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Abstract
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Chair: Gordon Gates

With the American School Counselor Association’S(®A) adoption of the National
Model, school counselors are called to align therk with educational reform initiatives
and provide leadership in public schools (Dolla€hig003). School counseling literature
supporting leadership for social justice is fredlyereiterated (Hatch & Bowers, 2002; Herr,
2001, Adelman & Taylor, 2002; Bemak, 2000). Thereninimal discussion or definition of
leadership beyond reference to instigating chaoglégborating with others, and
participating in decision making. The purpose @ thissertation was to examine high school
counselors’ understanding of their work and thgpegiences of leadership for social justice.
The following questions guided this study: (a) Hdevhigh school counselors perceive and
experience their work? (b) How do high school celmrs incorporate, respond, or
contribute to school reform initiatives into theiork? And (c) What are the implications of
such understandings for social justice and leagershhe work of high school counselors?

Fourteen high school counselors were invited tdigpate in the study. The tasks of
interviewing and observing participants openeceftection on my 23 years of counseling.
Analytic autoethnography facilitated a critical exaation of my biases, values, and

attitudes.



Three areas of primary responsibility emerged thhodata analysis and were labeled
intervention, guidance, and administration. Theaam@ responsibility demark the scope of
practice relevant to the leadership of high sclrooinselors and were defined by six
attributes labeled professional socialization, fgots, role, power, authority, and rewards.
Participants identified the continued influencegafdance and intervention on their
professional lives. Providing students with guidaaad intervention, while sometimes
intertwined, often competes in the time, attentenmg energy that each demands. Both
guidance and intervention oriented counselorstemdtto the urgent and unique in students.
The function, information, and concern of admirastn lifted counselors’ attention to
school-wide issues. Participants employed insigbts/ed from guidance and intervention to
inform and support their work in administration.iBgdrawn into conflict and resistance
over reform implementation, high school counsetbssussed leadership in recognizing and

revising educational policy, procedure, and practicadvance opportunities for all students.
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CHAPTER ONE
High school counselors and educational reform: #roduction

In the early twentieth century, teachers in Amaripablic schools began to take on a
new role in their labor to educate students by joliog guidance on work preparation and career
choice (Gysbers, 2001). With this beginning in \taweal counseling, the function of school
counseling has grown into a profession separate feaching possessing distinct educational
and licensure requirements. Galassi and Akos (28@#marized the profession’s history stating
“school counseling has evolved from a position luivm a set of extra duties performed by a
teacher, to an ancillary group of services providga specially trained professional” (p. 146).

The evolutionary development of the school counggtirofession can largely be seen as
a reactive process—the outcome of external socéglspires and calls for specific modifications
in the job duties of those occupying the positieor. example, the mental health movement of
the 1930’s called for school counselors to adapbee clinical approach to their interaction with
students, resulting in the tasks of personal cdingsbeing added to the occupational
responsibilities and expectations (Gysbers, 20844l later in the 1950’s, Gysbers noted that
college counseling was added to the duties of Bafjtool counselors as a result of the launching
of Sputnik and the ensuing National Defense Edanaiict in 1958. Other developments,
however, have occurred to address concerns emgriedim within the profession. For example,
the mental health model of the 1930’s was revisitetthe wake of the Columbine tragedy, which
refocused preparation and practices of school @arson student development and wellness
(Arman, 2000). Dahir and Stone’s (2007) reviewha history of school counseling concludes

that it appears to be a profession in search ademtity.



As part of an effort to build a stronger professibidentity, the American School
Counselor Association (ASCA) outlined a framewark dounselor competencies known as the
National Standards. Furthermore, ASCA adopted thigoNal Model, a comprehensive guidance
program that reflected these standards (Dahir, R@0ore detailed description of ASCA’s
National Model is provided later in this chaptermaVis important to understand about ASCA’s
adoption of new standards and guidance model veasitht only did they address questions
about professional identity, ASCA’s leadership wasking to bring the profession into
compliance with current educational reform giveaitthedefinition of the role and responsibility
of school counselors around school improvement {paB04). The National Model embraces
accountability and modifies the duties of counsetorinclude helping all students meet
expectations as outlined in No Child Left Behindisation. The model gives “primary
responsibility . . . to remove systemic barriei® impede the success of all students, especially
poor and minority students” (House & Martin, 1988290).

The ASCA National Model restructures the work dima counselors. The model
expects school counselors to challenge existingswégchooling children. School counselors
who meet the model’s guidelines act as criticahég& dispel arcane beliefs held by educators
and policies enacted in schools that sift andsodents (House & Martin, 1998). The model
charges counselors with identifying and dismantggtemic barriers in schools that have
separated students based on race, ethnicity, sthags, or a variety of other categories (Delpit,
2005). Amatea and Clark (2005) wrote that the madghnces a “more proactive role both in
preparing themselves to assume leadership rokbeischool and in reshaping the role of
expectations of administrators” (p. 26). Througitaiihg data and knowing each student,

ASCA'’s model promotes student advocacy as patiefiork of counselors to ensure that



opportunities are provided for all students. Therefa most recent alteration in school
counseling is the expectation of leadership foraqastice (ASCA, 2005).
Problem and Research Questions

The profession of school counseling has evolved tiwe with the addition of new roles
and responsibilities such as vocational advisontaidealth diagnostician, and college advisor,
to name a few. Research reflects the complexith@position, particularly at the high school
level (Burrow-Sanchez & Lopez, 2009; Lapan, Gysh&rSun, 1997; Scarborough & Culbreth,
2008). Furthermore, studies indicate that it hankbfficult for school counselors to participate
fully in the process of educational reform becanfsthe lack of clarity given conflicting
demands and duties (Amatea & Clark, 2005). The AS@#onal Model attempts to streamline
professional expectations while bringing them ialignment with current reform in education.
The new model places leadership and social juatitiee center of school counseling, whether
interacting with students, collaborating with teah or dialoguing with administrators to
transform school policies and practices to berdifstudents.

Dahir and Stone (2009) reviewed literature and aotetl a study of school counselor
action research to support their argument for @sdantable, data-driven school counseling
program, [by which] school counselors will be sasrpowerful partners and collaborators in
school improvement and champions of social judiga on narrowing the opportunity and
achievement gap” (p. 18). Such work extended pasearch on the profession that endeavored
to identify best practice, assess student outcoamesimprove training of school counselors.
Galassi and Akos (2004) criticized much of theyesekearch on the profession as paying too
little attention to the work of the counselor irtbchool context. Others have pointed to different

weaknesses including Bangert and Baumberger’s j2@0tew of designs characterizing



research published over an 11 year period iddthenal of Counseling and Developmé&htD)
They noted numerous limitations including lack afidomization, control groups, and adequate
sample size; all of which are problems generallyilgied in studies conducted in the field.
Bangert and Baumberger posit “that the frequengyublished research ICD using true and
guasi-experimental designs will increase dramdticaler the next few years as funding for
social science research using only the most rigoaduesearch methods continues to increase”
(p- 483). Given a reliance on nonintervention desjignuch that is known about the profession
comes from surveys of practitioners drawn from AZCmembership (e.g., Dahir, 2004; Curry
& Lambie, 2007) or state employment registries.(€gborn & Baggerly 2004; Sutton & Fall
1995).

