identity development as a dynamic interplay of phases 

as school counselors become involved in a variety of strategies and activities 

when performing in the role. 

The study began with an investigation into the interactions of school 

counselors with principals. Interactions were central to the exploration of school 

counselors' role performance but what became lucid were the interactions with 

multiple publics. Through qualitative coding procedures, concepts emerged and 

were linked as a model for professional school counselor identity development 

But what put life into the model was the dynamic interplay among the 

conceptualizations across the professional career. The findings of the study 

support the literature that professional identity development is not a final 

outcome. The substantive theory conceptualizes professional identity 

development of school counselors as being responsive to a variety of influences 

and the importance placed on those influences by the individual school counselor 

when performing in the role. 

The designation "Professional School Counselor" as the title for individuals 

engaged in the practice of school counseling can be viewed through the 
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substantive theory for the blending of influences process. The process as 

evidenced by the personal guidelines contributes to defining the role of school 

counselors who shape counseling programs and services provided to students. 

Given the findings from this study, implications for the profession of school 

counseling extend to school counselors, to counselor educators, and to 

researchers. 

Implications of the Study 

Knowing that the professional identity of school counselors mediates what 

and how services are delivered to the students and to the school community, the 

implications of this study will effect school counseling practitioners and school 

counseling educators in a variety of ways, namely in practice, training, 

credentialing, and research. In this section, the implications for practicing school 

counselors, training and credentialing of school counselors, and future research 

are discussed 

Practicin& School Counselors 

Implications from this study for practicing school counselors address the 

concept of personal guidelines by asking the following questions: (a) What are 

the personal guidelines for individual counselors? (b) How do individual school 

counselors utilize the blending of influences process in determining the program 

and services provided to students? In answering these questions, practitioners 

may develop more effective methods for developing programs and delivering 
-

services to students in the school setting. In the future, personal guidelines may 
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lead to questions for assessing school counseling programs and services as well as 

school counselors' performance, such as "How do individual school counselors 

assess their performance as providers of counseling services in schools as viewed 

through the blending of influences process?" 

The phases of the process have significant implications for both novice and 

seasoned school counselors. The study supports programs such as mentoring 

(e.g., VanZandt & Perry, 1992) and academies (e.g., Splete & Grisdale, 1992) that 

have been instituted to support practicing school counselors. These types of 

programs provide a forum for counselors to share experiences from and to seek 

solutions for day-to-day practice. Where these types of programs are not 

available, experiences that provide reflective opportunities can be a means of 

engaging in the process for the blending of influences. Such experiences may 

include writing a journal, attending professional conferences, and networking with 

other counselors. 

The importance of the interacting phase as counselors manage and respond 

to requests speaks to practitioners "picking their battles." School counselors' 

identities are formed by the decisions made when interacting with multiple 

publics, in particular, principals and co-counselors. Requests for school 

counselors to perform administrative and I or clerical tasks will continue to be 

made if such administrative directives are held in the same esteem as 

administrative directives for counseling services. This condition will impact the 

"blending" process with administrative and clerical tasks becoming integral 
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"influences" that practitioners must address. In addition, interactions between co

counselors can provide opportunities for confrontation, arbitration, and 

collaboration that can be seen as an integral part of the process resulting in 

appropriate programs and services to address the developmental needs of 

students. 

Professional identity development is not a final outcome, rather it is an 

evolving perspective that spans a practitioner's professional career. The evolving 

phase needs to be as important to the seasoned counselor as it is to the novice 

counselor. Opportunities need to be made available to challenge the seasoned 

counselor to identify issues and to plan strategies that address conditions that are 

constantly changing which impact the blending of influences process. The issues 

faced by students in schools continue to change, and the practice of counseling 

continues to change as we learn more about meeting the needs of students. 

These changes are significant factor:; that have a bearing on the dynamic interplay 

of phases within the process. 

The implications for practicing school counselors are seen as professional 

multi-faceted growth. Asking questions to probe the concept of personal 

guidelines, supporting professional growth, picking one's battles, and developing 

throughout one's professional career are examples that support the dynamic 

interplay within the blending of influences process. 
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Trainin& and Credentialin& of School Counselors 

Given that the professional identity of school counselors mediates what 

and how services are delivered to the students and to the school community, the 

influences that are a part of the process for the development of a professional 

identity have implications for the training of school counselors. School counselors 

can be prepared with a mindset that they will evolve and change in their 

professional role, that they will be made aware of the factors that impact their 

professional development, and that they will ultimately determine the counseling 

program and services offered within the school setting. However, many of the 

school counselors who participated in the study felt they were not well prepared 

for the reality of school counseling. This insight has implications for courses, 

seminars, and internships as part of the pre-professional training for school 

counselors. 

Courses within the training program should address not only the 

structuring of the school counseling program but also the importance of decision 

making in determining the program and services. Decisions involve interacting 

with multiple publics which become a part of the fluid process for the blending of 

influences. Practicing school counselors as well as practicing principals would 

make excellent guest speakers in training courses to share examples of decisions 

and to stimulate discussions (i.e., interactions). 

