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Sirrce the 1960's attempts have been made to expand the role of the 

clctnlcntary school counsellor to include counselling, consulting. 

coordinating, and educating. Counselling, which is  the traditional role, 

involves working directly with students, facilitating discussion about 

pe:rson~~i issues and probtems. Consulting refers to  working with other 

persiinfi~2 to t;djiisf, the educat;onaX environment to ;meet students' saciaf, 

cmtrtional, and intc?llcctual development {e.g., setting up modification 

programs tbr s;tudcntzs wi th  behaviour disorders). Coordinating rneans 

rrwanging the provision of survices to  students, teachers, and parents by 

setror~l district ;mrl ci)t~lmuniLy persotme! in order to  meet eleme~zta~y 

sl,uc.lcnts' Icwming, c~notiot~al, and social needs (e.g., referral to mental 

hcalt,h agttrwios SOP filrnily cottnsellingl. Educating involves providing 

inwrvicr~ t t ,  i,cashcr:-;, parcntsl;, small strrdcttt groups, or full class guidance 

Ilnlt-friiruts ( c b , g . ,  teaching s ludent ,~ '  pcrsottal safety programs). 

I)ospitc had-l~i tsecl  vuppnri, fi~r an cnharxced role, elementary school 

c ~ u t ~ s ~ l l i ~ ~ g  h i l ~  r~mairwd largely unchanged across North America. This 

nttttl.y investigatctl 13ritish Cdumhian editcatorst attitudes towards and 

rcct~mmc*ndwt~ic~trs 1i)r rtrl~i~ncinf: the counselior's role in eie1nental-y 

scl~ocrln. Mow spw~ific;rlly, t,hc irlvcstigafion addressed four issues: (i) 

whi'l hrr ulcwcwtary cduc;rtms i n  R.C. supported the idea of enhancing the 

C ( I ~ I ~ I H P I I O P ' S  role; ( i i )  i f '  they did, whcthcr cduccrtors Felt enlrancing the role 

was; fcasihlu; ( i i i)  what ixngedirncnts stood in the w;iy of suc:cossfbl 

i~upir\mcni w tio on of an cn hanccci mlty and i i v i  what ~triiiegiif.~ t h y  

w c w ~ m ~ n d c r !  fiw in~p!i-\mcnling this rolc in B.C,'s elerrzontary schools. 

I h t a  wt?rrl collrctr~d in three I3.C. school districts through focus group 

intcrvicws with thc fhllowing primary stakeholder groups: classroom 



teachers, elementary school cotrnsellors, ~Iemcntnry stlmoI 

administrators, and British CoXumbis School Co t m s c x l  lors' Association 

executive rnen~ioers. 

The f'nclirzgs from thc focus group intervitws concur closely with 

counselling and educational, change litcmturc. Although itafc~rnrrtx~ts wcrt. 

supportive in principle of the idea of an cn!~tlnccci role, cotnnlit teti m a ~ x l  

and financial support for implenretmting the e~dlancvd role wut; not cwidcnt,. 

Txr addition, a number of other factors were setw to impede implcmctki.irtiot~ 

of the role in B.C. schools. Thc major impediments wcrc lack of' tinrc 

(teachers and counseltors do riot &;:w time to plan ctd!rgikklly), excc~sivc 

demands (large caseloads resulting in crisis intetvcntiotn), m t i  high pupil- 

counsellor ratios. 

Five scts of rceorntncndatiorrs are suggt~4ctt to deal with the 

impediments and the problem of "~ol%" stakeholtlt~r support. 'I'hr? first set of' 

recornmcnct;itiot~r; relates to lowering the p u p i l / ~ ~ u ~ - t ~ e l l o r  ratio, thr? scmtrd 

to edaicating all stakeholdem about thc role et~f.,;:nctwmrt, tho  third to 

evaluating schoal counselling prcqparns, and thc. fourth to :~dvctcatitrg 

stronger lcildership and dlrrectitrn at, :111 levels OF elcmcnt:ary tvlucation. S'kar. 

f ind set o f  recommi?nctatio~:s inv:llves proniotirrg timtt-rn,at~:ngc)mtt~~t 

stratcgiw for counsellors in their work with staft' and sludcnts.  

In addition to the sy~c i f i c  sccomrn~:ni~ntior~s, a n  overall 

implcmentation "tack" or approach is; recommcnricd. It is sxnggc.cstc.d that. 

efforts to enhance the elemetitary courrsellt~r's solo proceed slowly, darting 

on a small xale  withifi a suppwtive eo!!cginl clim:ttc. 
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bb1em Sbbment ant! EtatknaIe 

1:'rnhancing the cleruacntary school camnse!lor's rote -- that is, 

oxpantling tho role to include the functions of counselling, coordinating, 

cot~sultirrg, and educating -- has been discussed for many years. The 

litmature has long supported this enhancement, yet little change has 

occurred (Allatr, h i ,  & Reid, 1979; Altmann & Merman, 1971; Carreiro Bt 

Schulz, l ! M ;  Cinlcr, Scalise, & Presse, f 990; Merchant & Zingle, 1977; 

blillcr, 1989; Morsc & Itmuselil, 1988; Qksmen & Koose, 1972; Wilgus & 

Shellry, 1988). Er1k:tncing thc elementary school counsellor's role seems to 

bc justified philosophically. The problem apparently lies in its 

i rtrpl(mct~latir,n. 

I,trtrki ng at, the issues surrounding the elementary school 

couirst>llorfs rolv cnhmccment has led me to four important qt~estiuns. 

I'irsl, (lo British Clolumbian cdrxcators support the idea of enhancing thc 

wtc? of t i le  clerncntnry school cot~nsellor? Second, if they support the idea, do 

tkilish <:olumhiau educators feel role enhancement is feasible? Third, what 

liwlors or inlpcdin~cwts do British Coluinbian educators see standing in the 

tvuy ol' stii.ctwfi~l iniplemmtatian? More specifically, could inadequate 
. . t ~ ' ~ I I I I I I ~ ~  (11- CSCCSS~VC ~ C I I ~ I ~ S  be t l ~ c  reasons, as  cited In counselhg 

litctraturc, or arc tlrero other reasons not yet considered? For example, do 

t lw  following impcclimcnts to educational change in general, cited in 

I'ullitn's (199 1 )  cvork, intcrfcre with enhancing the ulemcntary school 

collllscllor's rolcx: 

1. t tw "tcwchcr is primary change agent" factor -- since the ultimate 



decision whether a change occurs as  i t ~ t c n d ~ d  tics not with tftc policy 

makers hut in the hands of teachers, then teactttrs matst txntlCr*stta:.rd ;md 

support the ertlianced role; 

2. the "isolation" factor -- school systems may not si~pporf, the oa~lla1tor:xtive 

work required of the enhaxmd role; 

3. the "maintaining status quo" factor. -- the prefcrwcc twty iar to maintain 

the status quo a t  all costs, particularly when changes in mlt. are h i n g  

suggested; 

4. the "timing and perception" factur -- there ntuy be too tnany other 

changes Caking place or other crises to handle at, the s a m ~  t l n i ~  or, 

educators in the field may view the rhaugc as too ciiflicult to i~rlplcrrrct~t~; 

5. the "lack of public supy:~=t" ($ct,or -- cl~nnges involving programs rchtcd 

to social-emotional development ol' students may not rcccivc the same puhlie 

support as academic programs; or 

6. the "practicality" issue -- teachers, counsellors, and actr~~iriist.r:~lors may 

not see the practical merits of' Ihe change? 

And the fourth question, what can be done to overcome impxiirnent,s 

to the successf~d implemmtation (,I' an enhanced elerrrcritary school 

couiwcllor role? Are there some specific steps that can be taken? What will 

those steps involve? 

In this introductory chapter, following the st,a tcmcn t of the prohiem 

and rationale for this study, I present issues concerning the cAtvncn1,:ir-y 

school counsellor's rolc, discuss major influences on thc tlJr:rnt!ntnry school 

counsellor's role, and summarize s t u d i e ~  that have invc:sLig;ltcd the 

differences between the actual and idcal errhanccd roic, highlighting 

implications for enhancing the rolc. In addition, t,hc gignificanct! and 

specific objectives of this study arc provided. Thc chapter cr,ncludw with an 



outlinc of the subseqtlient chapters of the thesis. 

Lc;sues in the Role af the Elementary School Counsellor 

The desired role for elementary school counseflors has been 

discussed in  cclunselling journals for the past 30 years (Pardeck & Pardeck, 

19891, Thc litcraturc centers around two main issues: how the role should 

be enhanced and, discrepancies between the actual and ideal elementary 

school counsellor's role. 

How the Elerncntnry School Counsellor's Role Should Be Enhanced 

The Grst issue deals with how the elementary school counselllor's role 

shtrutd trre utrhanoed. Originally, the school counsellor's job was to counsel 

strrdonts individnally. In this role, the counsellor was expected to provide 

staldents with a trusting, cinpathetic environment and to facilitate student 

discussion abrruk pcrsonal issues and problems. Beginning in the 1960's the 

idea was introduced to expand the counsellor's role to include consulting 

ard cor~rdinating (British Columbia's School Counsellors' Association, 

1990; Furlong, Atkinson, & rJanoff, 1979; Kamcen, Robinson, & Rotter, 1985; 

Miller, I W I ;  Pard~ck  & Pardeck, 1989; Umansky & HolIoway, 1984). 

Corwul king and comdinaling involve working indirectly with students 

t8hrough o t h r  personnel such as teachers, administrators, parents, and 

commicnity agency staK 

'I'hc purposc of ~ousu l t~ i i~g  is to work with other personnel to 

structure efkctivrly the clcmer~tary school environment to aid in  students' 

social, cn~otional~ and career dcvclopment. Consulting may involve 

working with a teacher to set up a classroom management program to meet 

the needs of ;-a spt"cific student or initiating guidance programs in 

classrooms (IJritish Columbia School Counsellors' Association, 1990; 



Miller, 1989; Morse & Russell, 1988; Pardeck & Fardeck, 198'3'1, Guidancu 

programs are social-emotional or healthful living progrrtnls dusigtwd to 

teach students about careers, child abuse, family Iife, mental weII-being, 

safety and accident prevention, substance abuse prcvent.iim, social 

interaction, and interpersonal communication. 

Caordinatinz means arranging the provision of services to  student,^, 

teachers, and parents by school, district, and comrnu.nity personnel in 

order to meet elementary students' learning, emotional, and social needs. 

Coordinating includes duties such as liaison among home, school, and 

interministerial programs, as well as maintaining contact with scmnriilry 

schools. Over the years counselling literature has continued to support the 

notion of enhancing the role by including consulting and coordinating 

(British Columbia's School Counsellors' Association, 1990; Deck, 1992; 

Dustin & Ehly, 1992; Erchul & Conoley, 1991; Forrest, 1984; Furlong &.&., 

1979; Kameen u., 1985; Kurpius & Rozecki, 1993; Pardcck & Pardeck, 

1989; Schmidt, 1984; Stickel, Satchwell, & Meyer, 1991). 

In 1990 the British Columbia School Counsellors' Association 

(BCSCA) produced a new role description adding &cating to the 

elementary school counsellors' job (British Columbia's School Counsellors' 

Association, 1990). Acting as an  educator of school counselling and 

guidance programs involves teaching sludents directly in  small groups crr 

as a full class. Social skills or problem solving strategies are two examplcfi 

of skills a counsellor might teach to a class of students. 

Counselling, coordinating, consulting, and educating are all 

important functions of the elementary school csunscllor's job. Counselling 

helps young children fulfill their needs, solve personal prohlcms, and 

recognize their own strengths and limitations. Since young children's 



vcrbal skills are just developing, elementary school counselling sessions, 

using ar t  or play therapy, help children find ways, other than exclusively 

verbal means, to express personal reactions to specific events and 

situations. 

Coordinating eliminates duplication of work by others and, therefore, 

results in more cfTcctive use of the limited time and resources available. For 

cxamplc, special education teams, involving counsellor, administrator, 

special education teacher, school nurse, and classroom teacher, play a 

crucial part in coordination. Meetings of the special education team 

ciclcgatc responsibilities for specific cases, and ensure that follow-through 

on decisions occurs and policies are established. 

C:onsultation with the counsellor involves teachers, administrators, 

and parcnts in the counselling process in a time-efficient way. By 

consulting with teachers to set up guidance programs within seho~ls  or 

i~idividunl classrooms, the potential for reaching more students is 

incree~s~d. For example, ;in elementary teacher can directly affect 25 to 30 

sludcnts per year, and a thousand during a teaching career. Similarly, in 

t.he rolcb of' t,he educator, the counsellor can reach more students through 

toaching in individual teachers' classrooms or by insemicing groups of 

t.eachcrs and parents, who in turn pass on the learning to their students 

iind children. 

Iliscreuancics betw~\cn ttic Actrual and Ideal Role 

A second theme raised in the literature is that, despite the desire to 

c\nhnnce the counsellors' role by including consulting, coordinating, and 

cducnting, there are discrepancies between elementary counsellors' views 

of their ideal and actual roles (Allan u., 1979; Carrciro Rt Schulz, 1938; 

l louwd, 1989; Knrnccrt u., 1985; Morse Rr; Russell, 1988; Rotter, 1990; 



Wilgus & Sheiley, 1988). Counseiiors find their roic ux~dwntitrvd ~ h c n  r i ~ ~ . ~  

are expected to do unrelated duties such as cleric:il t:tsks ttr aci its 

disciplinarians in schools (Brown, 1989; Hruby. 1989). Rli~ny c*ou~lst\llors 

find i t  difficult to estahlish a warm, tlrusting rclaticmship with st u d t w t s  ( l l t \ y  

have disciplined. Although the counscllur's role seems to hc dtltirwd r*lcwi.ty 

in theory, it is not defined clearly in practice. rack of clarit,y ahoiii, t,tw 

elementary school counsellor role rnHy be related partly to  1hc fact that, tlw 

enhanced role definition remains unclear to  ot,hcr cdur;ttors or, :it I r ~ t t s t ,  

many educators differ as  to what counsellors' priorities should h c h  (Kapl;;r.t, 

Geoffroy, Pare, & Wolf, 1992; Miller, 1C389). While there appears to  he 

grassroots support for the general functions of tho counsc4ioris role, 

uncertainty is raised about the more specific dut,ies ( R o s w ,  I'oppetl, & 

Thompson, 1988; Miller, 1989). Fur exmaple, teachers indicate tkr;li thcru i s  

a duplication of service for special needs students when, on the orrc hand, 

counsellors help students with lemming problems and assisl tcachcrs with 

setting up individualized instructional program for thcsc stJudcnts, m t l  t r n  

the other hand, other special education personnel arc nvwilahlc to pc.rliwtn 

these duties. This conf~~sion over who does what for sptxial netds sti~clcttts 

indicates need for greater clarity in role definition. 

l[nflluennc#js and Studies on the Elementkzq &hooH Coumw1!aar's hilt! 

This section reviews two aspecls related to cnliancitlg tile rolr* of' Ihc 

elementary school counsellor. First, tlw historical trcndfi in  c:lc!rrrc?r~lary 

school counselling are outlined. Reasons Liw the changes :lrtb givcn, Sc!c.cmti, 

studies that have investigated the changing role of Ihc clr~rnwlztry scttool 

counsellor are presented and implications for tkmw studies w e  hightightctd. 



Trends in Elementarv School Counseiiln~ 

Elementary school ct~unselting is broadening its roles to include 

students' psychrtlogical and emotional devcloprnent (Kapel & Paradise, 

1990). According to Kapel and Paradise (19901, school c~unselling in the 

United States initially involved career counseliing (from 1900 to the 1920s). 

The psychological testing mctvement of the 1920s and 1930s eventually 

impacted on the schools, adding testing to the repertoire of the school 

counsellor. By thc 1940s and 1950s personnel work and rehabilitation were 

added. Carl Rogers' work moved school counselling from a group delivered 

guidance program to individual counselling. During the 1950s and the 

1960s, guidance became part of the personnel service delivered to students, 

Hy the 1960s and 1970s occupational and developmental counselling 

emerged. In Canada during the late 2960s and early 1970s, elementary 

school counselling was in the infancy stage fAltmaim & Herman, 1971; 

Okstu~rn & Van Hoosc, 1972). C:ounsellors were being hired in Canadian 

schools without, specific qualifications and school programs were "hit and 

miss" (Allan u. , 1979; Merchant & Zingle, 1977; Oksanen & Van Hoose, 

1972). 