In contrast to scholarship on the profession thatiaces quantification and deduction,
Romano and Kachgal (2004) called for increasedarebausing qualitative methods. Berrios and
Lucca’s (2006) examined the discipline’s four mggurnals and found that 1/6 of all
publications between 1997 and 2002 were basedsrédition. They called for more
gualitative research as “little attention has bgieen to qualitative methodology in the field of
counseling....The qualitative approach allows usxqglore the richness of the personal
experience of our profession for both the counsedmd the participants who are looking for
help” (p. 181). Qualitative methods are particyladlevant given Dahir’'s (2007) evaluation of
the National Model and her emphasis on the impogant reflection for counselors who
implement leadership practices aimed at increastimgent academic success. Her study built
from Gysbers (2003) earlier work that found couoselvere afraid to modify their work in

ways that addressed accountability and advocacy.



Interestingly, such findings parallel those positetiterature on social justice and
teaching. For example, Kumashiro (2002) statedjd&tts, educators, and researchers,
including those committed to social justice, oftesmt certain forms of social change but resist
others, sometimes knowingly, sometimes not” (p. B8rder (2002) solicited researchers to
study how educators who embrace social justice€ligvtheir practice in the midst of
debilitating forms of opposition...generated by intdized traditional expectations of schooling
linked to perpetuation of the status quo...[and] bgditioned uncritical responses” (p. 136).
Paulo Freire, however, delineated the problem mlestrly when he wrote, “The question is
then, how to develop a kind of critical readingcatical understanding of society, even in the
face of resistance by students and by the domuiass” (Shor & Freire, 1987, p.45).
Translating these questions, purposes, and indigittsscholarship advocating for social justice
in education and merging them with issues, argusyamd agendas presented in literature on
school counseling, the following researchable qaestguided this study: (a) How do high
school counselors perceive and experience theik?vtr) How do high school counselors
incorporate, respond, or contribute to school refonitiatives into their work? And (c) What are
the implications of such understandings for sgcistice and leadership in the work of high
school counselors?

Purpose of the Study

Whether or not a high school counselor has beamettdor the new model, or even
knows of it, embraces it, or rejects it, schoolmsrling is experiencing change given the broader
reform in public education mandated through fedestate, and district policies. Research is
needed to address questions about the high schoonselor as advocate of students, champion

of social justice, and promoter of school leadgrsBarker (2001) defines leadership & “



process of transformative change where the etHiasdividuals are integrated into the mores of
a community as a means of evolutionary social dgweént (italics in original, p. 491). Chapter
two of the dissertation provides an extensive aeenof literature on leadership to provide this
foundational piece of the study’s conceptual framwThe purpose of this study was to
explore the above questions posited in the styalgblem through description, analysis, and
interpretation of data gathered from an analytioetihnographic study of high school
counseling.

A fuller discussion of analytic autoethnographyl\wé presented later in this chapter as
well as in chapter three, which provides a compligteussion of the methodology. It is
sufficient at this point to note its strength imtdang reflexivity in the research process.
Reflexivity can be defined as “an awareness oprecial influence between ethnographers and
their setting and informants. It entails self-canas introspection guided by a desire to better
understand both self and others through examinmgscactions and perceptions in reference to
and dialogue with those of others” (Anderson, 2@0&82). My career in high school
counseling and employment as a central office astnator with duties connected to high
school counselors exerted some influence in thegzoof gathering and analyzing data and
necessitated modification of the methods statédardissertation’s proposal. In making the
change however, | maintained the intent of pro\gdarthorough understanding the nature and
challenges of high school counselors as they paatie in school leadership for social justice. As
such, the study contributes to building theoryvalg to the ways educators interpret and
implement practices for furthering social justingoublic schools.

The remainder of chapter one is concerned withrong major features of the study.

Now that the problem, research questions, and gerpbthe research have been clarified,



ASCA'’s National Model will be presented and exp&inThe section that follows sketches the
essential features of social justice as defineadeanced in this study. A brief overview of the
research methods will then be provided. Finallg,¢bnclusion of chapter one and statement of
significance are provided in preparation for theaeing chapters of the dissertation.

ASCA'’s National Model

In 1995, the American School Counselor Associat®BCA) began the task of
redefining the role and function of the school cgelar. This work began with the development
of the National Standards and ended with the adomf the National Model. The lengthy
process included gathering input from the assaraimembership, reviewing research on
school counseling, and tapping into the expertigga@minent policy makers, scholars, and
practitioners. One of the key concerns for theewsiof the standards was how to respond and
incorporate emerging educational reform initiativdsch were surfacing at this time. The rapid
progression and adoption of accountability and aute based policies, which eventually were
codified through the reauthorization of the Elenaeptand Secondary Education Act known as
the No Child Left Behind Act, were noted, debateal] ultimately woven into the fabric of
ASCA'’s reform agenda. By 2000, ASCA membership éeaimined and accepted the National
Standards.

The National Standards contain three elementsapfsféor the work of school
counselors: academic development, personal/soeialdpment, and career development of
students. These three elements are fairly unambgyu@ounselors are expected to attend to the
development of each student for each of the elesn@ssisting counselors in this work, the
Standard define for each element specific studemipetencies and indicators of competency.

Using these Standards, a guidance oriented modahite form that clarified the role and



function of school counseling programs. Specificalhe Standards provided the foundation for
the National Model, which rejects the status argh® of school counselors as providing
ancillary services. Rather, the National Model fards a systemic program for school
counseling as an essential part of the educatiocegs (ASCA, 2005).

The National Model attends to four components: féation, delivery systems,
management systems, and accountability. The compahéoundation sets forth and brings
attention to the values, beliefs, and philosopmafechool counseling program. The delivery
system articulates the guidance curriculum, indigidstudent plans, support systems, and
consultation services. The management systemdslatgeements with administration,
procedures for advisory council, data usage, agtians, among other features. Finally, the
accountability component charges a school courgeliogram to demonstrate effectiveness and
efficiency through reporting results, program asidind counselor evaluation. The National
Model shifts counselors who have traditionally gg'emuch of their time responding to the needs
of a small percentage of students” to a “progradowahg school counselors to direct services to
every student” (ASCA, 2005, p. 2).