An innovative approach to introducing the blending of influences process 

-
to counselors in training would be seminars with other educators in training 
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(ie., principals, teachers). These seminars could provide an opportunity for 

participants to become involved with the interacting phase as each individual will 

manage and respond to seminar topics related to issues in schools. In addition, 

seminars would provide a forum to discuss the services of the school counselor 

and to develop an understanding of the profession. 

A review of the CACREP standards indicates a strong emphasis on the 

structural perspective of school counseling through specified curricular 

experiences that includes a required internship experience. However, the 

standards do not provide the same structural guidelines for supervision of the 

internship. Consideration should be given to develop guidelines for the 

supervision of internship experiences by both the host and the university 

supervisors. For example, the host supervisor's responsibilities would include the 

supervision of the intern's experiences in group counseling, classroom guidance, 

and consultation with teachers and parents. The university supervisor's 

responsibilities would include the supervision of the intern's individual counseling 

experiences utilizing individual and group supervision techniques. It is through 

the internship experience that a bridge between the training and the practice of 

school counseling can be provided, in other words, the reality of school 

counseling. 

Support for a standardized certification for school counselors can be 

gleaned from this study. The National Certified School Counselor (i.e., NCSC) is 

currently available through the National Board for Certified Counselors 
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(ie., NBCC). However, there is no widespread requirement of the NCSC for 

practitioners in the schools. A review of the guidelines and qualifications of the 

certification as well as continuing certification for practicing school counselors is 

strongly recommended. Professionalization of school counseling from the 

national level through certification would support reciprocity among the states, 

distinguish counselors from educators, and establish criteria for renewal of 

certification beyond entry-level criteria. A national certification is the avenue for 

standardized certification of school counselors among the states. Also, the 

national counseling certification rather than a school counseling endorsement that 

is generally under the auspices of a Department of Instruction within each state 

would differentiate counselors from teachers. Finally, national standards for re

certification could address the need for continued professional development of 

school counselors. The profession of school counseling should not be reactive to 

individual state standards that vary greatly between states. School counseling 

should be seen as a distinct profession with standardized certification and re

certification requirements for practice. 

The implications for the training of school counselors focus on integrating 

the blending of influences process into internships, seminars, and courses. The 

importance of decision making in determining programs and services is also 

emphasized. The implications for the credentialing of school counselors is a 

recommendation to support the existing national school counseling credential 
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Future Research 

Results of this study have produced a substantive theory for the 

development of a professional school counselor identity. Further exploration and 

conceptualization through both qualitative and quantitative methods would be 

advantageous. Future research should be focused on testing and refining the 

theory through examining relationships within the theory, collecting data from 

multiple publics (ie., principals, teachers, co-counselors), and determining 

relationships between consequences of the process and the services provided to 

students. 

The testing and refining of the theory is paramount to advancing the 

substantive theory to a mid-range theory. Research studies of other contexts 

(ie., high school, rural setting, regional location, international schools) can be 

viewed as a long range goal of the researcher. Identifying both the similarities 

and the differences among the contexts would provide density to the theory. 

Examining the relationships between contexts, conditions, and phases in the 

blending of influences process would further refine the theory. The refinement 

of the theory may, in tum, provide a basis for more effective school counseling 

programs and the delivery of services to students. 

In testing and refining of the theory, the consequences of the process need 

to be explored and conceptualized. There are numerous possibilities for the 

consequences that may include decision styles, program services, and personal 

attachment/detachment Once conceptualized, consequences can then be 



considered in relation to contexts, conditions, and phases in the blending of 

influences process. For example, the Conflict Decision Model (Janis & 

224 

Mann, 1977) that acknowledges the diverse nature of human decision making and 

the impact of the situation on the process used to make a decision may be a 

possible conceptualization for the consequences of the process. The four 

frameworks (ie., complacent, avoidant, hyper-vigilant, vigilant) may provide a 

means for viewing significant decisions made by school counselors. 

There was an indication from this study of a "professional maturation." 

This concept needs to be further explored The development across the 

professional life span would be an important contribution to the theory and would 

have implications for both practicing counselors and training programs. 

Collecting data from multiple publics would be a view from "the other side 

of the process. n Qualitative studies involving principals and teachers would focus 

on the origins of their perceptions of school counseling and school counselors. 

These insights may have implications for informing these multiple publics about 

school counseling in addition to on-the-job-training. 

With the extensive literature on the role and function of school counselors, 

another study in this area certainly is not needed However, a study to link the 

blending of influences process to programs and services could be enlightening. 