At! first, outside f ~ ~ t o r s  such us home, school community, and social 

issues did not influence the role of the dementary school counsellor in a 

major wily. Recause of changing lifestyles, increasing social stresses and 

anxieties, sacinl clisorganizatian, and a host of economic and cultural 

tirctors, the role OF elementary school counsellor has expanded from 

ewlusively sct~ool guidance st~svices to mental health and adjustment 

issups (Kapel cYr; P~wadise, 1990). 

Most of the limited research conducted on tho role of elcmentary 



v m  school counseiior involves qucstiotltlnire survtkys. ~ i c y c k : t i t d i y ,  r.cst\:twi.tt\t':: 

have investigated the congruence ht.t\~t>cit c::tlnw t low' idcul r::k r uft:kt 

counsellors, administrators, texhcrs ,  arid p:ircnts vit\w a?; ttw v;iiuc~i tirstrs 

performed by school courlsellorsf and the actual soit. ( t  tw i:isks tact t ~ r l l y  

performed by school counsellorsi. In most studies, di t l imwws Iuiw 

found between the activities counsellor-s actually ptbrfitrrrr i t r i d  t tw ar.kiviti{bs 

they value (Howard, 1989). 'Phe rescar& has n t j t  ~ ~ t ; t J l > l i s ! ~ t > ~ f  ivi'fly t t lcw 

differences exist, although researchers have suggested t hrcv plaraxihlt~ 

explanations: (i) cnurwellors do not have the training they rcqulrc to tilltilt 

what is expected of them; ( i i )  counscllors, abn~inist~nlt trrs, t pachws, t t t l t l  

parents haw unrealistic expectations of school cc~utisclilil-rg~ (( itlt-rtairc~ & 

Schdz, 1988; Kameen u., 1985; Morse & Russell, 1988); m t l  fiii) I ~ V  

ambiguity exists, people in difl'erent roles haw difTwing r~xp(wiatitms d'titc 

counsellor's job (Chter ,  Scalise & l)rt.sse, 1!190), Further cxiin~illrttisiri is 

needed both of factors accourrt,ing for the discrcpancics hctwccw i lw itltb:t l 

arid the actual, and of possibltb solutions to this gap. 

Merchant and Zingle (1977) fitund in their sturly, wh ie l~  invcslig;1t,c4 

the functions counsellors typicdly performed in Clarradinrt urhit~l 

elementary schoola, that mast ctrunsclltrrs trad cl~kal roles ( i x , ~ : ~ ,  

administrator-co~ulscllor), worked with sttldt~nt/collnf;cbitor ralicrs; f r r  ( L ~ ( : ~ b ~ ~  

of 750:2, and did mainly crisis iatervenlirrn work, hlian, Ifoi,  urrd Itr l i t l '4;  

(1979) study of primary and intcrmccliate teachtars' pc?rt:epliorlf; of' l , t i cb  r;r*hool 

counsellor's role in l 3 . C . ' ~  elcrncrrtary schools Lirurltl that, cfcspitci ~ C ~ L ~ C ~ ~ C I ' H  

expressing that they did not know how counscllors spent tllcir t i r w ,  

teachers perceived counsellors as  doing mostly crrisi~ ir r 1,ervcmtior t wtrr k .  

Teachers said they would prefer counsellors to do mctrc: ~~rctvrrntat~ivc~ w t r k  

(e.g., educating students in areus such its socini skills t,rainirlg and sociixi 



prcthlem solving!. In addition, teachers wanted a school-based teacher- 

cor~nsdtrw, trained in devetopmcntat, pri.venia"tive, and remedial 

counsellitbg to stirvice schools two or three days ;I week. Allan, Uoi and Reid 

nl'li!rr!d practical ways to enhance the eletl~entmry scfrtml cot~nsellor's role 

including fi~cusing on pu'niic rciations ibuirig arailablt: to staff? setting up 

cmrmst:lling bidlcti1.t botxrds, infbrrning teachers of the parts of the 

cou~~sellor's role, and addressing stuff meetings), conducting school needs 

;~ssessntcnts pericrdically, demonstrating counselling competxmcy with 

teudtcrs hy working with teachers to bring about change in students, and 

trying "new" counselling approaches toffering short 2-4 developmental 

crrunst4ling sessions to all clnssus and working full-time on one school in 

c i w !  :.::!es, H U C ~  28 !earning assistame teaches and c o m c e h x ) .  Mnny of 

t h x c  idcns continue to appcw in the current literature in school 

ctwrtuciling. 

k'urlong, Alkinson, and Janoflqs ( 1979) study, surveying counsellors 

working in 54 Califim~ia dcrnentmy schools, found that counsellors see 

c.c~ngrtic.-tzci, btlkwcxw their i~ctual and ictcai rule in the area of individual and 

group counst?lling, and Idping parents. Other parts of their actual role 

were scrn l o  ct-mflicl with what they felt they should ideally be doing. More 

spcc.ificdly, counsellurs irrdicatid that they wanted to spend more time in 

cJcvclrtpmertt:tl programs !c.g., career development! and lcss time in roics 

irssoeiittcd with school discipline, student appraisal, and student referral. 

Kameen, I-tobinson, and Rotter's ( 1985) study in the Southcastern 

ITniLrd Slates considered the degree of consensus among elementary (i.e., 

ti-grade t i  or K-grade 8) and middle school (i,e,, grades 6-81 counsellors 

ccmwlinfi the coordination activities they actually perform and those they 

believe t l ~ y  should idedly perform. Their conclusion was that many 



counseilors see a conflict between the xtuaI and thi. idrni. Ajy and 

employment level of the counsellors seemed to afT& how the r ~ t t ~ n ~ c ~ l l r , i . ~  

viewed their job functions. For cxarnplo, young, presumuhly rwcntly 

trained counsellors, tend to rank enlltinced role functions higher than do 

other counsellors. Furt'i~ermore, young cotinsellors generally litckeci ttw 

skills and support to carry out the duties expected. It was suggcstctl that 

although training programs emphasize the inrportancc of cnhnueing thc 

role, perhaps they did not teach the required skills. Alaot'iler concwn raiscd 

by this survey was counsellors' lack of attention to many functions 

considered to be essential in effective counselling programs such a?; 

organizing parent groups, providing inservice training fi)r Lc?;Ic~c~s, 

serving nn g u i d a n ~ ~  committees; participating in p ~ h l i c  rcl~ttions activities, 

and conducting needs assessments and follow-up. The authors of this sludy 

felt i t  was important that elementary school counsellors systmnaticillly p l m  

a counselling program for the whole school. The authors expressed fear 

that without greater emphasis on all the ftlnctions of the enhanced role, 

elementary school counselling would become primarily crisis intervclrlt,icm 

work. 

In a similar study conducted by Morse and Rusxcll (19881, rural and 

urban elementary school counsellors (i.e., K-grade 5) in the ZJacific: 

Northwest were surveyed to determine congruence hetwcm counsc?lltrrs' 

actual and ideal roles. By incorporating questions from previous stutlics 

and using a more comprehensive questionnaire and research dosign them 

researchers hoped to improve on earlier studies. Although rtite of' 

questionnaire return was low, this study's findings ragrod with cmdicr 

findings that a conflict continues to exist between actual and idcul 

counsellor functions. The highest ideal roles includcd helping tcaclrcrli to 



understand individual students' behaviours, attitudes, and progress, and 

working with students in groups to enhance self-concept, understand 

feelings, and learn problem solving and social skills. Group counsettfng 

was ranked highest on the ideal role list yet appeared third on the actual 

role list. The findings indicate that three of the five highest ranking ideal 

rdcs focused on consulting rather than on individud counselling. In fact 

only one role, out of the total number of roles discussed, involved individual 

counselling. The authors supported Umansky and Holloway's (1954) view 

that consulting is a more cost-efficient way of working with students than 

individual counseJling, The authors concluded that perhaps lack of 

training was the reason that caunselIors did not use group cou~~selling as 

11 --*. -.,- 2 much as they would iike icieaiiy. The study suggested that cowl  b V l l V I 5  ~lt't'u 

more "time and administrative support" to organize group counselling 

scssions. In addition, the findings suggest tbat eounseZlors may be seCting 

cxpechtions that are tm  high for themselves, perhaps in an effort to 

maintain self'-esteem. In other words, allthough counsellors admit they are 

not living up to the ideal role, they do know what phould be done. 

Wilgus and Shelley (1988) investigated teachers' perceptions of 

eounscllors' ideal and actual functions. Mare specificaHy, this study 

investigated teachers' perceptions both of how school counsellors spend 

their time and ideally how they should spend their time. Teachers rank- 

ordered 15 functions into either actual perceptions of time spent or ideal 

expectations of how the time should be spent. In addition, counsellors kept a 

daily log, recording in 15 minute intcrva2s bow they actually spent their 

t i  me. 

The study concluded that there is gei~eral agreement between 

tcitchers' perceptions and expectations, and actual use of time for 





rIitFi.rr.ncc (in a negative direction) between time spent and perceived value 

were making prwontutions to stadf (e.g., child abuse), meeting with 

parents, children, and other school workers jointly, organizing and 

supervising progrants such 3s peer tutoring, observing children in 

ciirssrooms, and presenting special topics to children (e.g., drug abuse). 

'I'he yui~stionnaire did not find out why counsellors were not doing what 

they valued most, namely consulting with adults. The researchers guessed 

that lack trE support could bc related to unrealistic expectations by others 

with whom they worked and an  incongruence between counsellors and 

ada~irristrataru with respect to which part of the counsellor's role was most 

important. 

More rcccnt Amencan research by @inter, Scaiise, and Presse ii99iii 

ofTers different results than Carreiro and Schulz's findings in the 

I :anucliara context. Unlike the majority of other studies, Ginter d. 

concluded thal there is not a hig difference between what teachers value in 

whrd c o ~ n s ~ l l o r s '  rolc and what counsellors value. Over 300 Louisiana 

tt..itchrrs answered n. cluestionnairc surveying their perceptions of the 

functions clt' clcxnentat-y school counsellors. Unfortunately, the sample was 

rc,c;lrictcd to teachers working with ftdl-time counsellors. This may have 

imyactcd grcat,ly on the findings since these teachers and counsellors may 

work tog~thor  cxte~lsively and the teachers would have considerable 

opporlunitics to learn about the school counsellor's role. Teachers working 

with full-time counsellors would be cxpectcd to be clearer about the 

couiiscllvc's rob. The study did agree with WiI~ms and Shelley (1988), who 

fituid that teacher8 irzcreasingly view counsellors in a consultant role, 

hclpittg tunchcrs learn the skills they need to provide direct services to 

st4ucknt,s. 



As can be seen by all but one of the studies reviewed h tw,  t.lcnit~.tlt:ii-y 

school counsellors have not been able to put the e n h r ~ n c ~ d  role into practitv. 

The single study which found congruence hetwtwl what twchcrs znd 

counsellors perceive the ideal role to be and what khey actually scr in 

counselllors' practice may have been the direct effect tri'l~avirq a \fill-i inw 

'a J ~ ~ l l .  counsellor in the school, resulting in more time fi)r colldw t '  

understanding, and role enhancement. 

SigLlifcm(~! of tlne Study 

Today elementary school co~znsellors must consider :ill clcmcnlary 

students in relation to the world beyond the school environnwnt. Schools 

reflect the growing problems and stwsses of silcicty, (ltiiiiiging fittilily 

structures, increasing violence in society, and i~lainst,reatnin oi' sptxid 

needs students are putting greater s lrai i~ 011 the school systmn. As a rcsialt, 

there is a greater need for co~rnsellors in the elementary school. 

Attention in the form of crisis intervention is being directed towtirels 

high-risk students to curtail human loss and public costs resulting kom 

student failure and drop-out (Miller, 1 %El). Researchers argue that, 

promoting early positive development in children is important ( 13loorn, 

1964 and Kohlberg, La Crosse, & Ricks, 1972, cited in Millcr, lI-)HI-)). 

Developmental prevention programs seem to make more scnsc than 

waiting to remediate the problems of high-risk studcnts which arc oftcrr 

difficult and costly behaviours to change (Miller, 1989). Irnplemc.r~tir~g:r lkic 

enhanced role of the elementary cnunscllor is seen as a11 import,;.mt stcp i ~ t  

dealing effective1 y with these growing social prohlerns. 

Although counsellors' services are available in elonzcmtary st:hooln, 

there is an indication that the needs of students arc not being mcl at.; 



efr'ectively as educators would like, As stated earlier, much literature 

indicates that people seem supportive of the idea of enhancing the 

elementary school counsellors' role, yet implementation has not happened. 

If' enhancing the role is impamtant in meeting the changing needs of the 

school system, it is crucial that we look a t  wa.ys to implement the enhanced 

role. 

Ob,jectives of the Study 

'rhc specific objectives of this research are: 

( i )  t ta ascertain whether or not there is reason to believe that B.C. educators 

support a proposed, expanded role for the elexneniary school counsellor; 

( i i )  to explore whether or not it i s  reaiistic to expect an  expanded eiementary 

sctw)l counsellor's role; if so, 

( i i i )  to identifjr possible impediments to the implementation of a n  expanded 

crlenrentary school counsellor's role; and 

( iv)  to provide a set of recommendations for educators to begin 

irnplctnenting a n  enhanced elementary school counsellors' role. 

Organization of the Thesis 

The thesis is organized into four chapters: Introduction, 

Methodology, Presentation of Data, and Discussion and Conclusions. 

'l'tnis introductory chapter has explained the rationale for anhancing 

thc rolc of the elementary school counsellor and examined specific issues 

conctwting the enhanced role. Major influences on the elementary school 

cotlnsellor's role were discussed, and studies that have investigated the 

dif'ferenccs between the actual and ideal enhanced role were summarized. 

I u  addition, the significance and objectives ofthe study were presented, 



Chapter 2, "Methodology," looks a t  tllrcc fhturos of' the r m ~ i  tmioIogy 

used in the study. First, the i-ationnic for using focus group itrt  ivvicws i s  

explained. Second, methodological procedures art. otltlinrci. indttditq t ttw 

development of questions asked during the firms group intwvicw?;, 

procedures used to administer the focus group intervicws, and procctluri~s 

used to code the data. Finally, the process for sclcvting thc lic\y irlfirrrtranf:; 

and the characteristics of the kcy informants is doscrihcd. 

Chapter 3, "Presentation of Data," surnrr-tarizcs the f i r~cl ir~gs coilr*t.tvt.l 

during the t h e e  focus group intervicws. Support fbr tlw idtu of cnh;~ncilrg 

the elementary school counsellor is presented, Qualificatioris tinti 

limitations to the support are explained. Impcdirncnts to  i~raplun~entirlg MI 

enhanced role are listed. Informantshpecific recorntnprrc.iitIiotls liw 

enhancement are cited. 

Chapter 4, "IUiscussion and Conclusions," discusses wtzckher 

enhancing the role of the elementary school counsellor is a sound 

educational initiative based on the findings of'this study and on tlw 

educational change and counselling literature. More spoeifictdly, the 

discussion analyzes why irnplementalion of the enhanced clcrno~~ tary 

school counsellor's role is problematic, assesses whether or wt, thc role ci~n 

be implemented in light of the problems raised hy it~li)rrnmntu in Lhc study 

and by the literature, and makes specific reerlrnrnorlrialtis~i~~ filr succcw4ul 

implementation. Five main sets of' specific recornrncndat,ior1~ irro !suggc!sltvd 

to deal with the impediments and the problem of lirnitml stiika?h~tldar. 

support. The first set of recommendations relate,.; to lowering thc 

pupil/counsellor ratio, the second to educating all stakeholders;, thc lhirtl lo 

evaluating school counselling programs, and the fourth to advocating 

stronger leadership and direction a t  all levels of elerrtonhry ucluciitron, 'f'hc? 



final set of' recommendations involves promoting time-management 

sirategics ibr cnurtseiloss in their work with staff and students. 

In addition to the specific recommendations, an overall 

iinpiementation "tack" or approach i s  recommended. It is suggested that 

efforts to enhance the elementary counsellor's role proceed slotvfy, starting 

on a small sctale within a supportive collegial climate. The chapter 

cctncludes with reporting limitations of the study and concluding remarks. 