Embedded in this system is a framework for the taglay structure of the work of
school counselors. Key aspects of the model indiisdemphasis for providing responsive,
comprehensive, and integrated services. Althougiesmight see the model as continuing the
history and trajectory of various facets of schominseling; it is its attention to the diversitydan
totality of tasks necessary for meeting the neéddl students that marks a noteworthy change.
For example, the guidance component embraces ttigaation of the historical work of the

school counselor. In the context of the new moglgillance work exhibits a more organized,



intentional, and focused service, which includesding aligned grade level resources to all
students, not just those whose needs demanded iaieéche and attention.

The National Model makes explicit that the missabhe school is to educate all
students, supporting them as they moved towardesgéad completion of their education in a
specific setting (i.e., elementary, middle, jurnothigh school). There is renewed attention given
to data and it requires a concentrated examinati@ourse-taking patterns, graduation rates,
tests scores, behaviors, and other measures oirpenfice for all students. That is, the new
model places a focus on the all with an emphasthemdividual achievement. Furthermore,
the model contains an action oriented proces®mitive stages involving data collection,
analysis, and intervention. Was there a groupuafestts who were advantaged or disadvantaged
by the educational system? If so, what intervestioould be utilized to provide more equitable
access and system support to all students to easademic achievement for the entire student
community? Has improvement been made as a resthieaftervention? What needs to occur
next?

This use of data or extensive employment of dasdyais is new to the work of school
counselors. Also new to their work is the modeXpleit acceptance of counselor accountability
for “assisting the school principal with identifgrand resolving student issues, needs and
problems” and going beyond the individual studerthe entire student body. The traditional
“sifting and sorting” (House & Martin, 1998) rold the school counselor is eliminated. A new
charge of responsibility of opening access androegag support for all students is grounded in
the model.

Finally, ASCA’s National Model “encourages schoolioselors to become catalysts for

educational change and to assume or accept a $éguleole in educational reform” (2005, p.



15). School counselors are called on to providedptive leadership, which engages all
stakeholders in the delivery of activities and &= to help students achieve success in school”
(p- 17). The model outlines benefits to a varidtganstituents, emphasizing that students would
benefit because the model “provides strategiesléming the achievement gap because some
students need more...promotes a rigorous acadenricidum for every student...[and] ensures
equitable access to educational opportunities1g). Students are no longer to be limited by
their socio-economic status, gender, race, etlynioitreligion when the model is fully
implemented. Social justice forms a core aspe&IEA’s adopted model.
Social Justice

Kathleen Brown has written extensively on educatid@adership for social justice. Her
theorizing provided the conceptual framework fogibaing the study. In one of Brown’s (2004)
recent pieces, she offered an analogy of the wgawiocess to explore and examine the work of
transformative change processes. In the contetkteoprocess, there is the loom, the educational
setting, typically a school district or an indivadwschool building. The material being woven is
complex and unique, in this case, the studentscpaating in the learning process. The
horizontal process that occurs on the woof of tieerl contains the strategies that educators use
to serve students by understanding their uniquetsisthis process also clarifies the support each
individual student needs to be successful in adstais-based environment. Simultaneous to the
horizontal process, there is a vertical processyarp, which is the theory, social justice that
provides the philosophical foundation of the wofleducators. The combining of the woof and
the warp, the strategies and the belief systerasl|trim the woven cloth, the high achieving

student, in a context of educational reform.
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Brown (2004) proposed three elements that enhamtswstain professional learning
necessary for this kind of “weaving.” These elersart essential to the woof, the strategies
used by professionals. The elements are criti¢kdateon, acknowledgment through rational
discourse, and action through policy praxis. Eddih@se components are defined and discussed
below. The components can, she argued, resulimsfiormative learning or a “new way of
seeing” (Brown, 2006, p. 706).

Time and opportunity for critical reflection is dtcal precursor to rational discourse.
Critical reflection is the foundational experiennéhat it requires that participants examine their
own belief systems and look at alternative perspesthat exist beyond those present in the
systems. In this process, an individual examineasdand practices that have always existed and
reframes them in a new and different context. Beedueliefs create a filter for what is seen and
heard (Delpit, 2005), the examination of beliefd #me impact of these beliefs on daily work is
what provides an individual with the impetus fdkitey the next step.

This examination of beliefs makes it possible &aders to move beyond the “mythical
norm”(Lorde, 2001), that is, the presuppositiort tilbvalues are based on the norm of the
white, thin, middle class, Judeo-Christian malefld®éon provides opportunities for an
individual to become aware of “oppressive strucaed practices, developing tactical
awareness of how they might change these, andihgilide confidence and ability to work for
collective change” (Brown, 2004, p. 709).

The step following critical reflection is rationdiscourse, a means for testing the validity
of one’s construction of meaning (Mezirow, 2000atiBnal discourse is a focused series of
conversations that results in shared understandoogsntially resulting in personal and

professional growth and empowerment to implemeangk (Brown, 2004). It is this intentional

11



pattern of communication that allows the particigan understand their own belief systems and
share those values with others. Freire (1993) mepohat the purpose of a dialogic relationship
is “to stimulate doubt, criticism, curiosity, quiesting, a taste for risk-taking, the adventure of
creating” (p. 50).

Because “transformative learning . . . may be pitatied by challenging interactions
with others” (Brown, 2004, p. 11), there is an esisérequirement for dialogue among
colleagues that is reflective and questioning siamdously. This process enables leaders to
examine existing practice and their impact on sttglehile also looking at results from changes
in practices. This dialogue then leads to actiepsbr the final element in the woof—creating
possibilities for students where those possibdipeeviously did not exist.

Research Methods

The purpose of this study was to gain a deeperrstateling of how high school
counselors perceive their role as student advaratdeader for social justice. Having been a
high school counselor for 23 years, | possess expe, beliefs, and perspective about the
promise and problem confronting counselors in skshimocarrying out their work. Before
retiring in the fall of 2008, | was a central o#iemployee responsible for high school
counselors in the district where | worked. Not odig | occupy a visible role in the district, |
was known to many of the counselors in the areargimy involvement in the state’s
professional association for school counselors.

There are significant implications of my positiahafor this study. First, not only was |
a researcher but | was a full participant in thikection and analysis of data. | am a member of
the group that | studied and as such my sensdslhliave been shaped and influenced by my

experience as a high school counselor. The opptyrtimncollect and analyze data proceeded
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with an effort to identify my biases and move myilitit and practically oriented interpretation
of school counseling to being explicit, analytiGaid abstract (Labree, 2008). Glesne (2006)
discussed the value of researcher bias in detemgimhat is of importance in gathering,
evaluating, and writing qualitative research. Stgeiad that when the subjectivity of the
researcher is employed and made explicit rather léfahidden or ignored, the quality of the
study improves. Through this research process é@amted to examine my beliefs, values, and
practices developed through the course of my patijparand professional career as a school
counselor.