Searching for linkages between contexts, conditions, and phases that result in 

certain types of programs and services (e.g., developmental, directive) may help 

determine if it is the training or the person, or a particular blending of the 



training and the person that is the critical ingredient for the blending of 

influences process. 
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Although this study produced a substantive theory, it has raised more 

questions than it has answered. Further research to test and refine the theory is 

strongly suggested The self-conceptualization of practitioners as a particular 

"type" of school counselor has been shown to be directly linked to the programs 

and services offered to students in schools. So it follows, the beneficiaries of the 

blending of influences process ultimately are the students. 

Conclusion 

The substantive theory for the blending of influences process provides a 

framework from which to view the professional identity development of school 

counselors within a context of elementary and middle schools. The "blending of 

influences" describes the intertwining of the structural and personal perspectives 

that results in the personal guidelines followed by school counseling practitioners 

in making decisions for the delivery of programs and services to students in 

schools. The interplay of conditions and phases within the context has fit the 

reality, given understanding, and was useful both practically and theoretically in 

the substantive area explored by this study. 

Further research needs to be conducted to test and refine the applicability 

of the theory for the blending of influences process. The usefulness of this theory 

will be determined by how well the theory explains the blending of influences 

process in other substantive areas of school counseling. 
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Appendix A: Interview Guide 



INTERVIEW GUIDE 

1. What factors determine the school counseling program? 

2. Who is involved in determining the school counseling program? 

3. How do you make decisions about the school counseling program? 

4. What issues of conflict with principals have you dealt with as a school 

counselor? 

5. What was the conflict decision process you _used when dealing with conflicts 

with principals'! 

6. In what ways do your conflict decisions reflect your role as a school 

counselor? 
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Appendix B: Participant Questionnaire 
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PARTICIPANT QUESTIONNAIRE 
lnreraaions wilh Principals as Defining Experiences in the 
Development of a Professional School Counselor ldenriry 

Tu following informarion is confidential and wiU nor be tUed as idelllifying informario~~: 

Name-------------------------------------------------------------------
(Dr./Mr./Ms./Mrs.) (first name) (middle initial) (last name) 

Mailing Address 

Home Phone Work Phone 

The following informarion wiU be tUed as parridpanr·descripriYe data in rM research slllliy: 

II ITEM RESPONSE 

1. Highest college degree earned (e.g., Ph.D., M.Ed., M.A.. B.S.) 

2. Please indicate the department/field of your highest degree 

3. The year in which you received your degree in school counseling 

4. Are you a certified school counselor? (circle response) YES NO 

5. Certified counselor (e.g.. NCC) and/or licensed professional counselor NCC LPC 
(e.g.. LPC) (circle response/s) 

6. Approximate hours devoted to professional reading per week 

7. Number of conferences or workshops attended in previous l2 months 

8. Number of professional journal subscriptions 

9. Number of published books or articles 

lO. Do you carry out professional roles other than counseling (e.g., YES NO 
teaching other than classroom guidance, coaching)? (circle response) 

ll. Number of years experience as a professional school counselor 

12. Gender (circle response) MALE FEMALE 

13. Age 

l4. Ethnic/cultural group with which you identify (e.g., African-American. I 

Hispanic, etc.) 

Number of years you have spent as a school counselor at each of the following levels: 

__ elementary __ middle school or junior high __ high school 

__ middle /high school __ K-l2 

List your professional memberships (e.g., American Counseling Association, American School Counselor 
Association, North Carolina School Counselor Association) 
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Appendix C: Consent to Act as a Human Subject 
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CONSENT TO ACT AS A HUMAN SUBJECT 

Project Title: Interactions with Principals as Definin& Experiences in the 
Development of Professional School Counselors· Identity 

Principal Investigator: Pamelia E. Brott, M.A., LPC 

Subject's Name Date of Consent 

Ms. Pamella E. Brott is a doctoral student in the Department of Counseling and 
Educational Development at The University of North Carolina at Greensboro. She 
is researching the development of a professional school counselor identity by 
interviewing practicing school counselors. The research study will increase our 
awareness and understanding by describing the school counselors• interactions with 
principals as defining experiences in the development of a professional identity. 

I understand that there are no discomforts or possible hazards involved in the study 
for me. My participation in this study is strictly voluntary. and I am free to withdraw 
consent and discontinue my participation at any time. 

I realize that the study will take approximately 60 to 90 minutes of my time. It will 
involve participating in an interview and filling out a brief questionnaire. 

The research and this consent form have been approved by the Institutional Review 
Board at The University of North Carolina at Greensboro which insures that 
research involving people follows federal regulations. Questions regarding my rights 
as a participant in this project can be answered by calling Dr. Beverly Maddox-Britt 
at (910) 334-5878. Questions regarding the research itself will be answered by 
Ms. Pamelia E. Brott by calling (910) 545-0693. Any new information that develops 
during the project will be provided to me if the information might affect my 
willingness to continue participation in the project 

By signing this form. I agree to participate in the project described. I agree that 
research data gathered for the study may be published provided my name is not 
used. 

Participant's Signature Date 

Witness to Participant's Signature Date 