This chapter looks a t  the methodoloky cn?ploycd in the study. More 

specifically, three features of the methodology are expluitrcd under tlrc 

following headings: 

1. Focus Group Interviews; 

2. Selection Process and Characteristics of Key T ~ r f b r ~ ~ r a ~ ~ t s ;  and 

3. Question Development, Administration, and Coding Prwudures. 

Focus Group Hnkrviews 

In this study, which was conducted in three B.C. school districts, 

focus group interviews were the primipal data gathering device used. 

Borrowed from marketing research, the focus group interview is a 

relatively new method for gathering qualitative data in thc social scionec 

field. In this scction 1 explain the fcatures of the focus group interview as a 

qualitative research method and outline the ratiunalc for choosing t h i ~  

method. 

The Nature of Focus Group Tkerview~ 

As the name suggests, a focus group intcrvilew is an interview o f r l  

group of i~~forrnants with a particular focus or discussion topic. The group 

interview is facilitated by a moderator. Focus groups ;are skillrul tools ibr 

discovering what informants think and the rationale bchind inforrnant,sV 

ideas (Morgan, 1988). The god of focus group interviews is to get clowr to 

the informants' understanding of the rescarck topic -- ni~ t  unjy irsfr~rmtintti' 

attitudes and opinions but also their personal experiences and perspectives. 

Personal experiences or ~ e l ~ r c p o r t e d  hehaviours arc particularly irnportirrrt 



hccause they ground the informants' remarks in discussions about actual 

hehaviour. This intarview Fomat elicits a very rich body of data expressed 

in the informants' own words and context. The responses are less artificial 

and limited than responses obtained through survey questionnaires. 

Informants can elaborate upon and qualify their responses (Stewart LPC. 

Shamdasani, 1990). 

Focus group interviews allow the researcher to hear the issues on 

which informants are prepared to challenge others, and how the 

~halll~ngus are received (Levy, cited in Morgar*, 1988). The group interaction 

makes thc data more easily available than though other qualitative 

rnett~cds because the interaction increases informant participation levels 

and spontaneity (Rellenges -II., cited in Morgan, 1988). 

Foctls groups arc well suited to research on attitudes and beliefs. 

'I'herefim, the research topic of this study, looking a t  people 's perspectives 

on thc feilsibi1ii.y and support for proposed changes to the elementary school 

c*ounsc*llor's role suggested lray role enhancement, is particularly suited to 

this fiwn of data collection. Participant observation and individual 

interviews arc superior for other kinds of research. Because the researcher 

dufines the discussion topics, focus groups are more controlled than 

pnrticipa n t observatio~l, yet less controlled than individual interviewing 

hccatise the Li~cus group setting encourages group interaction. 

k-k for F ~ G J - J J J K I  Interviewg 

Besides being usefiul for seeking information about attitudes and 

hclicfs as explained shove, there are two additional reasons for using the 

liwtls group interview in educational change research: 

a) thc dynamics of the group generate more information; and 

h) ti lot  of data can hc gatherod in short a time, 



Both reasons provide support For choosing the focus group for this 

particular study. 

a) Grouu dvnamica 

Focus group interviews provide opportunities for informants to rcwt 

to other informants' thinking. In contrast to individual intcrvicws and 

surveys, which result in collecting data from inforrnalxts rcflrcting a single 

perspective, the focus group interview results in more reactive and 

interactive collection of data. 

To undcrs tad  educatiollal change it is important to consider the 

perspectives of the many individuals in different roles involved (Fullan, 

1991). Educational change is wry complex, involving nxmy Icvels %om the 

individual in schools to thc Ministries of Education and Higher Education. 

This study does not a~ternpt to look at all of these Icvcls: it ~ ~ ) C ' L I B C Z ~  CHI the 

school level (through the eyes of teachers, counseltors, and admit-tist,ratctrs) 

and offers some inclusion O F  the provincial level through the RCXCA 

informants' perspectives. The focus group interviow provides an 

opportunity to gather simple and concrete explanatiorlv based on the 

personal experiences of people in the field, which is sseen as helpfuP in 

understanding educational change (Fullan, 1991). Also, the focus group 

interview allows informants from various levels and in various rdes  to 

have a voice and interact as a group, 

(b) 

The focus group interview is time efficient. It  prcrvich a mC'IlnH to 

collect a great deal of data within a very short time. In the case of'this study 

15 informants were interviewed in three sessions of two hotme each. 

Conducting individual interviews with 15 informants would take 

considerably longer. The group interviow avoicli~ duplieat,icm of' rafiponl;turr, 



Evtlry remark I W C ~  not be said individually. One informant may make a 

detlii fed comrntmt and others can simply agree. 

SeEection and C b : k & G m  d&y 3[nr.rFammk 

In this scction, thrcc arcas in the selection process will be discussed: 

a) number of' focus groups; 

b) composition of the focus groups; and 

c) criteria for selecting key informants. 

Ttw following explanation of the key informants' selection process 

provides a picture of the key infu'orrnant.~ in the study. 

In April, 1992 the R C X A  was asked to support a study examining 

thc rote of the. t?Ic\mcntary school counsellor. The associatian was interested 

in the projtrct cmrl agreed to help select and recruit school districts to take 

part it1 the sttidy. t':ventually they reconmended three districts that 

ctrnployod W S C A  exacutivc members. The three sites (referred to as  Pistrict 

A, District 1.3, and District Cf )  a r c  public school districts in British Columbia. 

T w o  of' the sitas are 1lr1)iln districts (Llistricts B and C )  and one is niral 

illistrict A). I)i,rtrict A has had clcnzcntary school counsellors for the past 

six YW'LI'S and Ilistrict B and C for about 2Q years, In the 199 1-2 school year 

thc pupil ct~iiltst4for ratios for the three bistrkts were between 1:1l00 and 

1:900, all being lower than the h'Linistsy funded ratio of 1:1&00. These three 

dist.rir.ts w t m  chosen purlly for convenience. They each employed n IJCSGA 

cspcutivc member which was an imnportunt criterion Tor thc study, because 

I~ouing inlhnz~ants who could provido a grcrvincial pcrspectivc wag dosircd. 

kicrwcvcr, us t h i r  rclntivdy low pupil/counscllor ratios indicate, the80 three 

districts ilrc psctt-rddy rcprcsentativc of the more supportive di~tr ic t~s in the 



province when considering issues relevant to elerntzirtary schoot 

counslelfing. 

b) Comeasition gffhu f o r u m  

The superintendent ar assistant superintenderrt t t f  u:tctt whon! 

district was contacted by mail and informpd ahout thrl nature of the study 

and requirements. Each district determined who within the district wottld 

select the key informants Key inibrmantu were seicctod in ~ w i l  host 

district by knowledgeable people: a district counsstting ctjocilinkltor stitrctcif 

the informants in one district, a district prirrcipal of studmt sor~iccx nlnilv 

the selection in another, alrd a tnct-ilber c~f the BCSCA c!xot:utivc in iznothcr. 

The must important factor in deciding tkc conqm4tion uf kht\ foeus 

groups was to find inforrnnrrls drawn kern tht.3 clifc'cmnt stakcl.lo1dr.r 

populations likely to grcwick the mast ttnisttgintfiit ctlmnlcnts an the tctpic. 

Although rrzarly people arc stak~belders in c.fc?msnt*nsy school tductrtian, 

the limited hceis of my rcvuilrch rcslriclccl inlbrrr~ilnt~ to t h s c  socn as 

lglrbary stakeholders: clenrontury school tenchws, school-level 

administrators, and count;r:llors. These peapio :ire t.rest ahlc t o  provide 

information about the possible erects a[ an rirhnnced co~rnsi;llt~-'8 role on 

the elementary cducatian system. Ori~nal ly ,  my study W;\H to irrcludc five 

informants a t  each fi~cus group interview. It was felt that five irrfi,rtnunt~ 

would represent the rolef; and experienette riet4i;d to reflect thcx varied 

perspectives orr the topic. 'l'hc five stakeholder groups to hc rc~pr.cscwti:d in 

each focus group were: cl~'mmt,ary school teachcm, mvico ulcrnstxrlary 

school counsullrtrs, expt.rit:rtct?cl clcxrlcxntilry school c ~ u ~ r s e l t ~ r s ,  prcwincial 

leaders in elernentnry school counselling, and clememtary school 

administrators. Elowuver, thc initid focus group irxt,arvic?w wcrxwtl 

ur~balanced because of a rdativcly large ratitr of corxmxc?llors t,o clawmarn 



tcactrcrs. Having three counsellors represented and only one classroom 

teacher meant that the teachers' perspective was under represented. Thus, 

in the two subsequent focus group interviews an additional classroom 

teachcr was prcscnt, ]I anticipated that counselling issues might differ 

depending on whether the teacher worked a t  the primary or intermediate 

Icvcl. 'I'hercfhre, in the two remaining focus group interviews, a n  

intermediate (teaching grades 4-7) and a primary teacher participated. 

The make-up of each focus interview group is summarized as 

filllitws: 

G m d :  five informants -- an intermediate teacher, a novice 

cwnselltw, ttn cxporicnced counsellor, a school administrator, a BCSCA 

cxccutive rniirnbor; 

-3: six informants -- a primary teacher, an intermediate 

teacher, a novice couasellor, an experienced counsellor, a school 

;kd~~lini~trnttlr, ;I HCSCA executive member; 

Grrm~C2: five infbrmants -- a primary teacher, an intermediate 

teacher, a novictt counst?llor, a school administrator, a BCSCA executive 

rtrcmk~er (Note: the novice coimsellor in this group lefl the focus group 

int<cr.view early and the cxparienced counsellor was not able to attend due to 

:I job-wlatml scheduling conflict). 

'I'hc s i x  of the ~'OCLZS groups in my study fell within the accepted 

rmj:tx. 'l'hc generally accepted size of a focus group is between six to ten 

p~rrple, hut. can range from a minimum size of four to a maximum size of 12 

(Morgan, 1988). Srnaller groups require that the informants participate 

marc. The It-wgor the group the more likely that "social loafing" will occur 

where snnw informants sit back quietly while the rest of the group members 

participate (Morgan, 1988, p. 43). 



As indicated earlier, of the 17 informants who origi idly : igrt~d t tt t~ 

part of the study, two were not able to make the schcdu1t.d intcrvicws. 

C )  m e r i a  for selecting kev informants 

As previously stated, the most important selectiou crittvitm was to 

find informants who would provide thoughtful coxnn~ents ubout t . 1 ~  topic. 

The informants needed only to be "a good approximation ofthe population of' 

interest" because generalizations about the data cannot go nlach hcyoltd thc 

focus group interviews' informants (Stewart & Sharndaswui, 1990, p. 20). 

Key informants were selected by each district on the basis of their c~xpcrl isv 

in B.C. elementary education. The following is a profile of these infi)tmanls' 

credentials in this regard. 

The two experienced counsellors in the study had an i-tvcr:tgtl of' l ivc  

years of counselling experience. One had worked 21s a classroom ttwchcr liw 

19 years, the other had worked five years as a learning assisttincc tmchcr. 

One had a Master's degree in counselling psychology. The cducalional 

background of the other was unreported. 

The three novice counsellors' experience in the study rangc f'ronr~ just. 

completing their first year in the role to having cmmpletcd two-and-a-hal I' 

years. Of the two that were finishing their first year in the role, omc had 

previous experience working as a counsellor in a counselling ugcncy wit11 

minimal classroom teaching experience as a teacher-on-call; the other 

first-year counsellor had nine years teaching before cnteritlg eclernc?ntwy 

school counselling. The third informant had two-and-a-half' years 

experience as an elementary school counsellor and > h u t  20 years of' 

teaching experience. Two had Master's degrees in counselling paychohgy. 

The third had a Master's degree in education. 

The three administrators each had many years  of' teaching 



experience and several years' administration experience. Two had been 

administrators for the past five years and the third for inore than ten years. 

'I'hc thrcc BCSCA executive members all had Master's degrees in 

counselling psychology, All were currently counselling in elementary- 

schools either on a full-time or part-time basis. Their coui~selling 

cxperiencc ranged from six to 25 years. One was working currently part- 

time in two roles, as a district counsellor coordinator and elementary school 

counsellor. 'Fwo of the BCSCA executive members had experience working 

as counsellors, both a t  the elementary and secondary levels. Two reported 

that, they had private family counselling practices. Their tanehing 

experiences were not reportled, As leaders in the field, they all had served 

on tho executive of the BCSCA as either president, secretary, or member-at- 

large. One had served for one year, another for two, and the third for five 

years. Their HCSCA executive lcvcl involvement has given them the 

opportunity to gain both a local and a provincial perspective about 

counselling. 

(Xihe three inlermediate regular dassroam teachers in  the study, 

onc had five years of teaching experience, one had 18 years experience, and 

o w  had 20 years af cxpesicnce. The irrtermediate teacher with 20 years 

tcnching experience currently worked as a head teacher. 

Thc two primary regular classroom teachers' experience ranged 

from ZH years to 2 1 years of teaching. The prinzary teacher with 18 years of 

experience currently worked as a head teacher for two years in addition to 

teaching. 

Of thc 16 informants who were present a t  the i~ztesviews, five were 

rr~ale and 12 were female. Although females dominated the study in 

nurnbcrs, t3hcy were cveniy distributed across the ~stakclrolder gntups 



represented. 



elahorate their responses. In some cases the p r ~ h e  was a simple re-wording 

elf the question, in  other cases, clarifying answers were anticipated and 

used as prompts to ensure that informants had not overlooked important 

ideas. Finar'iy, the time required for discussing each question was 

r!stimated so the total interview time did not exceed one-and-a-half hours. 

7'hc length of time generally recommended far focus group discussions is 

between one to two hours (Stewart & Sharndasmi, 1990; Morgan, 1988). 

Thc next step, which involvcd two stages, was to pilot the questions. 

!)raft questions were sent initially to the BCSCA executive for approval and 

rrtrr~:nust. Cbncc ;IPPCOVC?~,  the questions were piloted by the researcher with 

two cfcrnrrtt,ary schtd  teachers -- a special education teacher with 

considcrablc expckcncc in intermediate teaching and a head teacher with 

t~x&ttnsive teaching experience a t  the primary level. The pilot meeting with 

tho two tcnchcrs nllowcd the researcher to practice linking and 

xurrrrnm-izing cn~nmcnts made by informants, and refocussing or bringing 

ir~fomrlatltfi back o n  topic when necessary. It  also allowed the researcher to 

c&rnate the time nccded for each question, Minor changes were made to 

t h  discussion guick. '['he changes included asking that responses made to 

the init i d  qucstirrn be bsict'er and adding an additional probe to one of the 

ci[tit%tions. 

u r i a t r ; t l a n s -  

'I'hc fbcus group interview administration procedures fell into three 

scyuontial phusths: 

a)  prc?-it~tervicw: 

11) intorvicw; and 

C) post-izltetvi~w. 

'l'ho administration procedures followed for each phase will be 



explained. Issues such as written cor~firrnation of informants' agrcimcnt 

to participate in the study, the time and setting of the intctvicws, the role of 

the moderator in the interviews, a conaparison of the amount of data 

collected from each focus group, and the structure of the fttltow-up 

individual telephone interviews will1 be discussed. 

a) Before the focus prour, interviews 

Prior to the focus group interviews, informants were selected by their 

district and asked to participate voluntarily in this study. I contacted the 

informants by mail, thanking them for agreeing to participate, reminding 

them in writing of where and when the interview was scheduled, and 

providing a summary of the questions to be discussed. Thc informants were 

given informed consent forms authorizing audio-taping of the fclcus group 

interview and agreeing to a follow-up individual telephone interview. 

Written confirmations were used as their formality implies an ohligation 

which increases the commitment on the part of the selected informant to 

take part in the study (Stewart & Sharndasani, 1990). It should be notcd that 

although the interviews were estimated to last a maximum of one-and-a- 

half hours, informants were asked to attend a two-hour meeting to 

compensate for delays in starting. 

b) The focus Frour, intcrviewa 

Three focus group interviews were held, one in  each of the three 

districts. The research goal was to find out primary stakeholclure' 

perspectives. If the interview format has structure imposcd by the 

moderator, as few as three or four interviews are enough to f'tnd the range 

of possible informant responses. Once the informants' answers can be 

anticipated in advance by the madcrator, the research is cornpilcto (Morgan, 

1988). 



All interviews were conducted in the informants' districts. Two focus 

group interviews were conducted a t  district teacher resource centers and 

the third a t  an elementary school. The interviews were held in late May and 

early June of 1992. The interviews were scheduled mid-week, shortly aRer 

rcgullar school hours. Light refreshments were provided. 