The position | occupied in the study led me to exenscholarship on auto-anthropology,
auto-biography, and autoethnography as it provideul and explicit direction both in
understanding reasons for taking a particular @afsction and specific strategies for carrying
procedures. Anderson (2006) stated five charatiteyisf the analytic autoethnography
approach including,“(1) complete member resear@@®R) status, (2) analytic reflexivity, (3)
narrative visibility of the researcher’s self, @alogue with informants beyond the self, and (5)
commitment to theoretical analysis” (p. 378). Eatthese qualities can be found in the
dissertation.

In addition to myself, there were 14 high schoalrtselors who participated in the study.
Each high school counselor was purposefully sededteparticular, participants were chosen
given their reputation as student advocate, yefaegmerience, and length of time in the
building. Some participants were trained in the ASTational Model and some were not.
Potential participants were approached directhyegian overview of the study and invited to
participate. Access to the schools of counselosswea sought from gatekeepers such as district

superintendents since the major method of dateaadh involved interviews of counselors.
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Data collected through observations were minimdlfacused specifically on the school
counselors. Human Subjects safety protocols estedali by the Institutional Review Board

(IRB) at Washington State University were followasatl included several criteria. First,
informed and signed consent (See Appendix A) fiopatticipants was followed. Participants
were not asked embarrassing questions nor wereaied questions that required them to
divulge deviant or criminal behavior. The risks gudential harm from participating in the study
was deemed minimal. Identifying information of tperticipants was coded such that the
confidentiality of the participants was maintairtetbughout the study. The recorded interviews
were deleted after transcription.

The primary method of data collection was througkrviews. An initial interview
protocol was developed and is presented in AppelRdifhe interview questions were designed
to build rapport with the interviewee. The openahduestions identified in the protocol were
used to guide the interview and elicit descriptdithe counselors’ experiences and perceptions
of their work in their school. Follow-up interviewscurred as needed for clarification. Follow-
up interviews were conducted with selected pardicip given specific issues that surfaced in
analyzing data.

Data were also collected through observations ohselors. Through the analysis of the
interviews specific counselors were selected faeotation. Counselors selected for observation
were those who discussed duties, responsibiltiesiteractions that | found to illuminate key
issues contained in the questions identified fodgt Observations were made by attending
counselor department meetings or shadowing courssatothey worked with students or staff.
Thus, observations of selected activities thatigpents felt comfortable sharing and having me

present were collected as part of data collectrocglures.
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Furthermore, | gathered artifacts as appropriateutjh the observations. For example, |
requested or obtained handouts, memorandum, aed ©iibh materials in the course of the
observations. Archival information such as repa@tfiool newspapers, and other like products
were also identified and added to the accumuladeal fdr study.

The analysis of data and the subsequent narrdtateemerged from that analysis was a
layered process that evolved over a period of nwrithe initial steps in this process began as |
transcribed the interviews and reflected on theirds and the various meanings they conveyed.
The interviews evoked strong emotional responges the participants as they revealed stories
of loss, trauma, grief, or a variety of other sfiaint issues that their clientele face on a daily
basis. These stories triggered my own memoriesarational reactions given similar
experiences in counseling high students. | shanedearctions with my advisor and was directed
to write about my memories and put onto paper thloseghts that surfaced during the process.
These written notes became a reflective journal.

Analysis involved coding of the transcribed intews, observation field notes, collected
artifacts, and reflective journal entries. The gatldl data were coded to develop a conceptual
framework (Bishop, 2005, p. 126). Codes were exadhisorted, and grouped together to form
themes. Employing an open coding strategy provitledvay for moving beyond an initial
conceptual framework that explained the data ghrtighe final product was shared with peers
and participants for clarification and accuracyo3éwho examined the text provided feedback
to improve its grammatical and rhetorical preseatalbut more importantly offered an
assessment that substantiated its offered desxgrigtid interpretation of their understanding of
education reform for high school counselors. Wthike “spoken or written word has always a

residue of ambiguity” (Fontana & Frey, 2004, p. 6%pught to mitigate its threat through rich,
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descriptive language. The result of the procespai or reaches a common, intersubjective
analysis and conclusion.
Chapter Summary

The bulk of the research on counselor reform has lp@antitative in nature. Noting the
limitations of its descriptive information of regimg the nature of the experience, various
researchers call for qualitative research on thealccounselor (Colbert, Vernon-Jones, &
Pransky, 2006; Dahir, 2004; Perusse, Goodnoughe@am & Jones, 2004). The findings from
this analytic autoethnography promise greater wstdeding of how school counselors perceive
their role in educational reform, specifically thature of their work in the areas of student
advocacy and social justice.

Chapter one presented the background for the statlyding the particulars of the
problem and purpose to be addressed. This introduchapter for the dissertation also offered
an overview of the study including ASCA’s Natiom&bdel, Brown’s notions of leadership for
social justice, and main aspects of the resear¢chads employed to address the questions
identified earlier in the chapter. A more extengieeiew of literature on leadership is given in
chapter two. Specifically, chapter two forwards teaceptual framework that resulted from the
research processes of data collection and anaksysconcepts, definitions, and arguments are
explicated as they informed the study. Chapteretiwid fully describe the methodology utilized
in the study, including a discussion on the evolutbf the methods to analytic autoethnography.
Chapter three examines the particulars about mgrestuce of researcher as instrument while
interviewing, transcribing, coding, and analyziregadduring the study. The fourth chapter will
furnish the investigation’s findings. Chapter foenders the description and interpretation of the

participants’ responses, including comparisons anoterviewees to demonstrate, explain, and
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critique the changes and challenges high schoaismars confront in their exercise of
leadership for social justice. The findings presesmd ponder key expectations about high
school counseling as posited in ASCA’s National Rlogor example, the study identifies
concerns over issues of reflection, rational disseuand action through policy praxis as they are
made manifest in the duties and responsibilitiethe$e school counselors. The study provides
significant clarification of the literature througk description, analysis, and interpretation d@bou
the student advocacy work of counselors for acadactievement. The final chapter of the
dissertation, chapter five, presents the conclugidhe study. After reviewing major features of
the study it offers the discussion of the findilagel continues to elucidate its implications,

limitations, and significance. Finally, suggestidosfuture research are furnished.
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CHAPTER TWO
Conceptual Framework

Currently, school counselors are being called twiple leadership as a new part of their
role outlined in American School Counselor Assacras (ASCA) National Model (Dollarhide,
2003). Throughout literature on school counselimg position receives support as the need for
leadership by counselors is frequently reiteratéat¢h & Bowers, 2002; Herr, 2001, Adelman
& Taylor, 2002; Bemak, 2000). Unfortunately, theseninimal discussion, even definition, of
leadership beyond reference to the importanceaafihg change, collaborating with others, and
participating in decision making. Such scholargtops little to provide any depth of
understanding about such processes. Indeed, litertitat argues for new ways of carrying out
professional services of school counseling andagiis clarity promotes an agenda open to
sabotage through myths, misconceptions, and misstashelings.

The following conceptual framework is offered irrfg@ address this oversight. It also
provides the explanation and definition of theicait concepts through which | analyzed the data
gathered during the study. | did not begin the stigation with this theoretical model. Abiding
advice on qualitative research provided by Pesfl®93) among many others, however, | used
prior theory to encourage and sharpen the analyirogessing of collected data. | employed
prior scholarship to assist me in “asking bettet better questions, appreciating that wisdom has
many antecedents and forms, and that the questisoendless” (p. 28). Thus, the conceptual
framework offered in this chapter is selectivetsaverview and summary of the literature.
Rather than providing an exhaustive review of #search the chapter identifies and discusses

the sources that facilitated, oriented, and deford@ttal terms | employed and will present in
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chapter four to describe, analyze, and interpentiture and challenges of high school
counselors as they participate in school leaderstgiing socially justice educational outcomes.
Leadership

Burns (1978) produced a foundational work on lestuiertracing the history of the role
of the leader from the biological basis to the meaent studies that reject the “Great Man or
Woman” model that is so prevalent in American agtu.eadership theorists have analyzed
thousands of studies that attempt to identify Kegracteristics or traits of leaders dating back
the 1300’s, only to conclude that none of thesemeed variables offer any explanatory or
predictive utility. Burns’ analysis provided an w@mstanding of the movement of the leader as
the individual having biological advantage (sizegender), to the leader as the individual having
resource advantage (control of military forcesamdl), to the leader as a person who has
knowledge or skill advantage in the organizatioa.l&ments and rejects the modern day
manager/leader model of industrial leadership tiin@tughout most of the twentieth century has
dominated both cultural and academic discourse.

The importance of Burns’ (1978) expose cannot loketstated for in it he launches a
new path for leadership theory. First, he provielemmples of leaders, but he goes beyond the
person to the processes they used. His model asdses not deny the platform of position and
role from which leadership is or can be exercisadtbalso does not stop with these concepts.
Barker (2001) too noted that most leadership dsouns focus on the leader, rather than
leadership which is what Burns was advocating. ddreeptual framework explores several
concepts presented in the literature which buildl @pand on major features and implications of
this emerging model of leadership. Specificallyg tdonceptual framework is organized in a

manner that first discusses roles and problemsaafdrship. Next, the notions of power and
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authority in leadership are clarified. Third, wdhat describes issues of socialization and
rewards which are pertinent to an understandirigaafership are offered. The chapter closes
with a summary.
Roles and Problems in Leadership

The issue for Burns (1978) and other recent schadahat former theorists largely
attended to the role of the leader in studyingéesitip. Burns argued to expand attention or
broaden the unit of analysis to that of both lead fallower. Burns clarified this stance as he
articulated the difference between transactiondlteansformational leadership. Transactional
leadership typically involves “an exchange of valdieings” (p. 19). Transactional leadership
does not always involve a common purpose, evergththe purposes of the involved
individuals may be related. In contrast, transfdromal leadership is an engagement, rather than
an exchange, and separate related purposes adgetdusecome a common purpose, involving
all, leaders and followers, in a process that fesus that common purpose. Leadership in this
context is “a process of transformative change wherethics of individuals are integrated into
the mores of a community as a means of evolutisoeibl development” (Barker, 2001, p. 491).
Burns attempted to reconstruct the concept of lshiethrough his introduction of the
transformational leadership model (Rost, 1991). ffArsformational leadership model is based
on the leader-follower relationship that is a dymaprocess based on fluctuating levels of
motivation and power in pursuit of a common godiere is mutuality in this process that goes
beyond the traditional model of the leader where leader has the role of leading a group of
one or more followers and there is no understandirige interchange or dependence between
occupants of the two roles. Instead of the leagpegencing isolation and power, there exists a

sense of community and reciprocity among all growgmbers, with the leadership experience
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being one that is shared and communal. The powéhtd traditionally rested in one individual
based on their control of resources or positiorank becomes an authority that is created from
the relational nature of the experience.

This new model of leadership is relational in natand is dependent upon the exchange
of resources with resources including knowledgmfmrmation; there is a reciprocal nature to
this new work and it was not only about leadersdigut those with whom the leaders worked
(Burns, 1978, p. 425). Fullan (2001) reinforced thotion stating, “If you want to develop
leadership, you should focus on reciprocity, theéualobligation and value of sharing
knowledge among organizational members” (p. 138adership in this model isn’t merely
about the leader, but the relationship a leademlii@isother leaders and with those who are part
of the organization being led. Bishop (2000) andféde & Linsky (2002) collectively support
this approach to leadership as applied to the ez setting. All seem to agree that the
connections that reside in the relational naturinefwork of the educator/leader may be more
important than almost any other factor in determgniesults.

Leadership is not a linear process, and can balamacyclical, repetitive or all of the
above. The flow of influence is “not two-way, batltiple’ (Burns, 1978, p. 133). Influence is
an educational process including sharing valuedaatd. Thus, education and leadership
become “inseparable” when “both are defined asehigprocal raising of levels of motivation
rather than indoctrination or coercion” (Burns, 89@. 448). Because the process is
transformational, the context and product becomesformational as “existing structures of the
system dissipate and transform into new formsroicgires” with an “internal capacity to

reconfigure in response to gradual or to suddengdia(Barker, 2001, p. 487).

21



The collective and continuous nature of leaders#lips on reciprocity to build an
emotional connection among leaders and followetsil&\the essence of the relationship may
have begun or been determined by the various posiparticipants hold in the organization,
leadership in the new model is understood as mavaypnd the limitations imposed by
hierarchy, structure, and role. “What is importanthat we all work together to make the very
best contribution to our common enterprise thatwveecapable of making and that each of us
recognizes, appreciates, and acknowledges the famuer of the contributions that others are
making to our common mission” (Pellicer, 2008, §).8Contributions are typically singular acts
but when viewed in the leadership context, theyobezpart of the process that is ongoing.
Barker (2001) cautions that leadership is too ofiewed as a singular act or event that is
discrete. Instead, he suggested it is rather amamh of actions, events and participants that are
elements of leadership.

Fullan (2001) further expanded the profile of tleevrieader, suggesting that the new
leader must be “consummate relationship buildetk diverse people and groups—especially
with people different than themselves” (p. 5). RAf91) added that “Leadership is a common
enterprise, the essence of the relationship, thegss by which they exert influence” (p. 122).
Rost proposed that leaders and followers often gd@taces and a variety of relationships make
up the leadership relationship. “Followership oekysts in the industrial model of leadership”
(Rost, p. 109) and in this new non-industrial moéidlowers do leadership by influencing each
other and the organization.

Barker (2001) suggested that studies of leadersigpt benefit from examining
followers, rather than focusing on the leaders, Wiy are and what they do. This “reductionist”

approach dissects the leader in a specific cofpex84). He further claimed that a change in
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environment (context) would also require a chamggeffinitions. The leadership process would
be examined in totality, the leader, the followansl the context, with understanding coming
unique to each context.