To maintain consistency among the interviews, I acted as the 

moderador in all three focus group interviews. The informants and I were 

seated around a table; name tags were worn to help establish initial rapport 

and increase group identity and cohesiveness (Stewart & Shamdasani, 

1990); lndhrrnants were provided with a written agenda for the focus group 

interview (See Appendix C: Agenda). 

'I'hc focus group interviews were audio-taped using individual 

microphones, a micropIm~e mixer, and a tape recorder. Informants' initial 

participation with the interview and audio equipment was eased by asking 

ii~lbrniants to iiidicatc thcir name, their current role, and a little about 

their background experiences in education. 

'I'hc mee tilags followed the discussion guide questions previously 

oullincd in this chapter. At the outset of each interview I outlined the 

irrlportance of hearing each informant's perspectives backed up with 

p~rson t~ l  experiences. My primary role, as moderator, was to link and 

su~nn~arize infbrrnmts' responses, clarify whether or not there was 

consensus on topics, and refocus only if informants strayed too far from the 

discussion guide questions. In additi~n, I kept a written record of the points 

made by inibrmants that related to the discussion guide but happened to be 

raised out O F  order. Later, a t  an appropriate time in the interview, I raised 

t h ~  points again for firrther discussion. 

The lenglh of the focus group interviews fell within the accepted 



range. The first interview was c~~ae-and-tl~ret~-c~~t~~t-tt~~'s ot';in tutur, t irrl 

second lasted two hours, and the third was c~ne-al~d-n-clu;~t-ttlr t~itatrs ' t ' f t ~  

third meeting was substantially shorter than thc first fhr w v t ~ : i i  r t ~ s o n s :  

(i) the meeting had to be rescheduled; (ii the rcscttedultd nwct i t ~ g  start cct 

late due to previous commitments of some infimrrmts; ( i i i )  ontk pcrscrn w;w 

not able to attend the rescheduled meeting; ( iv)  one pcrson h;ad to Icavt\ 

early; and (iv) some people a t  the meeting cxprt?sstd hcing t i d .  

C )  After the focus =up interviews 

Once the focus group interviews were compietcd iridiviclual f i ) l l o w - ~ ~ ~  

interviews were conducted by the moderator. A short liriilocv-up inclivitlud 

interview via the telephonc within two-to-fiwr wocks of thtl iiscus group 

discussion was used to couirteracl the pa~tential reluctanw of' sorxw 

informants to disclose personal opinions in a group scttitlg m t l  Iu :iliow t h  

researcher to pursue subsequent questions after eomplcting pru1imi~i;try 

analysis of the data. 

In the follow-up individual interviews eorlductcttl via the tdcplwr lcl , i 

thanked the informants for participating in the study m d  a s k 4  if' I1nt.y twtl 

given further thought to t h ~  tbcus group iuterview. Asking Chc s w w  oyiln- 

ended question of all informants allowed them to rcsponcl eiltwx. ill tcmw of' 

the topics raised by the discussiori or the conditions of' Ihc inl.cr'vit\w ilsckll: 

For example, they could either add thoughts thny hail alroui, c~qxrrttlirrg llte 

role of the elementary school counsellor, reiterate ideas Ihcy l'clt wcrc r r r o ~ l ,  

important, or comment on the level of' personnl cornfilrl thr!y klL i r l  tlw 

group interview. 

The data collected in the individual f'blltrw-up tclcphrmu in tcmic ws 

were incorporated irkto the results; only if they addccl t.o or ehlgeci  lhci 

results gathered a t  the focus group interview. I n  somc raws,  Ihr c!xwmplt:, 



comnteitts made in thc fbcus group interview were elaborated upon and 

clarified in the individual interview. That additional information was 

cornhined with the rest sf the results. 

Eleven out of the I 6  infwmants were conaactcd for an individual 

interview within the preferred two-week period following the focus group 

interview. Thrcu informants were contacted within three weeks of their 

interviews. Onc informant could nub be reached until after the school year 

ended. The infclrmant who left mid-interview was not contacted because hc 

had missed the important later parts of the discussion. 

1 .  and Tp"giscribinv of Data 

3 j T - s e r i h i t ~ ~ h  

The fi~cris group ititcrviews were transcribed and coded Ibr analysis. 

Thu transcribing was completed by a former court recorder, skilled at 

transcribing tapes, and who also was familiar with the educational 

language used in the tapccl intcrvicws, Forty-one pages of transcrihcd data 

wrrc collected frim the first focus group interview, 58 pages were collected 

Sranr thr? sccot~d ti)cus group, and 26 pages from the third. The second group 

interview prtrdticccl the rnost data because, un9ike the other two interviews, 

six it-lf'crrrnants wiire proscnt for the a intcn5ew. Hand-written notes 

were rnnde of the ~clephonu interviews. 

b) e r r  of t.rnnscri bed & 

'I'hit original trrnnscriyts were coded first by district. This was done by 

photwopying the original tra~ascripts on different coloured paper. The next 

,kc- . 7 .  c. , . .:an to orgt31:ize the rest?!ts acctlrc!ir>g t~ cdes  that ~ef!ect_pad the four 

main topics in the discussion guide. The codes were C (current role), O 

(opinions ahout the idea of the expanded role), 1 (impediments to an  

expmdcd role), and R (recommendations for implementation of an 



expanded role). I n  addition, S was used as  a cube to identify rcsponws 

related to the ailticipated support for the cxpanded role, E:M% ct~rr~nncnt ttr 

talking turn was coded in the margin with C, 0, I, K, rtr 8. 8 r . r  rrcrnsicln, 

comments deserved several codes, in which cam all uudcs were rccrrrstt.d i t 1  

the margin beside the comment. Additional copies of the nltxliti-ctrdcd 

comments wcrc made. The coded sections of' the t ranswipt~,  falling ir3t.o tlw 

various categories, wore cut out and scwlcrl on long sheets of paper, e a d ~  

one representing one of the five codes CC, O , f ,  1% or 8). This was donc 

separately for each district's dnta. 

At this point both daublc-coding by the researcher and an inter-rater 

reliability check was dono, The rcsemdm- double-t.trtlut1 tht! transcripts :ts a 

reliability check for internat consistcttcy. Ten yngcs, runtlorn'tg: se1cr:l.cd 

from the transcripts, were coiled and then chocked by rcwding and 

cornparing results. Cndc-recode cornsistencics of over 90% were expected 

and obtained helbre analysis was continued (Miics & lIuhorman, 1984). I n  

nclditian, an intcr-rater reliability check was made. T m  .percc.nt of the 

trafiscribcd data was coded by another ratcr. This was cicme tty risking ;i 

graduate student to assign the codes C ,  0, I, R, or S to six yr-igcs from each 

district's transcribed dnta. The ratcr was instructed to use more than or10 

code to represent comments if'thc cotmnentx seemed to fi t  more than one 

category. Inter-rater reliability of 84% was achieved afiw t h i s  single 

attcrnpt a t  coding. Unfortunately, due to rcstwcher inmcpcriencc, thc 

second rater was not provided with clear criteria for catcgnrizing the dntu. 

This resulted in a reliability perccnhgu that is slightly btllow the expcxAcd 

levels. The literature suggcste that for the initial rating, a '70%~ i nh r - r :h r  

reliability is acceptable (Milcs & Huhermnn, 19384). Howcvcr, after rqacnted 

tries, 90% reliability should be attained. 



Coding was done on the naturally occurring responses that 

infilrrr~ants made or talking turns. Sometimes talking turns were single 

words; at othcr times, they were paragraphs. Only the parts o f  the 

transcripts relevant LO the research questions were coded. 

Further anaiysis was done tc-, find themes within the initial codes of 

C, 0, I ,  R u s  $3. Marginal remarks, made while the first coding was done, 

helped dcterminc: nciditional codes. For example, "putting out fires" was a 

metaphor repeatedly used to dcscribe the current role of the elementary 

school couilscllor. 'l'ht? mc?t,aphur was noted and used as a theme  late^. 

U::der the ciitcgory uf impediments, "tinre" was identified as a dominant 

rceurring therrw . Marginal notes were made beside the comments, All 

comments rclrnted to tinw were sorted together, then pasted on large sheets 

of paper. 'l'hi~ was done with other dominant themes. Reorganizing the 

data in this way at lowcd daminant thcmes to be more apparent. In effect, 

the. srding ~rcat~~1cI 21 hnr graph of each district's important issues. 

(:oxnpat*isolas umtrng districts were made to see if any profound differences 

cxiutcd. If no difl'erc~rces were found among districts, the findings were 

amdgamatctl. 

Morc s u t ~ t h  Chiwws: were found by Looking through the sorted 

tmnscsip ls  a third titnc?. '['his was clonc by looking a t  the themes raised and 

1.1 ustcring CI~crn in tm subgroups. For instance, "Support" was used as an 

i t i i t i : ~ !  crjdc. Once etrdcd, othcr strh-codes or sub-themco emerged. "Support" 

was fwthrr clustered inta "support in principle", "limited support," and 

"qwlificatiol~s that limited support." "Qualificatia~as that limited support" 

wns broken into finer subthemes such as "valuing counsellors," "perceived 

quality of cotmsellors," tmd "tcaclrcr and counfiellor rcsi~t~ancc and 

itrsccurit,y." Once the sub-themes were found another scan was made of 





'I'hi..; chapter sumxlrnx-izcs the data calitected during the three focus 

group intrtrvicws. Thc major findings arc discussed under the headings: 

1, Elcmcratary School Comscl!or's Current Role; 

2. Support for the Enhanced Rolc; 

3. 1mpt:dimctlts to Enhancing the Role; and 

4. lit3oo11tm~11d;~t,ions for frri~~lernentilzg an Exzhar-bccd Rale. 

Vorhatim slate!tnernts have boon used to illustrate informants' 

ycrspcdives, but tbc informants', districts', and schoals' xkarnes have heen 

tlelcted 1.0 Irreswvc tho :mrm_vrrrity of the informants. 

'l'hc intcvTicws aecrt~uct tr, digress nattrraIEy at times fram one topic to 

itridkwr in  vpitc of' tho dixcusaion guide and, topic questions that were 

filllowed, 'I'hcscl'urc~, iillhr,ugh t i le  surrlrnsries of the iz-iformatnts' comments 

II;PVP trt:rt~ cocic~l unclcr o w  heading, the comments may have occtirmd at 

various tintw throughout the intcrvicws. Fiefcmncc is made to the timing af 

the r:orrlntctnts within the emtext of the intcrvicw tndy where 1 felt such an 

cxpliwt~ticm was warrantocl, Few ciiffcsonces were found among upinions 

c~sptxwcrl hy tiw fircus groups. I%ffcrenecs are nutcd when 

signif"lc:tnt,, ttthrrwisti agrcerncnt among district group, stnkeholder 

groups, or hot h may hcb t ~ s s u m t ~ i .  

M:i,jor or donrfnixnt thctxles, ~rncrging tinder Iht? above rnent,icmod 

headings, wwc dct.tmnintd based either on the n u ~ n l ~ u r  cnf stakeholders who 

oili.rcsl sin~i lnr ctrmmcmts or on the emphatic tonc of thc stnkcholdoru. In 

ot hcr words, if  : In  idtw recurred throughout an interview or among groups, 

i t  wtw vicwd us a dominant tlzcmc. If stakeholders intensely supportad 





improving school climate i; 

-cducatirrp teachers about guidance programs; and 

The second tlicme was the reactive reality of the school counsellor's 

curt-crzt role. All1 infitrmants reported throughout the interviews that the 

cuunsellor's major duty was to do remedial crisis work. The key image that 

typified the elexncntary school counsellor's job was "putting out flash fires" 

and "crisis intcrvcntion." 

A f h r l  thomc surf:iccd. Although a large proportion of an 

elernend,a:ry s-lclaod counse!lorls time i s  taken up with crisis intervent'ion, a t  

tcast somc amnscllnrs attem~t  to work in the proactive enhanced role: 

In our school 1 can see that, this concept [the enhanced role] is 
at:tuully being irnplemei~ted. (administrator) 

I :m able t,o address some of each of these three areas [counselling, 
cot~sulting m ~ d  co-ordinating, and educating]. (experienced 
counsel lor)  

r l L hty [nly slafl'l want counselling, they want consulting and 
coordinating and they want education. This is what I strive 
fiw. (novice coulrsellor) 

A Id, of people at my school think -- [the counsellor] is just 
iweptionak and she does all these things fenlnanced role 
duLiwJ and shr? i s  exceptional. (admini~trat~or) 

'I'tw c-lifTt:rcncc between tile proactive enhanced role and the 

r:oullsttllors' attempts to work in the enhanced role seemed to be the amount 

ol'tittw Ihtit counsellors devoted to each of the four areas: counselling, 

prtwmt,~rtivc work was listed as important by all informants, minimal time 

W ~ I H  clcvoted to it. 

It shrruld bc noted that in scveral cases cou~sellors reported all three 



perspectives as true for them. These counsellors seemed to  contrztdict 

themselves. At one point in the interview these counsellors stated titry did 

all the duties associated with the enhanced role. Later in tht inttvvitw tlac 

same counsellors stated they wcro basically remtdid crisis wrlicrs m d ,  

later still, they said they "attempted" to follow the duties outlined in the\ 

enhanced role. Throughout the interviews expcrienccd counsellors said 

they did "bits and pieces" of the enhanced role. One said counsclllors wtw 

"doing a lot of it [the enhanced role]." One experienced counsolit~r t.syrcssc~tI 

concern about the term "expanded or enhanced" rolc. Shc said, "I t  Ithe 

expandedlenhanced role] is what exists." A f'eelinp of being criticized ('or. not 

doing enough and feeling other educators Zackcd understanding or 

knowledge about what she does was conveyed through lwr scrrrwks. 'll~c! 

BCSCA executive member reminded the experienced counsolhr t h t  fiw 

many counsellors the role would be an expansioll, "an cxtrcrne cxptirrsitm." 

It appeared that counsellors differ in their abilities to pesfi~rnl t . 1 ~  serviccs 

outlined in the enhanced role. There are some who try wry hard to c.ovctr d l  

the bases and others who do not. More about the quality of'counscllors will 

be addressed later in the chapter. 

Three of the teachers viewed counsellors as currentty doing t;lriclly 

remedial crisis work. Two saw some counsellors attempting to perfi)rrrr t h  

enhanced role. For administrators, the same was true?. All three saw tht:i r 

own counsellors attempting the enhanced role. One ;tdrrlirlistxiator 

expressed doubt that many other counsellors were as sur:cc;ssfirl i t s  tlcr 

counsellor is in performing the enhanced role. 

Support for the ] t (=nharPd Rok 

When asked to consider the idea of enhancing the elemcrrtiiry ~ ~ h n t o l  



counsellor's rdc,  rtpinions revealed two cf.)ntntdictory themes. On crnr Ecvef, 

atrawst all informants wore opt.irriistie and expressed entt-iusiasiic suppr~rt 

fbr the idea in principle; on a second level, many infi>a.mants expressed 

On the first level, ail hut one informant over~vhelmingfv ~ lxprcw~d  

support f i ~ r  the idea of' enhancing the rule of the elementary s c b d  

counsellor. The idea is a i~ard one to "knack," as it is almost a Uiopiars 

duscription of what elementary ammscllclrs shttuld do. 'The fo'Llowing qucttt?,.j 

incilictitc the high level of enthusiasm for an enhanced rolc: 

Yes, I thll-ik we, as counst>llors, wouid realty like that [an 
enhanced role). (novice coutaseltorf 

I think if' ovtlry counsellor in the province did thew things [rcf~rring 
ti, the role clescriptioat, Appendix 131, it would bc wonderful. iHCSCA 
tlxecutiw rmornber) 

Ex11ericnct.d counsellors expressed their scrppurl in o t ~ i ~  of 

agrcrmunt when the question ttf pcrsomtl support was askcd. The 

informmts rcprcsenting other roles tended to speak in Gwour tst' enhancing 

wt\ing the enhanced rolc as t t  wkiy to rrrcc~t ttzos~ t~ecds. A Y311SCA ~xecutivv 

~twrrrber w11olutreurt~dly itpecd with the idea of an ent~imccd polo for 



tho general feeling was that too much ww being ~bxpr*t.trarf of' ctrirt1cc4ltrrn. At 



conclusiorr, " f  think it's a terrific proposal, whether it can work or  nut, I'm 

nctt, sure." 'I'hc ctirnnent is lllustrativc of the qualified endorsement given by 

nrrrst clf the irkfirmlants. 