Reinforcing these notions Gardner (1990) providether clarity by removing the word
follower from his analysis of leadership and repigat with the word “constituent” implying a
more equitable, collaborative and possibly eveiprecal relationship within the context of the
work of the leader and those with whom he worksstR9991) expanded the relational,
reciprocal nature of this new model of leadershipaang individuals to interchange the roles of
leaders and followers without changing positiomistigiving “followers considerable influence
and mobility” (p. 109).

Foster (1989) discusses leadership in the confextommunity of believers, as a
communal relationship. The reciprocal nature oséheelationships is described as a
“conjunction of ideas where leadership is sharetiteansferred between leaders and followers,
each only a temporary designation. . . Leaderdaliwvers become interchangeable” (p. 49). In
this discussion leadership theorists extend thefindion of leadership as being about particular
kinds of problems. Leadership involves the actiatydentifying, understanding, and addressing
problems of values. Specifically, Pellicer (200&tad leadership is an intention effort by a
group for solving problems relevant to their comnmmeeds, goals, beliefs, and values. The
creation of a shared vision centers on this vatugdome or solution to problems. The result of
this process can be powerful, connecting the indiais in a way that results in a “unified sense
of purpose” resulting in a “force capable of tramefing almost any school into the kind of place

that we all know it can and should be” (Pellicer1g6).
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Rost’s (1991) work defines leadership as “an infeerelationship among leaders and
followers who intend real changes that reflectrthaitual purposes” (p. 102). The clause of
mutual purposes captures the notion of values fasedieby the participants. Bryman (1986)
references influence in his discussions of leadeysioting that leadership was a “social
influence process in which a person steers mendfergroup toward a goal” (p. 80). Again, the
goal contains the understanding of what is impardavalued by participants. None of the
previously mentioned authors consider physicalusses in these exchanges; rather the
exchange is based on knowledge and informationiwdie sources of social influence for
leaders and followers.

Power and Authority in Leadership

Rost (1991) expands his understanding of infludnycadding that it is “the process of
using persuasion to have an impact on other pao@eelationship” (p. 105); influence involves
power resources, among them prestige, gender,statas, motivation, interpersonal skills,
group skills and a variety of others. The latteyuging, interpersonal skills and group skills
among them, are the focus of the work of the schoohselor. French and Raven (1959) clarify
that influence can be intentional, but can alsaltdsom a “passive presence” and is not
necessarily based on overt behaviors, either spareattions (p. 152). French and Snyder (1959)
reinforce this view by stating that influence ig atways conscious.

Influence is a reciprocal, interactive process moh participants “attempt to convince
other people to believe or act in certain ways"{R©993, p. 157).This is very different from
coercion which has no reciprocity and relies ontmnnot communication, for results. Rost also
provided further clarity by clarifying the influeacelationship and its work that includes mutual

purposes, those purposes that “reflect changeedlattrwhat leaders and followers have come
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to understand from numerous interactions as theahpurposes of the leaders and followers”
(p- 118). Sergiovanni (1992) expands the relatioadire of leadership describing it as
covenantal, based on a common core of shared values

These mutual purposes must be initiated, procemsedefined in the reciprocal
relationships that leaders and followers (who alstoas leaders) create and participate in over
time. The ebb and flow of this process transcehdstatic, sometimes paralyzing managerial
approach to leadership and the change processjmdj@ more fluid and creative exchange of
ideas, and a utilization of the skills of all paipiants in the process. This process requires
reflection and creates ambiguity, but is esseirtigthe adaptive change process, allowing people
to “internalize the change itself” (Heifetz & Lingk2002, p. 13).

Burns (1978) proposes that power goes beyond niimtivand resources and is actually
relational in nature (p. 12). Reward, coerciveitlewte, referent and expert powers are defined
and described by French and Raven (1959). Thesmugaypes of power rarely function
independently and the interdependence of thesersameate a complexity that continues to be
examined in leadership literature. The nature e¥fgrdies in the collective and is dependent on
motives, resources and the relationships of thdse lvave those motives and resources. The
individual who wields power by controlling peoptkings, or resources, is not a leader. The
transformational leader relies on the use of pamer results in an exchange of something (i.e.,
votes, information, objects, money, etc.)

French and Raven (1959) propose that referent pbasthe broadest range and is based
on the relational nature of humans. Referent polased on an identification of one individual
with another, could be utilized as a foundationifidluence that could then create the change

that is proposed in the ASCA model.
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Mitchell and Spady (1983) discuss authority and goand begin with definitions that
outline the difference between the two. Based erGheek definitions, power refers to the
“ability to make things happ&but authority “is an expression of thener characternf the
person who holds it and reflects the basis of hisen actions rather than their force or strength”
(italics in original, p. 7). These definitions duether expanded reflecting that authority is based
on influence and control “rooted in this relatioipsbf trust” (p. 12). Relationship is essential to
authority, but is not essential to power. Poweesebn control of resources and authority relies
on the shared experiences of people. The determinat whether a particular action is rooted in
power or authority is dependent largely on the attar and perception of those involved in the
interaction. It is the follower who determines @periences the action as one of authority or
power. These authors further propose that powegebagstems can be transformed to authority-
based systems through changes in the experieraegadividuals in those systems have with
each other.

In a managerial model of leadership that is basegosition, authority is often
substituted and even confused as power. For exalBpias discusses bureaucratic authority as
“a formal power that has been vested in personsrhye of their holding certain positions”
(Burns, 1978, p. 296). Authority was one dimensli@mal historically situated in a position that
was made more legitimate by the authority that associated with the position. The concept of
authority is further clarified by French and Ray&859) as they further define legitimate power,
or that which is the source of authority; this awity is not based on the relationship of roles but
is rather based on “internalized values” that hasen accepted by the individuals based on

cultural values, social structures or a designatipa legitimizing agent.
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Socialization and Rewards of Leadership

As leadership develops, many factors can influeheeoles that individuals play in the
relationship, allowing an individual to move betwehe leader/follower roles, influencing when
appropriate and implementing when appropriate.rétaionship may dissolve before the
changes are achieved (Rost, 1993), but that ddemeen that leadership did not exist, nor that it
can no longer exist. Rather, the fluid nature efphocess allows for reflexivity that does not
exist in a traditional managerial/leadership modeRost (1993) notes that “Leadership can still
be leadership when the relationship fails to predesults” (p. 118). Pellicer (2008) lamented
that “leadership is an octopus. It's much easigetmgnize it when we see it than it is to
understand it or to explain it to others” (p. 13gifetz and Linsky (2002) bring attention to the
socialization of participants given this fluid defion of leadership “The deeper the change, the
greater the amount of new learning required, tieatgr the resistance there will be, and thus, the
greater the danger to those who lead” (p. 14).dbaetion is defined by Ashforth, Sluss and
Saks (2007) as the “process through which indivglaequire knowledge about and adjust to
their work context (p. 448).