I , i r n i t s m o l r f t i . r =  

fnti,rmunts were asked to speculate on how athcr educational 

stuk~~holricrs gonurally might react to  the proposed enhanced role. General 

stukcholders, wtzit wore identified as people directly alrectcd by the proposal 

policy to chungc ttrc elementary school counsellnr's role, were seen to 

rcpresertt two groups: (i) primary stakeholders, such as  elementary sclrmd 

cwnse!!tm, teachers, administrators; and (ii) secondary stakeholders such 

studrnts, piwcnts, schtttd ttoards, district administratian staff', university 

tx:iinirtg programs, and the Ministry of Education. It should be rioted that, 

wi th  the of stuclents, direct referetrce was made to all general 

s tddwlde r  grotlps by the. itifk,rmili~ts during the interviews. The impact 

t h t  ~1cctt.d schooll botrrds ctruld have on expalzdlng the counsellor's role 

war; rrlr~ntiitnud hy only orrc informant, 

Sevcral tl-rcmcs crnsrgeci suggesting that generai stakeholder support 

liw t t n  mt~wnccd role wi\S limitcd. Thc overall impression was a "Yes, but" 

tow tts tlw c!isritssirm Milsf, crmrnearts endd be separated illto two clearly 

rltltincd categories: ii) gerzertxl support and (ii) qualified or limited support. 

lnlhrarnnts anticipated general, across-the-board support for the 

t3rl hancwl ci)unscllor's role from people working direct1 y in t-he schools such 

tts tcacht~s,  courdlors ,  i m d  ;-tdminist,rators. Support was anticipated also 

f'mm n m t  parmLs, sn t m  district indmit~istration staf'f:.;, and some elected 

school hoards. 'l'tlc cxpl;tnat,iion c3f"l'ercd as to why some groups would 

support i d  ot h t w  would not support the cnhanccd role hinged o n  whether 

Ihc group vitlticri cc~ur~s~lling. Moril will he said about this latcr in the 



chapter. The help from university training programs was :tnticipatctf to bc 

limited. At best, support in principle was what tlw iuti)rmaltt.s rspccted 

from the Ministry of Education. 

Qualifications that Limit Supg_o& 

Eight factors were reported as tunlpwiug or yudif:ying ~st.itli~t10l~it~1~~' 

support for the enhanced role. They includctd the fhllowiizg: 

a) perceived value of counsellors; 

b) perceived quality of counsel2ors; 

c) teacher and counsellor insecurity; 

d) parents' cultural values; 

e! funding variaCiorrs from district to district; 

f3 low district priority; 

g)  confusion about the Ministry's position regarding thr! role; anst 

h) eroded university support. 

Each of the qualification factors will be discusscri. (Sth-L11c:rncs; lhat 

emerged will also be presented.) 

a) Perceived value crf counsellors 

Individual stakeholders' valuing of elementary school counscllinj: 

was reported to be a determining factor in their support, l i ~ r  the cnhancod 

role. People who do not support the current work of counsellors arc urllikely 

to support the notion 01 an  enhanced role: 

The counsellor's service has to be valucd and given the fidl 
support necessary to implerneml expanded thc? program,.;. 
(administrator) 

I was talking to a n  assistant superintmdcnt i r l  anothvr tlistrict, : t t ~ t f ,  

I nean, his view is you don't need co~nsr!!!r!rs in school. i t  is a rcitl 
frill. (administrator) 

The resource is not always seen as valuable. (oxpericnccd 



Lack of knowledge ahout what counselIors actually do or  are supposed to do, 

personal disagreement with what counsellors do in their work (e.g., 

disagreement about whether personal growth counselling has a place in 

schocrls), and previous experiences with inadequate counselling services 

are least three factors that appear to contribute to stakeholders' lack of 

valuing counsellors' wc~rk, 

F,) Perceived uualitv of counsellors 

Another factor is the perceived quality of counsellors. If stakeholders 

perceive counsekms to be incompetent or lazy, then support for an 

unhnnccd role is likely to be limited: 

Well, I don't know, I really think it depends on your counsellor. 
Before 1 went to -- School 1 didn't have much use for counsellors a t  
all. (administrator) 

Again, I think it's the quality of the counsellor. You know, our 
parents would certainly support the increase because they see the 
value and the worth. (BCSCA executive member) 

[Support depends on1 whether families you're dealing with have had 
a series of had experiences with counselling people. (primary 
teacher) 

One experienced counsellor referred to a perception, held by sorne 

teachers and administrators, that counsellors are lazy: 

If during class time I don't have students with me, I'm not doing 
what's expected. There's the thought I'm not working. (experienced 
counsellor) 

Several informants in one group reported that many districts have some 

counsellors who were resistant to making changes in their role Because 

I think some people [counsellors] don't [keep up with changes], sorne 
people are just looking forward to retirement and they do as little 



as possible and they shuffle paper and thty don't set. kids and t ltcy 
don't see parents and they are terrified of tcachcrs, so, that's ttw 
reality. (BCSCA executive nlcrnher) 

c) Teacher and counsellor insecurity 

A third qualifying factor was insecurity. One infiwnmti~t r c p o r t d  ;t 

counsellor competence issue that is somewhat retatcci to t tw itlst\rwit y 

factor* According to  the informant,, counsellors Srtqt~ently r~pttrt lktding 

incompetent. Counsellors work indepcndentl y, isollatcd from other. 

colleagues. Counsellors seldom receive direct feedh;tc& t~hout Lhcb joh they 

are doing. As a result, they are "i-tever quite sure that they art\ meeting tit i1 

needs of the st:huol" (BCSCA cxecutivi. meinher?. E:~~ours~gt\nlmt~ 10 wtwk i f 1  

the enhanced role is lacking because of the iso!atioxm of ' t l~e job. (:oainsullors 

are left not knowing what to cnhancc or how to evaluate whcthor whal khtiy 

are enhancing is working. This insecurity and sclf-douht lirnits the support. 

they can give to the enhanced role themselves. 

A couple of counsellors mentioned insecurity with respect to wrrw 

teachers. Teachers prefer to "work [aloncl hehind closod doors" because "it 

is a reflection on their ability to deal with their class if  thcy seek help." 

Thus, classroom teachers insecurity may impact on their supporl. h r  it11 

enhanced rule because of its implications fix their collzil-xoration will: othiw 

in ways they may find threatening. 

d) Parents' cultural v a l u ~  

A factor viewed as limiting purm~tal suppo-rt iic thcl tltlhanccd role by 

one focus group was parents' cultural values, 'l'wo coimscllor~ in om! f h s  

group emphasized how difficult it was fcr some new !::madim ! h i ! i w  1.0 

take advantage of school counselling services. T w o  crtunsr~liinrs irk uric! Sor:u,lj 

group explained this view. They felt that, some new Ca~radians' r:ull,urul 



vufues inhibited them from working with counsellors due to strong feelings 

that family rnittters should be kept within the family. 

uj Fundin? variations from district to district 

A "some or none" factor surfaced when district administration 

stal'f*s suppcwt was considered. l t  appeared that the BCSCA executive felt 

that lowering the pupil/counsellor ratio was very important in determining 

the success of implementing an enhanced counsellor's role. BCSCA 

cxecutivc members in  all groups reported that districts showed either some 

financial support or none a t  all for lowering the pupil/counsellor ratio. In 

:list,:-icts who showed funding support, t:, reduce the ratio, the support was 

raot viewed as being enough to make n significant difference in counselling 

services. The BCSCA executive n~crnbers reported that, although their 

clisCricts sitiffed counsellors beyond what the Ministry provided funds for, 

thc additionai staffing was not enough to make a significant dif'ference in 

the level of' counselling in their districts. BCSCA executive members also 

iidiwrtcd that clist,rict admitlistration support was not coi~sistent across the 

province. Many districts used Ministry funds tillocated for counselling for 

o t h r  purposes, resulting in high pupil-counsellor ratios. 

f) d is t r ic t  rrriority 

Mclatcd to high pupil-counsellor ratios was lack of understanding 

al~out how staffing formulas are made a t  the district level. One teacher 

cxprcsscd her finst,ration that counselling was not given the same priority 

in her district as other support services: 

! think it is astoiinding that we have a fii.1:-time SLD [severe learning 
diswhled resourccl person, a three day a week LA [learning 
:~ssistmce t e ~ c h e r l ,  and two full-time ESL [English as a second 
language teachers] people, and we have a cou~isellor for just two 
days a week. I can't uiderstanct why trhe priorities are not there. It 
drives rntl crazy! (intermediate teacher) 



g )  Confusion about the Ministry's u w i t i ~  

Another factor that hccame nppnrcnr wts ctmtksion abcntt tvhatrtt t tw 

Ministry of Education stands with respect to support for t h t ~  ct\h;tnc.t\ti role. 

A couple of BCSCA executive members reptwted twit ditkring ppcrspt~t ivcis 

about Ministry support. One member reported that tlw Ministry w;ts 

generally supportive of enhancing the rofc. Hnwevcr, the nl;!ior rcusorls Ii~x. 

the Ministry withholding full support was lack of Miuist~1rial 1c:lda.rshij.r 

and anticipated administration prohlexns associated with irnylcrrwntin tirc 

policy change. The other infornlant rcpostcd that the Ministry was r t o t  

supportive o f  enhancing the cortnscllor's role at all. Tllc evidcuw l iw I h c  

second perspective lay in the fitct that the Ministry did not insist on it 

province-wide policy with respect to school counsellor credtwtizds ox. stridly 

enforce minimum pupil-counsellor ratios. 

h) 

A final subtheme that emerged from the intervit*ws was O I W  of' 

eroded support. Erosion was related direct1.y to imiversity Irainirig 

programs. Three aspects of the university programs raised i n  the 

interviews related to the specific course content, course availat~ilit~y 

problems in rural districts, and thc general direction of ut~iversity 

programs. 

Although the universities provide training programs iiw school 

counsellors, a couple of informants (a novice counsellor i r r d  a IN:S(!A 

executive member) reported that the programs do not adeyu;itely  upp port 

the new proposed role description with appropriate course cor~t~tlnt,. 

Course availability was raised as a problem by a I H H j A  ext:cutivt~ 

member in one of the urban focus groups. Having univcrsitlus sclnd 

professors to rural districts Lo teach counselling psychology courvso,.; was 



oric spccific suggestion made. Informants in the rural district did not 

express as strong a concern for lack of course availability. They said 

increasing the avuilahility of courses would bo wanderfil. However, they 

ttdrrsitted that they have already seen gradual improvement. For example, 

hoth Knowledge Nctwurk and Open Learning Agency (the correspondence 

courses) now of'fer more courses to rural district teachers interested in 

counsclling. 

In addition, one BCSCA executive member reported that university 

training programs were moving away fiom training school counsellors and 

towards training general community therapists. Lack of joint leadership 

firom the relevant ministries was given as the reason for the erosion of 

university training programs. Tt seems that the Ministry of Education and 

the Ministry of' Higher Education do not collaborate effectively in developing 

a program addressing the needs of elementary school counselling in the 

~.mwince. For csxarnple, universities: are not preparing the number of school 

counsdiors rwxied for the onhanced role, The lack of sufficient numbers of 

1,r:tirtcd school counssllors is one of the reasons the Ministry of Education is 

reluctant to adopt a policy in support of the enhanced role. 

Impediments ta EJjhanhg tlhe Role 

't'hcrc were two Levels of support for enhancing the elementary school 

counsrllor'x role: (i) glowing support in principle and (ii) soft support for 

irnplc'rnentaiiorr in t~ctual practice. It is particularly important to consider 

tlw impact of soft support in light of impediments described by the 

informants. Althougli people were overwhelmingly in favour of the & of 

vnhi~ncing the role, the "Yes, hut" attitude, which was accompanied by a 

litany of impediments to implementation, malrus one wondcr if enhancing 



the role is realisttc. 

Although the list of impeclinwnis was cxrcitsivt~, nuijrtr irl~~*t~ldit~g 

tlrernes became evident ( b ~  the fi-cyuency with which tlwy w t w  rnt1tttit)tit.d 

throughout the interviews ;~ud the Ievd of' Sn'ustmt itin with which 

informants spoke ahout them). When the topic of "lnlprciin~r~lts" wits 

raised, three themes were mentioned first, and most cmp11:tticitlly hy t 

informants. As well, these irnpcdiments worc alluded to thr.ctuglmut t l ~ t *  

interviews by many informants in each of tlre rt?prt~sc.nt.cd dist ric%a: 

a) lack of t h e ;  

b) excessive demands; and 

c) high pupil-counsellor ratios. 

Other impediments were reported with less f'tyiwncy mci gc~~tbr:dIy 

with lower levels of frustration. Occstsionally, a high lcvcl of Srustr $1 t '  t o t k  ~ 2 1 %  

expressed about other impediments hut these othur i~rtpc?climenls wow trot 

expressed frequently. For ex:implu, low district priority i l l ~ d  high co1111s~*Il~)r* 

turn-over was reported with grcat frustration but hy only n couple ol' 

informants in two of the interviews. Among the less widely-hclcl 

impediments reported were: 

d)  inequitable ciist,ribution of' ctr unsellors; 

e )  counsellor assignment; 

f) high counsellor turn-over; 

g) lack of knowledge; 

h) unresolved implementation issues; and 

i )  inadequate facilities. 

The findings related to each of' thc ma,jor and i t m t ? t .  irnlwdinwnl*~ wil l  

be reported separately. At times it was difficult, to sttpimik t h :  

impediments. For example, although informants spoke mosl fi:rvcratly 



~ibrmt tbc lack ctf'  tirnc, excessive dernttnds, and poor pupil-eorznscll~tr ratios, 

d l  thrw prohlcn~s dirtlctiy ir~tpact on csch other. 

a )  

!,a& of time was dearly m e  of the majctr impt~diatteatis expressed by 

the itlfornrants. Wtren ztskcd ztfoout irrlpedimerrts to enliaitc'iag the 

t4emer1tary schttot counsellor's role, the first factor that infbrmants 

tnerrtioned was the lack of time. The following sequence of'short,, rapid 

responses typified the uxiunirnous fwling about this factor, W h w  asked 

about impediments, a B(ISCA cxoculivc mcmbcr responded irnmediute?y 

with, "'i'irne!" A rrovice counselior repeated cp&3dy, "Tirnc!" An 

,+tdrnlniatratttr chimed in, "Absoiutely!" And the BCSCA executive mombet- 

fhishcd with, "t'rohuhly thr most important om." 

I think the biggest itnpeclinwnt to cln my job is tirnc. (novice 
counsellor 

I think wc'rii fadtninisitators are1 always asking for more 
time, deri~ax-rtiling rrror-e time [for couasellingl. (administrator) 

'Fhe focus group interviews showed that lack of time meant more 

t . h l  just not enough counsellor time in schools. A numhcr of sub-ttiemes 

i)cc;rmc nppaw~lt .  

I~ifi)rmmtx rcporkd that lack of time affected the qridEt,y of 

consultaticm with at2af.fmemhers. Consultation time was limited by the 

rxccssivt. demands on teachers and counsellors, and by restraints of 

t,imct,tttrling and Y t,nffing procedures. The only times that teachers and 

coia-iisrllvrs can meet arc during recess and iunch breaks, and 'nefilre ttnd 

t!t%w schno! cut khe days when the cor~nsehr  is at that schoa!. Often that 

tinw is in te rn lp td  nnd rus$~cd. 



and a desire to  hottrd a counseltor's time in a school: 

her school to altend professional dcvcloprnent rncc~tings htwrust~ t trtt tinlo 

schools raised questions about. how g_iroks.;sii;n:il eti.vclopmcnt ttrtltl s h c l t i l d  hi* 

spent -- with schcrol staffs or with tht: district cwnscdltrwV grtrup? 'l'his 

inlpacts on another sub-theme, t t ~ t  of mpport, which will tw consirlrwtl 

lator when discussing counsellor turn-over* 

reality of enhancing the elementary ~ r : h d  cotln~elir~r's role. t l v  said thitt 

cusrcnt demands on educators arc so great that tto ask rnttrc of' txt;rc:hw:+ ; ~ t i r l  

echoed hy many =the:. !nf'::r:::ants tit di trerent, p::!::ts duri:;g k!::: I::lervi::tw. 