Fear is a natural emotion in organizational comst@xtwhich change is underway. Heifetz
and Linsky (2002) recognize fear and its connediogocialization when they stated “To
change the way people see and do things is toectgglhow they define themselves” (p. 27).
What gets rewarded and what is valued as a rewardath issues for which study of
socialization addresses. The stability that hagldged over time in the role of the school
counselor is being seriously challenged by thedsteds provided and endorsed in the ASCA
National Model, potentially resulting in uncertairior the school counselor. Even though the

losses may result in adaptive changes with posi@galts, they are losses nonetheless. What was
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previous defined as valued and rewarding potegpt@anges. This emotional component is
largely ignored in the change process that ASCeealkng counselors to embrace.

Adding to this dimension of fear and potential danig the call to action for school
counselors to become leaders without adequatelyoadiedging the reciprocal nature of
leadership. School counselors work in schoolsesystthat have long “worked” in certain ways.
The school counselor who embraces this change witmknowledging the relational nature of
the work that is done with other constituents iga@ed to numerous risks. Because “adaptive
work rarely falls on the shoulder of any one fagtiqHeifetz & Linsky, 2002, p. 191) the school
counselor must be mindful of the relational natfrénis work, especially considering how
difficult these changes might be for all constitisemvho may not have all the information that
the school counselor has.

The school counselor may lack authority in the eghof their building or system and
that may cause colleagues to question not onipéferole of the school counselor, but even the
school counselors’ “right” to reconfigure this rdléeifetz, 1994). The result may be that the
“messenger” gets killed for delivering the messdade lightning rod effect of providing the
message without adequate preparation for a newemgsshas potential to have this negative
result. Lugg and Shoho (2006) identify this dangescribing it as a “perilous voyage full of
obstacles and barriers to change” (p. 202).

Through the process of socialization, there isied for task adjustment, that is, what is
the new work that needs to be done. There is afs®d for organizational adjustment, that is,
what are the new roles of the individuals in theteat of the organization, both from the
individual's perspective and the perspective ofeagues in the organization. Organizational

socialization has been a focus of interest in goemt past, but a “theory” or organizational
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socialization does not currently exist (Wanous,2)9®espite this weakness, research tends to
supports the findings that newcomers who are thjemmecipients of socialization tend to
passively accept pre-set roles, thus reproduciegtidtus quo. Research also finds that this
approach mediates the tension that exists betwaenteaining and work, thus reducing
uncertainty and the anxiety that accompanies itl@& Jablin, 1991).

Newcomers have historically been followers in oigational socialization studies. In the
new work environment, however, where a one-orgaioizaareer is less common, newcomers
can take on a leadership role, helping othersearotiganization to examine long-held beliefs and
practices, and moving to new beliefs and actioas ¢an be an active part of the change process.
This is also true in organizational settings ex@&eing significant change and reform. As a
greater emphasis is placed on collaboration irctimeext of the work that educators do, there is
a greater opportunity for “proximal work” (Saks,9I® p. 250) that becomes a focal point for
shared communication around group functioning artbpmance. The mutual and continuous
socialization of all can become an asset in théseshcommunication, providing a new lens to
view beliefs and practices that may have impedeahges that would benefit all students in a
system.

Research on socialization endeavors to explaipithessses through which individuals
acquire skills that can be continually improved mpoth knowledge and practice or resist, fail,
or ignore change (Wood & Bandura, 1989b). A var@tfactors are necessary to support this
premise, among them self-efficacy, the abilityeb challenging goals, utilizing analytic
strategies, and the ability to make complex deosi@/ood & Bandura, 1989b). Because
socialization is “necessarily embedded within ac#gecontext” (Saks, 1997, p. 269) there are a

variety of factors that affect the socializatiowgess. Some of these factors are attached to the
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organization, some are attached to the natureeoivtirk, and some are attached to the history
and culture that are attached to both of the afergimned. There is an emerging focus in
socialization research that is attempting to idgratnd learn more about the mutuality of the
socialization process. This work harkens backdgreamic view of leadership where leaders are
followers as they lead, challenging the historicatiatic view of leadership and the changes it
creates.

Socialization is an ongoing process that is impurtar established organizational
members resulting in a need for a greater undetstgrof re-socialization. If a newcomer
chooses to challenge existing norms within the pwlarée, the socialization process can become
difficult for all involved if the veterans resigtdse challenges, potentially resulting in re-
socialization of the established members. Becaiggedthool counselors have entered a
profession where flexibility and accommodation laighly prized traits, a newcomer may defer
to the expectations of the veterans. A newcomer alsy choose to leave the environment,
seeking a different context to utilize their skikmowledge and abilities. Scholars have attended
to these “stresses and strains inside the groognfpnew learning and adaptation” (Schein,
1990, p. 115). Professionals working in public etion have changed adapted, adopted, and
resisted educational reform while trying to mainttdeir historical roots and professional
identities (Bemak, 2000).

Chapter Summary

Leadership based on position continues to be aitlefi accepted by many, including
those who work in the field of education. The buntdprincipal is perceived as the leader and
continues to be charged with a multitude of manabgtasks that are dependent on his/her

decision-making as the “head” of those who workhiait physical space. Teacher leadership is
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emerging as a new arena in this context, but theeqat of shared leadership is new to educators
and there continues to be a reliance on the indatittader (the principal) who is in charge,
guiding followers in a linear relationship, muckdithe row of ants who follow their leader to a
food source in a single line, returning to theim®oin the same single line. The new leadership
model relies on a leader that people “want to felfather than someone they have to follow”
(Pellicer, 2008, p. 22).

Rost (1991) challenges leadership theory to moyermkthe “industrial leadership
paradigm” (p. 180) and instead move to a “postitrihisschool of leadership” (Rost, 1991, p.
181). Rost proposes he has begun the work of esttaly this model but there is much work to
be done and the process will be ongoing, not stélics new model could ultimately result in the
transformation of the paradigms that govern sociatjuding schools. It is well suited as a

beginning model for the changing work and roleha&f $chool counselor.
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CHAPTER THREE

Methodology

Educational reform over the past two decades,qdatily initiatives and policies
associated with accountability and outcome basedatmn, has provoked and compelled
change in the work of high school counselors. Masgably, the American School Counselor
Association (ASCA) created standards for schoohselors and adopted a new counseling
model. Both efforts attempt to exercise some imfgeover the purpose, process, and product of
reform related revision of the profession. The @nof the association’s leadership centers on
the potential impact and/or infringement on scoperactice issues, including legal and ethical
considerations, given modification of counseloriekiand responsibilities by administrators and
policy makers at district and state levels. Studfesounseling practitioners offer an assessment
of the profession and contribute to ongoing deéiien about its changing nature and future.
Given the strengths and weaknesses of previouan@sen school counseling, as presented in
the introductory chapter of this dissertation, filleowing chapter presents the methodology
employed to address the following questions: (aytdo high school counselors perceive and
experience their work? (b) How does the work ohteghool counselors incorporate, respond, or
contribute to school reform initiatives? and (c) &¥/are the implications of such understandings
for social justice and leadership in the work afthschool counselors?

Chapter three is organized into several sectioffiscititate discussion of the decisions
and processes used for gathering and analyzing Tag¢achapter proceeds with a description of
the analytic autoethnographic nature of the stlithg. section also includes and clarifies key
issues relevant to issues pertinent to researshiesaument. Next, the chapter provides a

discussion of the process of participant selecttoshort narrative describing each participant is
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given. Third, the primary procedures of data caitecincluding explanation of the interview
protocols is offered, as well as secondary or supmpdata gathered through observation and
artifact. Data management and analysis issueslangified in the chapter’s fourth section. The
next section gives attention to research ethics.cfapter’'s conclusion is offered in a discussion
of the study’s limitations.
Analytic Autoethnography

Many proponents of qualitative research proclaienrtterits of its subjective, inductive,
and emergent methodology (Lutz & Ramsey, 1974; lrefite & Goetz, 1982). The goodness of
gualitative research, as Peshkin (1993) argued eriicle by that name, arises from these
characteristics. Peshkin noted that the four oue=af qualitative investigation—description,
interpretation, verification, and evaluation—eartd fsubstantive footing in the flexible,
sensitive, comprehensive, intimate, selective,@rdextual approach to answers about the
materialistic, processual, and phenominalogicaldgo~reeman et al. (2007) in rejecting efforts
to set standards of evidence for qualitative ingstated that “Quality is constructed and
maintained continuously throughout the life of se&ch project and includes decisions that
researchers make as they interact with those tinely &nd as they consider their analyses,
interpretations, and representations of data” {p.rather than being achieved through adherence
to prescriptive conventions and de-contextual tikstal share these assertions both as
explanation and justification for pursuing an atialgutoethnographic study.

I must confess that | did not begin with the intehtonducting a study in which
biography played such an important role. The taksterviewing counselors as participants
and analyzing other data gathered from fieldworthmschools, however, became a pathway

that opened onto reflection including not only wpatticipants were sharing about counseling
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but on my professional experiences in counselimg rEflexive turn is not surprising given my
career as a high school counselor and employmeatastral office administrator possessing
duties that require my working with individuals whocupy the role. The salience of my
biography in data collection and analysis is prdypahbe that | should have predicted but did not.
Atkinson (2006) defined reflexivity in ethnograpay “the ineluctable fact that the ethnographer
is thoroughly implicated in the phenomena that hehe documents, that there can be no
disengaged observation of a social scene thatsarist ‘state of nature’ independent of the
observer’s presence, that interview accounts am@ostructed with informants, that
ethnographic texts have their own conventions pfagentation.” (p. 402)

The stories participants’ shared, their problent faopes, their perceived successes and
failures evoked memories, feelings, and insightsimilar and sometimes not so comparable
students, events, goals, judgments, etc., givehistgry as a counselor. Rather than suppress or
ignore the occurrence of these cognitive phenonlesrajeavored to recognize their influence
and make their connection, applicability, and megmiomprehensible and explicit. Through
such inquiry | was able to critique and challengethken-for-granted assumptions and
accumulated knowledge based largely on my livedtm® Embracing the strengths of this
methodology was gradual and one that proceeded gwesultation with my dissertation
advisor about the implications of such choice.

Analytic autoethnography facilitated a critical exaation of my biases, values, and
attitudes which have become deeply engrained grears of counseling high school students
and working closely with parents/guardians, teas;hemd administrators to support student
growth and learning. Anderson (2006) defined amabatoethnography as a study “in which the

researcher is (1) a full member in the researchmoy setting, (2) visible as such a member in
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the researcher’s published texts, and (3) commitieth analytic research agenda focused on
improving theoretical understandings of broaderaghenomena” (p. 375). Anderson further
divides these qualities into five key features:d@nplete member researcher (CMR), (b)
analytic reflexivity, (c) narrative visibility ofte researcher’s self, (d) dialogue with informants
beyond the self, and (e) commitment to theoreaaoallysis.

Each of these characteristics can now be discuss#tey pertain to or are evident in the
study. Before | proceed, however, | acknowledgé bo¢h the process and product of the
investigation represent the effort of a novice aesker. | made mistakes of omission and
commission in collecting, managing, analyzing, amiing about the assembled data. The
dissertation process was one which helped me heaah about myself both personally and
professionally and yet promises, | believe, to xthe literature on school counseling.

Anderson’s (2006) first criteria for an analytidlamethnography is full or complete
membership in the group under study. For 23 yeaesried my livelihood as a high school
counselor or worked closely in with those who ogedphe position. Most notably, |1 worked as
a counselor in three different high schools durmgcareer. | found myself drawing on the
memories of those experiences while designingritesview questions, conducting the
interviews, and analyzing the data. | did not apéte the saliency of my high school counseling
experience as prior to beginning the study | h&driaa new position as a central office
administrator. Working in the central office enégilmuch that was similar to counseling at the
building level, except that | was not assignedecse case load. | was extensively involved in
working with students and families who have beamsted out” of the system, often acting as
their last stop before they purse a GED (i.e., Gdrteducation Diploma) in lieu of continuing

with their education in the high school settingsd\hoteworthy was my retirement during the
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final year of the study. Despite such change, hébthat | largely filtered my perceptions and
continued to be perceived by others given my m@tatiips and experiences when | employed as
a high school counselor.

In addition, the intersection of my biography ahd tesearch design entailed another
feature that may have reinforced or contributeohyobelonging to the group, both in my
perception and that of my participants. The cemtffate administrative position | held was in
the large urban district where | conducted som@ypinterviews. The juxtaposition of roles was
difficult at times as | was tempted to step outhaf role of central office administrator when at a
meeting and ask questions related to my reseal@reTfwere also opportunities during the
interviews to probe and gather information that lddwave informed my administrative work.
When these experiences occurred, | was reminddteafecision to keep the roles separate and
the discussion with my chair about the vigilanaguieed in doing so. Thus, while attempted to
differentiate the two, | did not always succeed haoh sure many of the participants also failed
to do so even though | explicitly discussed withtipgpants the separation of my role as a
researcher and my role as administrator. In mytatiain to participants | purposefully stated that
they were under no obligation to accept my requést, in drawing attention to the separateness
of these roles | made reference to my positioméndistrict and thus inadvertently referenced my
positionality.

The decision to differentiate or attend to oneher dther of the roles rested on ethical
considerations. As noted above, | did not wantrtpase on my colleagues to accept my offer of
involvement based on my position in the distridedred that comingling the two would in some
way result in violation of research ethics. | alangd maybe more salient than the prior concern,

feared that in doing both | was reducing my abildyperform either. As the study progressed,
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howeve