The fear of counsellor burnout w ; ~  rncmtitrncd t'rcquc~r~tly by all i ttli~rrnitrxlst 



Tire iitiitiwing phrases were used to express concern for counseiior burnout: 

"iivcrtrurderied," "responsible for too many things," "problems are getting 
I* I ,  more complex, counselling's an overwhelming problem," "it's 

itnpossik~le," "a trerrlendously large job," " so frustrating," "I'm swamped," 

'"extremely frustrating," "the demands are so great," and "stretched-to-the- 

limit." These phrases illustrate how counsellors' day-to-day tasks are 

vii?wed hy schiml persotlnel and why the idea of adding more to an already 

impossible task seems overwhelming. 

A sense of "hcing robbed" was another sub-theme related to the 

excessive dcrrr;mds of remedial crisis work in schools. A number of 

inibrmurxts in various roles expressed concern that the excessive demands 

ot'tkt! crisis work was "rolnhing time" or taking time away from 

performance of' the enhanced role's other responsibilities: 

'I'he prohlerns soern to be becoming more severe and there seen1 to be 
a larger. numtrcr of children who have troubling lives. Eighteen years 
itgo we did a lot more prevention. I was in the classroom doing a lot 
of clas,rroorn meetings, doing fun things with kids. (BCSCA executive 
member) 

Iufitrnu~nts reported that remedial crisis work posed two problems: (i) it 

took time away from the enhauced role duties that coui~sellors were already 

skil ltd at, and (b) it limits counse!lorsf time to acquire and practice 

;tddit.ional skills needed for the enhanced role. 

A third, imporlnnt major impediment centered on pupil-counsellor 

ratios. The r:.ttios were viewed definitely as being too high and the source of 

mmy problems associated with enhancing the counselor's role. 

lnfi)rmant,s stnt4ed that what counsellors are able to accomplish depends on 

how lwge their pupil/counsellor ratio is. The more students that the 



~ o - ~ s e ! ! o r  has to service, the more restriciitm on the cvunst.iior's ;\ilitit.y 

enhance the role. The irnpact of high y upi t/cc~~nseIl trt. rat ios or; rlth:trlci~~g 

the role of the elementary school counsellor will be disci~sscd at Itwgtl~ 

later. 

dl Ineauitable distribution of cour:sellors 

Another impediment mentioned was tlmt counsc~llor rcwur.t.cs arcb 

not always equally distributed across districts. Infitrntmls Crl t k  t. wo of' t t i t \  

focus groups reported that sometimes several "high nivds" sclzools an. 

serviced by the same caunsellor. The result is excessive dornatrct [itr tlw 

counsellor. In one group there was debate surrounding the dofiniCioil of';t 

"high needs" school. The definition was not as clear fi)r cmc atirilittistt.~tt~c~r. 

as i t  was for counsellors in the same district. In h:,lr:t, tire adrnitlislmt.t,r. 

sounded resentful that adminktrators had to m a h  c;;lsr:s fiw thcir st:hods 

to be desig~mted a ''high needs" school in order to get udcquatc support stafl', 

e) Counsellor assipnment 

Associated with inequitable distribution of counsellors was t ttcl thrmc* 

of counsellor assignment. One group of informants clehat,td ;thrrut, Lhis issuc* 

for some time in their interview. The overall impression was that 

counsellors often are not assigned to schools to nwct spccilic wotls .  I t r  ot l ~ b r  

words, a counsellor's strengths are not matched to u scllool's ~iccds. 'l'lrv 

result is that some schools end up with counsellors who arc n l d  :ddu rnwt 

their school's needs as well as  c~ttrcr covnscllor,.: in thc district. 

f) Counsel~or turn-over 

A fourth impediment was the practice of counsc!llors chiingirrl: 

schools from year-tu-year fwformmt!; stressed the irn~)ortal~c:c: of' h w i q ;  

counsellors stay a t  one school fi?r scwcsal years in ortier to h i l d  good 

working relationships with students, staff') and parents. iJnle,.is a 



[Withnut counsellors izeing i n  :i school for somc time] you just don't 
firm a relationship or at lwst a redly good working rclatiotrstrip, 
thtx way it cr~uld bc. fprimary teacheri 

crnphasis iirt crisis intervcnrtion rusults ir t  couns~tlors '  skill praeticc heing 

t , c w t t c ~ s  and stutle~rt,~, cicspilu ttrc fact that tiw latter strategy is rntrrc time- 

h )  

Another irnpedirncnt. was lack of direction fix imp!rmcnt;rtinn, hirth 

i t :  the iridi~idiiiit ctiiiin;;ir.l:iii- level rind at ~hi i i i i ,  district,, nnd Ministry ieveia. 

Sonw s t t t t~wl lors  in Chis study udmittcd theit they oftctia lacked directinn at 





sttccessfitlly implcmcntirr:: it with a fkw teachers at a tinre, the changc 

wtluld "c;rtclz on." 

f think [,his wlade issue even frlr the whole province doesn't have t u  
rreccsmrily h v e  to start with the whole province ... 1 don't always 
think we haw to have evcrynnc involved,.. t think yott c m  start in 
certirin arcas in the S C ~ I O ~  tmd work it almost like, you know, like 
pilot. prckjocts. (pri tnwy teachtlr) 

infi)rrwi~ts, Informnnts rcportori thtit if5 was not tttlconrmon for elementary 

schciill wrxmwllori; lo work i r t  "the boiler rwm," "bc)ok rooms," "nurses' 
1 ,  tr  rocr nls, st eil'ffocims," ";i ctxlbhy M e , "  or "cm stages bchirrd curtains from 

l8,f8:." ' h e  Inck of acferpatti fswilitius linnits what cour~scllors can do. For 

sparc o f i m  cic4wniincd tvtrr4hc:r or riot grtrup ccrunselling services could he 



role erthancemen t. Among the solutioras rt\ctrtnntet&d wtkri\: 

a) lower the pupil-counsellor ratio; 

h) educate general stakeholders; 

c )  evaluate! school counselling prt1gr:Lms; 

d 1 provide s trtmger leadership and direction; and 

e) promote time rnaougcment hy counsellors, t w c h ~ r ~  m d  

atlministraturs, 



tj]crncnt,ary s c h ~ d  counrieiior for every 1500 students. Some informants k i t  

that, w e n  if' the goal of' full-time counsellors in every elexnerrtary school was 

not irrlrrdiately feasible, reducing the ratio significantly would help to 

enfwrlcc thc role. All three districts represented by this study staff 

courrsollors at reduced ratios (between the 1:1100 and 1:900 range). As 

previously stated, although these ratios were below the Ministry level, these 

itvcils were not regarded as significant enough to make a real difference in 

counselling services, Informants felt the reduction in the ratios must be 

much greater. Ir~fornlants from two differeut focus groups suggested either 

lowering tllc ratios to 1:500 or 1:250, or sharing counsellors in a t  most two 

schools. (The population of an average elementary school is between 250 and 

350 students.) 

1)espite the advantages, one experienced counsellor suggested a 

possible detrimental side effect arising from single school placements for 

counsellors, The informant felt that some counsellors are leery of being 

irssignccl to onc school because of a fear of counsellor burnout. Assignment 

to onc school traps the counsellor into facing the same on-going crises day- 

after-day. By going to another school on alternating clays counsellors get a 

hit o f a  rc?pricve in that they fhee new crises and have a break from the old 

ant's. 

Support fiw full-time counsellors in elementary schools was found in 

i~ pilot yrogram reported by cou~isellors in one district. The pilot, involving 

stalling full-time counsellors in several elementary schools within the 

district, is being tried out in the fall of 1992. 

h) Edtlcatc gnera l  stakchulders 

Informants k l t  education about counselling would need to occur a t  

d l  levels in thc I3.C:. public school system. Specific suggestions were made 



r 'i to ~nee t  the educational needs of' each stakeholder group. I h t ~  spcyitic. 

suggestions are made regardi~lg the educatirtu of ths  foltowirtg 

stakeholders: teachers, counsellors, st*ha)r,I-lbasd admini st s:lt ors, st i i r i s ~ t t  s, 

parents, school boards, and taxpayers. 

Informants felt teachers would need to Icitrn r.lnssscwrt nla~t;igtwwt~ 

strategies that fit philosophically with thc r ~ c w  r.t~rtic.ulum. Two cac.hi\r:: i r l  

two different focus groups recomnwndcd that teachsrs Ica rn c o ~ i ~ w l d ~  i ~ t g  

techniques for use in classrooms. One teacher said t h t  thi1 Ycur 2000 

implicitly advocated counselling in the classroom t.l~rciugl~ c'ussicuii~ lilw 

"Learning for Living" (British I:r>luntbi:t, Ministry of' Education, 19901,). 'l'trc 

other teacher suggested that regular classroom teachers wtm st~owctl 

special "counselling" skills take mini-counsellit~g or diplr~mit couwt~s. 'I'ltcny 

would become additional "counselling" support ptaoplc in scttools. 

Counsellors would need to educate staffs ahout thc fimr p w l s  r i l '  llwir. 

role (counselling, coordinati tag, consulting, and ad ucati ng) t 0 ovrlrc-r m s  t llc 

perception of "I'm not working if I don't helve kids wi t,la mil." IC(itlt*:tti~~g 

staffs could include being 01-1 staff meeting agendas a d  speaking twicfly (.o 

staffs several times throughout thc school year ahout counsciling i r k  t,ho 

school. 

One teacher raised a side issue akotxt prohlcrns with ir\stlrvir*cb fi)r 

classroom teachers. He cautioned that too much irlscrvicct is a r l a ~ ~ ; t ~  

hecause it puts the responsibility fils chungc into the h m d s  of' exl)t*rl.e. 1 1 1  

his experience, he has seen teachers; vicw costly inservice as "worthlcw." 

Teachers feel obligated to attend the workshops tw~t do  11ot. :ipply t h c h  .;kills or 

information they learn. 

Counsellors who laad been primarily doing rc:rnc:cli:rl crisis work nrmy 

need upgrading in skills they have not used in  quitc somu t,imc? if ' thty wurcl 



to work in an enhanced capacity. For exarnpln, several informants 

discussed a new skill or demand that involved courssellors' and teachers' 

working ctosely together as "co-therapists." The counsellor explained that 

acting in a co-therapist role involves teacher and counselior co-counselling 

students. With pcrmission of the students, the teacher would be present 

during the students' counselling session. The counsellor would lead the 

session. This kind of counselling allows the counsellor to demonstrate 

counselling skills to teachers. 

Specific areas needing many teachers' and counsellors' attention 

wouild be additional training and knowledge about integrating special needs 

children into regular classrooms and staying current with societal 

yrohlems reflected in schools. 

Some administrators would need to learn to use counsellors in new, 

more effeotivc ways. An example of' administrators using counsellors in a 

different way was suggested hy one of the administrator informants. As 

explained earlier, some administrators traditionally solve conflicts with 

students by using individual counselling. However, as pointed out in the 

prttvious rcfcrence, conflict resolution need not only be an individual 

counselling goal Itmt could be a whole school focus. 

Educating students ahout the service counsellors provide was also 

stlcn as important. 1% example, one primary teacher valued her counsellor 

rxraking a classroom visit to explain to her students the counsellor role. 

'l'tie informants recommended education in the form of public 

rtk!:~tio:xs to promote public support for the elel?iei~tary schoo! counsellor's 

pnhanccd role, The public relations would need to address family values 

that currently inhibit families f~wm seeking counselling and would mean a 

"rtwl selling job" for parents who have had previous bad experiences with 



counsellors. Specific suggestions for parent public rt.1. ~i t toils ' ~ " c r t l :  

-educate the pasen t community ahout the p r i ~ c n t  a t  i w  tiwtis c t t '  

elementary school counselling to defray pcrssiblt. puhlic 

misconceptions that counselling is strictly for pcrsotwl self' growth 

and has no place in schools; 

-send home school newsletters with notcs from ihc scizool eoul~si\llor 

(e.g., common parenting problems addressed hy thc cctunsc~llor.); 

-have school counsellors attend parent advisory nwdit~gs t o  spruk 

about the role; 

-arrange public forums to talk t h m t  couns~lli i~g ;'ill S C I I O I ~ S  f Noit': 

informants admitted these h a w  been tried beforc and Izrtvc\ slot alwlys 

been well attended); and 

-send letters home with new students introducing tAhc cou~tscllor lo 

parents (translated into the languugos of the new (hnarlii~n piirctlls). 

For school boards and taxpayers, the inf'ornlants roconirrw~dctl :I 

different kind of education and public relations prograrn. Otw suggcsliiin 

was to prepare video presentations where the r-calities ol' an ~ ' l ~ ' ~ ~ ~ ~ l \ t i l t ' ~  

school counsellor's caseload are shown and then ask school t)oiir.tls l o  tlccitltb 

who on the case load should be cut. In other words, t i ~ l i  school litriards t,o 

prioritize the counsellor's work. A RCSCA executive rncrnhctr rcy)rt.td tlii~i 

this pilot suggestion has been tried with some suct:c:ss in ono tlistxict wliwt 

the budget was being cut. 

C)  Evaluate counsellin~ ~rograrns 

Evaluation of counsding related issues wns rec:~:rt::w:tlrd 

individually and with pilot projects. Individually, clerner~t~ury sctic~ol stdl '  

members would need to evaluate their own strengths and wcaknct~~st !~  O t w  

focus group likened the self evaluation to individual profi?ssion;ll growth 



piwns. 'i'hcsc seii' evaiuaiiuns wouid become the hasis upon which their own 

professio;raI growth wax determined. Pilot prqjerts within districts were 

suggested as one means of evaluating the implomentation of alternate ways 

of' using counsellors in schools. Pilot projects, using full-time counsellors in 

schools with fi)llow-up evaluation, was r a m  suggestion. 

d )  S3rovide s t r o n s r  leiidershrp and direction 

inforn~ants stressed stronger leadership a t  all levels. However, the 

thrmc of' "dct:entr:ilizat,ionV was common throughout the interviews. 

13ccause st:hools differ. so much in terms of staff, students and parents, a 

nurnhcr of irlformants stressed that more decisions regarding staffing and 

use of'counselling treeded to he made a t  the school level. Collaborative 

leadership a t  the school level was recommended. In other words, schools 

need to value counsellors and include them as part of the administrative 

teurn. Sctwnl-based teams need to be fully functioning, not just n token 

conlmittee making decisions of limited importance. Although the 

rccommenclution was that counselling decisions he primarily school-based, 

Lhcrtt was a ruqucst that each district hire a district counselling 

coor.dinat.or. Onc teacher suggested that the district counselling coordinator 

stay in touch with school staffs to get a more complete picture of the 

individual needs of the district's schools. 

Conducting ;I needs assessment was raised as  an important way for 

school counsellors and stan's to give direction for school counselling. 

l3csiclrs ~recds assessments, increasing cozxnsellor accessibility to staff, 

students, and puren.ts was expressed as important. As previously 

mcntioncd, more counsellor time in sclaools was thought to he of some help 

in this regard. Morr? specifictdly, counsellars need tu approach all students, 

not just lhe ones receiving individual counselling. Counsellors will need to 



be seen as an integral part of the statl' not just as i i iwf i tnt  sttpprrrt 

personnel in the school fils two dltys a wcck. 

lnftrrniants recornrnt~x-tded that the RCSCA be tnorc pt.o;wt ivv wit li 

t,he counsehrs, the community, the tmivorsitics. and the Mittistry. 

Informants felt it important that the ISfXCA prctvidv inscrviw trainitg to 

counsellors in all the areas of the cnl~awctl role. For csittnylc, t tw I{('S('A 

could give sessions in setting up peer counselling progralns irt t.Ic~mcmtary 

schools and teaching conflict resolution in classes. Informtnt~s f i b f t  

inservice provided by tlre BCSCA would serve two pi1rpr1sc.s: it wctulti IwIp 

educate counsellors to  meet the needs of' their schools, 2111c.i t!w iltstv-viw 

would lead counsellors in the direction of the cnhmced rille advocttttd I,.y 

the BCSCA. 

BCSCA informants emphasixed the importance of' thc Ministxy 

adopting the enhanced role as outlined in  the RCSCA's role dt.seript,iot~. 

Making the role description a provincial policy would provic-lct t h  provincial 

leadership that is lacking a t  prescnt. This would !cud to thc ull.inlat,c goal ol' 

having standardized school coimst.lling throughout, thct province. 'l'l~tl p i ~ s h  

for Ministry adoption of the enhanced role would need also to come fkom I l e c b  

districts and parent groups. As one BCSCA cxecutivc rncmhcr said, 

"Parents can be some of our strongest advocates." 

It was felt that the BCSCA needs to "get utiiversitics t)mk on lraclr." 

The BCSCA is the profcssional hody th;lt governs school eorirlwllirrr;, so i t  

stands to reason that it he concerned ahout the tr;tining of' its rnernhtlrs. 'fllw 

informants recognized the complexi tics of changing progrunm i alg tit t t rtt 

university level and suggested that both the rninistrius of' 14:ducatiort atrrl 

Higher Education would need t c ~  he approached. 'I'hc? gericml litcling ( o f '  thc! 

BCSCA representatives was that changing Lhc univcr~it~y progrwns would 



prtduce mrtrc connsellrtrs trained for the enhanced role. The Ministry 

stunrktfixig block -- that of not enough trained counsellors for role adoption -- 

wtt~tld tac overcome. Inaiirmunts recommended that the BCSCA ermmsage 

more uniwrsities to set up regional training programs. Regianai programs 

;md courses would allow mature students, who are currently working as 

classroom teachers, to obtain the credentials they need for school 

counsel ling, without leaving their current enzployrnent. 

d 1 Promote time mana~farxwnC 

Infiwrnantu rucommended more effective use of the limited time 

cr~unsellitrs have in schools, and allowing counsellors' time in schools to be 

more Llcx'tble. These specific time management strategies go hand-in-hand 

with the enhanccd rolc. The enhanced role cncourages more consulting 

and collaborating. Counsellors in the interviews admitted that using 

outside agencies, teachers, and parents would result in more effective 

collaboration. One cot~nsellor called collaboration, "working smarter." It 

ti~irrs time to save timc, hut all teacher informants and a few counsellors 

fill t i t  might be worth the investment, 

(londuc,ing needs assessments, even in the form of simple checklists 

fiw stan's, wrluld help to use counsellrm' time more effixtively. One novice 

cot~nsellor reported success, both in terms of saving time and getting 

dirrction f i r  ;t school's counselling program, through using such a 

cltccklist. 

(hmsellors expressed a slrong desire to do preventative work. 

Teachers stressed the value of the educating part of the enhanced role. 

111stmd of concentrating on isolated cases as "pull-out" counselling of 

ildividuds and groups, teachers recommended more counsellor time in 

the classroom "to work with teachers or groom teachers in counselling 



m. C'. techniques. reachers i'dt that working mostx in t tw ''t4uc;ttrngL p:wt ilf t iw 

role might reduce sumo individual aird group coitttsi\iiiitg. A if.txrf- t i r w  

~nal~agcrnent recommendation included titwtahling trlocks r t f  time 

expressly Em- counsellor and twcher col1:tboration. Htnwvcr, c t ~ ~ t n ~ ~ l l w s  

shared a deep concern thitt t he  other parts of tht* cnl1;tncutf role might 

become more extensively used "at the expense nt'individud : \ r d  group 

counselling." 

The staffing of ' co~ns~l lors  was discusscd hy two li~cus grotlps, 

Several informants regresenting all roles suggested rnirl,dtitig courist~llol-s 

to schools. Counsellors' skills and preferences matchtd to st.hool's nutds 

and foci could help implement the c n h t m d  role in that t:oi~ttsi~Ilo~*s \ v o i i l d  

be placed in a scllool bawd on the service or support they roultl Iwst ollibr. 

For example, a counsellor who was p;wt,icularly skiilod at pat-ettl progr;lrns 

might meet the uesd of a school where the parent cornnlui~ i t~~~ t ~ t l  ~ n i k d t b  

requests for more school-based parenting courses or support groups. 

Conducting a needs assessment of s t & ,  students, and parcmts would hillp 

determine which counscllors would hc hest suitcd to which school 

communities. 

As discusscd earlier in this chapter, itttirrrnants cornpltiiiwtl that 

inequitable distribution of counselling stlrvices was a prohlcm. For* 

example, in some cases one counsoilor is assigned t,o two "high twcls" 

schools, resulting in excessive demands. Severd suggestions wortR olli!rtd 

about the inequitable distribution of counselling scrviccs. flairing of' 

counsellors was one suggestion. Although each counwilor would hc 

assigned different schools, the pair could help each other i f '  tho castx load of' 

one counsellor became too heavy. Another suggestion was to assign ouch 

counsellor to schools in the "same zone" or  in close proximity so t h C  Ir;rvd 



ttrnc was rctduceci. An experienced counsellor aiso suggested pairing 

t.it:rncntary cctunsellars with secondary school counsellors. The purpose for 

thr? pairing in this case is to increase cooperation with secondary schools. 

Ihr cxitruylt~, in the fall, elcnieratary school counsellors could help settle in 

nr?w grade eight students who have been identified as being "at risk," while 

secondary counsellors face horrendous timetabling duties. 

A iburth suggestion made by n number of informants in two of the 

grcups was to allow for more flexibility in the daily scheduling so that 

counsellors would be Free to move among their assigned schools as needs 

clicttited. Itlformants k l t  that evening commitments with the parent 

comrnrulity warranted allowing counsellors to work different hours than 

th r !  traditional ninc-to-three schedule of classroom teachers. One informant 

liketrccl thc flexiblc hours to the schedules that community school 

coordinators work. 

I t  should hc ~lot,ed that most informants appeared to be in favour of 

ttac underlying principles of these recommendations. However, two issues 

wwc nrised: concerns about lack of t>rust of counsellors and lack of 

conimitment to the changes. 

Lack of trust, of counsellors was raised as a concern that schools 

would hc short changed of cou~iselling time if counsellors determined 

whwc he i r  time should he spent. One administrator, who had souilded 

cnornplc4eiy in favour of counsellors and the enhanced role, hesitated about 

flc\xil.tle hours. The issue for her was accountability. She wondered if all 

co\u~scllors would be psofessio~ial in their use of' the time, 

Thc second concern had to do with the level of commitment of various 

peoplc~ to thc proposed role change. An administrator said that it was up to 

titlr~~iiiist~*ut,ors to "be creative" in providing additional collaboration time, 



yet when suggesting how she would give more tirw she sitid ctniy i i l i ~ i  silc 

could find "a few minutes here or there" to  give to her cou~~sellor and t k  

teacher for consulting. Another tei~cher said the changc will work oidy ii'  

time for consulting is built into the system (e.g., o w  day :I nionth). Himt~sc 

of concern about voluntary commitment of stakoholdcrs, i t  ww st~ggrstcd 

that counsellors seek time for consultation and collubo:.ntio~i tlirougti 

changes in their collective agreements. 

Sumrmm of Findings 

The informants viewed the enhanced elemuntary school C O U ~ ~ S C ~ O ~ ' , ~ ~  

role as  a proactive ideal which some counsellors wcrc cimo~ttly worlring 

toward. However, the actual role for most elementary school counwllor's 

was viewed as  reactive crisis work. Informants expressed enthusiii?;lic 

support for the idea of the enhanced role of the elementary si:liool 

counsellor. They also felt that there was support in principle fitr thc 

enhanced role by other stakeholders. 

Informants identified many factors that limited stakeholder. stq~porl: 

whether people value counsellors; the perceived quality of corrnsitllors hy 

district superintendents, teachers, administrators, and parents; tcuchcr 

and counsellor insecurity; parents' cultural values; funding wriutiojir; 

from district to district; counselling viewed as a low district, priorily; 

confusion about the Ministry's position regarding the role; and  crodctl 

university support. Additional impediments to enhancing the cotmxllor's 

role were raised by informants, The impediments included lack of ' l i lno,  

excessive demands, high pupil-counsellor ratios, counselling vicwod ;I 

low district priority by teachers, inequitable distribution of'countiellor~, 

counsellor assignment not meeting schools' nccds, high counsi~llor 1,nrrl- 



over :rffeck,ittg rapport, Iack of' knowlcrig~, nm-esdved innpiurnent;rtic?n 

issues, 3 r d  inadequate f-tcilities. 

F'ive rrrain sots of reci~mmctndz?tirtnss were made hy the ~ntbmlartts to 

a~vcrcorrie the irnpudirncrlts and the prohiom of limited stsakehofder support, 

'I'hc first set related to lowering the prrpil-corxnsellor ratit,. The second set 

rcla ted to educatitm of a 11 stakeholders. The iuhird set suggested evaluating 

schtd  counselling programs, The fourth set advocated strongcr leadership 

and direction at all levels uf elementary education. The general feeling was 

that implementation should occur siatultrtneously at d l  levels. The final set 

of' recomrncndations involved promoting time management strategies for 

counsi~Ilors. 





Problem has 

!irtt;h thc irxfwtnants and the Literature support the idea, in principle, 

of' c*rtt~artcir~g the role of' the u1tmerttar-y sehetol cnunsettor. The practical 

issue tlf flow to do ii successf't~lly swms to be the crux of the problem. The 

irrfi!rrnutztst r:ornments revealed thrcc major problem areas: ia)  soft 

supptwt, (h) excessive clemmcts, attd ( c )  fa& of time, Thc discussion in this 

scctltirr will  eoncet~tratc on the dimilnuions within these areas of concern 

t h t  rck;ttt. to tiw pr;tt:licality snd ft5asihility of i~nplementation. In addition, 

spilcific ~trategirs f i~r  overcorning the prthlem areas will be presented. 

M $ . m t  
I 3  l ltw most rrotuhlc* Lbtding ntrnut infi~rmants' support for a11 ellbanceet 

t -ol t l  indicates two contrnelictc~ry pcrspcctivcs: s ~ ~ p p o r t  in principle for the 

irlcn, ui1c-1 vwy soft or limittd support for putting thc idea into practice. In 

olhcr words, ullhough cclue:lt,ors would like the elementary school 

cwunscllor's role to k9e e~lhitnced, they havc great dif'ficulty cnvisionii~g how 

whoals c n d d  support itre et-lhaticernent in reality. As stated earlier, the 

prxlicality of tlw clinikge secms to  be at the root of the problem. Research cm 

cdrtculioilal cIlitngt> trolls us that support in principle, or verbal support, is 

not t\nouch to initiatc n widosprcad change in ec~ucationnl practice (Fullan, 

199 1; lWlan & Milex, 1992). As Fullun (1991, p. 28) writcs, "Even good ideas 

miry r e p r o ~ ~ n t  poor* invustmcnts on a Iargs scale if the ideas have not been 

cvi4l dcvt\lopcd or if tho rtwurces to support i~nplelrzent a t' ion are 
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inlpedimclnts to making role unhunccrnent ;P success, and ialtpxt 

negatively on support. As a result, soft support rzlakt\s thv prognosis tbr 

successful irn~lement~ation uncertain. 

1x1 this study, specific issues related to  lack of support r t . ~ t 4 ~ d  it v t ~ y  

complex problem. Inforinants talked ahout soft support :it Inany lcvcls ol' 4 l lta 

educational system. From the grassroots level, they spokc1 of tcaclwrs', 

administrators', and counsellors' resistance to i i i ~ d  insecurity afwut 

change. Informants seemed concerned about eommt~nitp support issttcs 

such as those posed by the growing multi-cultural pcq~>i~lntion i d  iitmilit~s' 

disappointing experiences with counsellors. At  the admiriistr.;ltivv Irvcl, 

issues of funding and competing priority problems wcro raised as  llw 

source of skuggles within district and Millistry ofices. 111 dciition, 

ectucators' perceptions of counsellors in general and IXrc cicgrcc to which 

counsellors arc valued hy stakeholders influence levels of support. 

Onc of the spccific indications of soft support was counsellor urd 

teacher insecurity about change. Some inlimnants admitted that t h  

resistance and insecurity were partly due to lack of technical skill or1 th 

part of teachers and counsellors. Other informants said these at,tituclcs 

arose because peoplc are overburclened -- they do not know how or where to 

begin. Others reported that, because of laziness, some counsellors and 

teachers staunchly refixscd to change. 

Some research agrees that "people don't rcsisl changt: us 1r1uc:h :IS 

they don't know how to cope with it" (Pull;tn, 1991, p. xiv). Other rcsewch 

says that it is not so much resistance as it is a way to csarpe hl;mt: fior i l  

personal failure to change (Corbett, l+'ircstone, & ICossrnm-i, 1987; IMlan lk 

Miles, 1992; Tye, 1992). Placing blame on other peoplc or issues dcfloctn 



lrlwmc from oneself or from the real issues or impediments (Fullan & Miles, 

1992). I n  other words, resistance occurs when teachers are not given 

sufficient time or resources to deal with the additional demands required foy 

a change initiative (Corhett, Pirestone, & Rossman, 1987; 'rye, 1992). 

Ilealing with lack of skill, lack of knowledge, and lack of time of 

eductators is fairly straightforward. (More research may he needed to 

understand other sources of resistance, such as people refusing to change 

due to laziness, and what to do to overcome that kind of resistance.) 

I'roviding educators with concrete examples of effective implementation 

would support those people who do not know where to begin. Concrete 

cxiimples would give cducaturs a t  all levels ideas and options of how to 

implertlent the enhanced role. Teachers, and presumably counsellors and 

~ldrninistrators, need to see how it might look in their school (Crandall, 

I1:isernan, & Louis, 2986; Fullan, 1991). la addition, change must fit with the 

leathers' needs (Mnrtimer &&., 1988, cited in Fullan, 1991) and with 

administrators' and counsellors' needs and skills. As informants in this 

study expressed, an enhanced role when implemented should look 

cliffbrently in each school, depending on local conditions. For example, in a 

school with a high student population of new Canadians, the emphasis 

might ho on educating immigrant parents about the value of courrselling 

scrvices through their children; whereas a school community having a 

largo population of pre-tecns experimenting with drugs and alcohol may 

fi)cus on :i substance abuse prevention program with the grade seven 

students, Mmy different practical ideas for imple;nentation should be 

presented as options. 

Also it is important to recognize that resistance is a natural 

occuw~ncc. i l H  peopic give up old ways to begin trying new ways (Fullan & 



Miles, 1992). Supporting people facing ttht conflict and discotufbrt ;wsoc.i:rtid 

with transition is more helpful than treating resistors with irr~p;atit\inrt\, 

Acceptance and support may even help the p~opli. wfw stwn to rrlsist 

change hecause of laziness. Laziness  ma^ rtlusk the contlict and discoluiirrt 

people feel. School courrsellors are skilled a t  supporting sttldents: t h y  

would be well-advised to support each ctthcr ttnd other st;~fl':uxd twt~altunity 

members. During change, teachers, and prcuuntnhly counsellors, 1 t c w 1  

moral support in the form of empathetic listening (Crundull tat d,, IWG). 

Research on educational change warns stgainst t l ~ r  dtingtv ol' sc4ll 

preoccupation caused by strong romrnlt.ment to :: change. The  desire t t r  

bring about the change can blind innovators to the realities of nthc~rs 

affected hy the proposed changes ( lUlan ,  1991 1. ( h e  HCS( IA i t l h  r * t i ~ ; r r l l ~  i 11 

this study stated them was unanimous support fix the HC:SC!Ats proptwci 

role description. However, other informants indicated that t~ filw 

counsellors were not in favour of role change. 'l'his example i1ltisl.r;slcs t h t l  

advocates-for-change must be careful not to get caught, up in their own 

agendas. Characterizing reluctant tcaclrers and counseliorr; 21s too luxy to 

change may be a way of cleflecting the blame from other ii~~ptlcjirlt~~~it,s, 01" 

may reveal blindness to thc difficulties that the chngc. implies fiw wtnw 

people, or the existence of bona fide reasons to resist tlrc change:. 

Additional reasons cited for resistance incluc1t:d filnding ~iWiiltiOfl~ 

from district to district, counselling viewed as a low dislrict prior'ily, aid 

confusion about the Ministry's plans for implcrr~cnting an  cnllartcorl role. 

The lack of outside support or resources t:orr:pounds !,hc problt?!~! 01' sr~f't, 

support. People are less prepared to try something new if the netdtd 

resources are not in place. Many educational rcfirrms I~uvt> come iirlcf bpnri; 

people have become skeptical about ideas fiw cduciltior~ul change, wcrl grlorl 



ones (iquitan, 1YY-tf; Fuiian & Miles, 1992: Lieherman & Miller, 1990; 

Murphy, fi:vcrt.sor~, & R;ibnof'sky, 1991 f .  It is essential that the practical 

concerns he addressed fur educators, both teachers and counsetlors, so they 

arc reassured that the ehange will be supported. In addition to specific 

rt~ctrrnmendatiom ahout the type of support required, this also suggests a 

"go slow" approach to implementation of'the enhanced role. More will be 

said ahnut this "tack" later in the chapter. 

A second issue relates to educators' perceptions of counsellors. 

I'clrceptual issues center on such questions as "Do people value 

counsellors?," "Do people (district superintendents, teachers, 

administrators, and parents) perceive counsellors to be qualified, competent 

prol'e~sionals'?~" "Are counsellors viewed as lazy or untiustworthy?," "Do 

tcxhers  resent the fact that the counsellors' workload seems lighter than 

their own'?" (I'arr, 1996 1. Informants in this study indicated that each of 

t,hese perccption issues was problematic. However, informants also 

rcport.ed instz~nces where perceptions improved -- counselling became more 

v:di~cci hy school pcrsonnei -- in schools where individual counsellors 

showod initiative a ~ r d  commitment. For example, one principal said that 

shci did not value ~o~mselllors until she worked with the current school 

counsellor. I t  appears that individual counsellors have a lot to do with 

cllanging the  pc\rception people have of their profession, By looking a t  

q w c i f i c  changes "vnlucd" counsellors have made, others can learn more 

.~hout ,  ch:u~ges that arc critical to success. Informants' responses in this 

study suggest that est~ahlisl~ing rapport and setting school-wide priorities 

with stafTurc very  import;^^ As one informant suggested, using a simple 

checklist to assess school nceds serves two purposes: i t  shows the staff that, 

thr counsellor desires to address issues of importance to them, and it helps 



the counsellor set progsam priorities. Counselior availzthility has :tlstr hctn 

identified as a key factor in changing eduuntors' and studilnls' pcrwptionrs 

of counsellor eff'ectiveness (Bnser, Poppcu, & Thompson, 1988). 

Additional suggestions to improve cductttors' ptwcptious ot' 

counsellors include distributing current information (111 c o u t ~ s ~ ~ I l i n ~  

material or on classroom nxmagement strategies that lit with w w  

curricula (e.g., behaviour management ideas). 'I'hcst. iclvas fit with 

research indicating that teachers want the counsellos to take on tnorcl o l ' i i  

helper-consultant role by working directly with teuclwrs (C'rint,cr c\Ld,, I !M); 

Wilgus & Shelley, 1988). Other ideas, both made hy irlti)rmants and fi)trncf  i i i  

counselling research, include publicizing the counsellor's role and t i ~ r l ~ i i o l t  

on bulletin boards, a t  staff meeti~lgs, m d  during class visits (Hrown, 1989; 

Pars, 1991; Rilchie, 1989; Tennyson, Miller, Skovtrolt, t!! Willianls, 1989; 

Wilgus & Shelley, f 988 ). 

In addition, successful change projects always involve prckssurc ;tlld 

support (Crandall d., 19863; Huberman & Miles, 1984, cited i n  thilali, 

199 1). A delicate balance or the two is necessary. IJrt?ssurc w i t h u t  supl,orL 

often results in resistance and alienation. Forcing people to cliangc without 

resources will not work. On the other hand, support withouC prpssuru rnay 

result in the additional resources being wasted. Prcrviding support i t ]  t,crrns 

of additional resources but without direction may lc;d tc~ rrkisn~m:igcd 

resources. For example, placing a full-time cou:~sellor in each school in  u 

sign of resource support, but if the extra couxwellor's timo is uwel fiw dut,icl,.; 

other than outlined in the enhanced role, the resource :mty he w;i,.;tcd, 

Pressure is needed to ensure that the added resource i s  ust:d in t,hc intonrl(xJ 

way. 

Although individual counsellors are able in some cuscs to  ctnlranc:c~ 



the! r roie it is unii kei y to become widespread without administrator, 

district, and Ministry support. The role will not be ur-iiversally implemented 

as irltcndecl without hroad district and Ministry support (Levine, 1991). 

"When good ideas are initiated by one or more teachers, i t  requires the 

support of' others if thc ideas are to go anywhere" (Crandall et  al., 1982, cited 

in IWlan, 1991, p. 55). 

f h e  indicator of pressure and support for activating change is 

whether the school administrator attends workshop training scssions 

(l+.dlun, 1991). School administrators' presence a t  workshops shows their 

understanding of teachers' and counsellors' concerns. Although school 

administrator's support does not ensure implementation success, i t  helps 

since the school administrator is the person most able to o~chestrate the 

organizational conditions for success (Corbett & Rossman, 1989; Crandall g$ 

A,, 1986). For example, the administrator is the one most able to arrange 

timc f i~r  consulting and collaborating. 

Sornc counsellors' early success with implementing the role change 

rnay encourage othcr cou~zscllors and schools. Fullan (1991) suggests that 

yuhlicizing successes may be a way to put leverage on the system. Other 

resoarch agrees that publicizing success will also increase general support 

( l h w n ,  1989; JCitchie, 1989; Tennyson d., 1989; Wilgus & Shelley, 1958). 

District superintendents and other senior district officials need to 

show support by uctivcly praising new proposals, visiting schools to see 

what is happening, and following through on decisions (Fullan, 1991; 

IWlau & Miles, 7 992). District superintendents signal whether teachers 

should take t . t ~  change project seriously or not (Clark, Lotto, & Astuto, 

19Mi. (Ilzanges by individual teachers and counsellors in schools do not 

nuton~uticdly translate into district-wide changes because many of the 



other scluools remain unchanged, District inertia may inhikit nrt it\ttovatit>r\ 

in one school from catching on. It is up to district stafr'to ensure ttxtt :la1 

innovation scrvives and grows. Counsellors have t.ypicnllv worktd 

independently; they need district support. Ministry support is tyu;db 

important. The BCSCA should continue tau push for adoption 0 6 '  ttac nrlc i t t  

the Ministry level, as this would stress the impt>r.tarmce of ttrv ctttl:inctd role 

of the elementary school counsellor t,hroughout tlw provinw and, :W 

reported in chapter three, provide direction and lcttd to ~t~i~ndarrlizivf 

counselling practices within B.C. In addition, the I3CX:A rnust rwc.otlr;q.y 

university programs to produce the counscilors ncvxied for the 'nlriturtd 

role so the Ministry is more receptive to the idea of making the r~t~lla~tccd 

role provincial policy. As i t  currently stands, the RZinistry is c o ~ ~ c c r ~ ~ c ~ l  i h t t  

the lack af adequate counsellor training will lead to an inaihility to sCi\fr' 

"enhanced" positions with qualified counsellors. 

A difficult problem arises in districts where the district 

superintendents, school administratms, a n d  teachers do not v:tluc 

ctrunselling. As stated earlier, counsellors can start making c h a ~ q p s  itlonc~ 

but district-wide change cannot happen without administrutor. or dist,ricI, 

support. The lack of support shoulcl. be addressed at two It~vcls: clncouritg,rrt 

others a t  the grassroots level to follow the enhanced role nlotlels Chiit. 

counsellors have used successfulliy and, simultancousiy, provide top-down 

support in the form of a clear Ministry policy. I helicvc district arrrl school 

administrator support, would he likely to follow. 

Besides adopting the role enhancement poiicy, tho rv! inis try wo111d 

need to find ways to pravide additional funding. ?his funding !1!1is!. X)r: 

sufficient to be viewed as significant support for change, othorwisc~ i l  fuc:l,q 

cynicism. Restructuring the way counsellir~g is fuxidod is om! pcjssihit! 



approach to secure more money. Instead of basing funding on a per student 

krusis it could he done on a per school basis. Schools could decide how they 

would like to allocate the spending of special education funds. For example, 

a sct~ool could opt to staSSa full-time counsellor to work with teachers in 

classrooms. Giving school-level educators more options in deciding how to 

implement an enhanced role, could increase their commitment to the 

endeavour ((:randall u., 1986). 

Ilistrict and administrator support might come in the form of 

mentoring projects suggested both in the counselling literature (Poidevant, 

J9!31; Van Zandt & Perry, 1992) and by informants in this study. Mentoring, 

where an experienced counsellor helps a less experienced one, has built-in 

pay-of& h r  both counsellors. A novice counsellor remarlred throughout the 

interviews that her perception of her counselling role was determined by 

the expectations of the other district counsellors. Literature on educational 

change rnakcs a similar point: we become the teachers we work beside 

(Fullan, 19911, and tcachers learn best from other teachers (Clark et al., 

198.1 1. Little research has been done on mentoring for counsellors, but it 

would be worth further investigation (Poidevant, 1991 1. Setting up such a 

prqjcct might benefit districts in two ways: increase counsel!ors' 

proSt?ssictnal growth and publicize the counsellor's role a t  the district and 

drninistration levels. 

A final dimension of the "soft support" problem was parental 

support. Most illformants saw parents as generally supportive of the 

twtral~ced role of the elementary schor~l counseil%or. This was characterized 

us parents' quiet acceptance of the idea, not as active involvement in 

prcwwring for more funding for counselling in schools. As research on 

c~lucat~innal cl~ange indicates, most communities do not actively participate 



in change decisions that involve the personal/social dcvclopnlcnt of' sturd'tlts 

(Fullan, 199 1; Wise, 1988). Most educational changes t~:\vv cctat crtd on go;\ts 

related to academic course work rather than persond/sociul devclopnltwt . 

In fact, reform researchers call h i s  "xleglcct" iCuhan, 1990; IWian, 1W1; 

Wise, 1988). For the most part personal/social dcvelolprnt~nt t.h:tngt~s IMW 

not been viewed as  important as academic onus. Only whcn tlw "clitc\" 

groups want s~c ie ta l  change do schools beco~ne more empowcrcd mt-i 

supported to set personallsocial development goals (Cuban, 1990, y, t", 1. 

However, major demographic changes in schools' can citustl 

communities to exert pressure (Cuban, 1990; Pullan, 1991). Mainstrc;irning 

or integration of special needs students could hc 2.1 catalyst for increasing 

pressure for non-academic services. For example, parents may ilw 

concerned with the adequacy of the education system t,o iiccom~nodatc ttw 

needs of these special students and worry that the "normal" strcianr ol' 

students will be adversely affected by adding thesc special st,udcnts t,o iin 

already overburdened system. Although cducationd change litmatuw 

states that the public is not usually active in educatio~lal changc initint,ives, 

i t  is worthwhile to keep the public informed otherwise i t  colailcl act against 

the change (Clark, Lotto, & Astuto, 1984). Information could he provitlcd 

through public relations campaigns informing parents about the 

preventative aspects of school counselling. 

The teachers in this study also expressed intcrcsl in having 

counsellors work with them in promoting the persond/social dtwlolmwtit ,  

of their students. Although teachers appeal- fr~ctrssed! on tcachirlg ttw :now 

academic aspects of the curriculum, mainstreaming of' ~pcc ia l  t l w c k  

'%'iurL!H 011 children into neighbourliood schools, tirzd other societal prt,., 

schools, are changing teachers' attitudes towards the inrporlancc of' 



students' pcrsonal/social development. In addition, North American society 

is clearly at a point where greater attention to personal and social 

development goals is needed (Payzant, 1993). Last summer's riot in Los 

Angeles offers clear evidence that more attention needs to be paid to the 

social problems in North American society. This growing social unrest 

could increase community and teacher support for overcoming practical 

issues impeding implementation of the counsellor's enhanced role. 

However, people need to remember that, the goal is not to correct the ills of 

society: "educational reform is no substitute for societal reform " (Fullan, 

1991, p. 15). 

Finally, as inlbrmants in this study and the general counselling 

li terature point out, some irnnligrant parents' cultural values discourage 

them from seeking counselling services (Carter, 1991; Esquivel St Keitel, 

1990). The growing numbcr of new Canadians could lead parents to reject 

the very idea of truving cour~sellors in schools. Informants suggested that 

districts must ndcc  an effort to explain the counselling service through 

dislrict ncwslelters or school bulletins written in the languages of new 

(hnadians. Although this i s  a small step, literature in counselling agrees 

t>l~at tiifliculties with the language create a tremendous hurdle for 

immigrant people. Talking ahout feelings and problems is much easier in 

one's nulive language (Marcos & Alpert, 1976, cited in Esquivel & Keitel, 

1990). Research also has indicated that minority groups tend to rely on 

falalily support systems or "folk therapies," One reason cited in the 

coulist?iling literalwe is that counselling does no? meet their needs 

( Midgetie & Meggest, 1991). When new Canadians do seek counselling it is 

often through n mandated referral or as the result of'a crisis (Esquivel & 

Kcitel, 1990). 



However, some research also seems to mdicat.c that counstllling 

provided in the school setting is more accepted by irtrrnigrant pact~nts 

(Esquivel & Keitd, 29903. One possible reason for this is tht. rcspccl that 

many immigrant families have for schools in gt.wr.ai. 'Chis iicct.pt;\l~ct* of' 

school counselling by immigrant families puts school counsellors i l l  i t  

positive position for educating new Canadian childrelr and tlrt~ir fiwilicls 

about the nature of counselling and the various related coanmunity swvices 

(Esquivel & Keitel, 1990). 

Recent work in multicultural counselling stresscs t h t  ianprtrlancct ol' 

counsellors looking a t  their own cultural values and hiascs towmds o t h r ~ i c  

minority groups, learning more about minority populations and tlwir. 

cultural heritages, and acquiring more cross-cultnrul corlltnnnic.ttlioll 

skills (D'Andrea, Daniels, & Heck, 1991; Midgette cYr; Mcggcrt,, 1 9 9 1 ;  Spchighl, 

Myers, Cox, & Higlen, 1991). In addition, counsellors IIILIS~ hc W W L ~ ~ C  01' 

within-group variability, otherwise, stmeotyping is likely l o  oc:cur ((hrtclr, 

1991 ). 

Excessive Demands 

The excessive demands, posed by both the Year 2000 curriculuni 

changes and the day-to-day crises B.C. teachers and counsellors fi1c:o with  

students, make considering an addit,ional change -- thul  of' enhancing thc  

counsellor's role -- overwhelming. Research on r?dncatiotlal char~gcl 

indicates that excessive demands prove to be major impc:dirncnts f'or c:vcbrr 

seemingly good ideas (Corbett & Rossrnau, 1989; Fullan, 199 I ;  'I'yc, 199%). 

Teachers can face only so many changes a t  a time. "Too rrr;my cornpoting 

demands or overload" result in failed imylcmerttation ( l W a r ~ ,  199 I ,  p. I :M). 

Given the current demands on B.C. teachors asrd counsellors, wc arc Icfe 

with the realization that, once again, the prognct~;is is rtot good li)r 



succebsi'uiiy im;~ie~nenf,rrtg an enhanced role tbr the elementary school 

ctm~weli~x. I n  addition, as mentioned in the discussion of soft support, 

researcb on erlucationai change indicates that the proposed courrselling 

role changes may ncrt have a high pfiority in competition with more widely 

accepted changes related to teaching of academic subjects. 

What can be done to address the problems of excessive demands? The 

changes proposed in the Year 2000 can be viewed either as  an  impediment 

or us a means to enhancing the elementary school counsellor's role. As an  

impediment, people could view the enhanced role as one more worry, over 

and nhove the Year 2000 initiatives. On the other hand, the enhanced role 

could be a means by which Year 2000 changes are integrated into the 

education system. The Year 2000 and the enhanced role are compatible and 

should he integrated together. Incorporating the new ideas proposed by the 

cnhar~ced role into exisling knowledge about the Year 2000 seen in current 

taaching practice is one way of' lessening the burden on educators (Crandall 

u., 1986). Some teachers in this study saw a relation between the 

enhanced role of counsellor and the Year 2000. They, like teachers in the 

counselling lilerature, wanted counsellors to support them more by 

tcachirtg their students about guidance (Lehmanowsky, 1991). This 

suggosls that sornc teachers are looking a t  the "whole child" as  the Yeas 

2000 document stresses. 

Encoilraging people to view the changes as  "complementary 

donaands" rather than "competing clernands" is key. For example, aspects 

of' tho IJcaming for. Living curriculum iBritish Columbia, Ministry of 

Edwttion, 19P)Ob) could be the focus of a school-based initiative. Counsellors 

could help teachers and administrators implement, the new curriculum 

through joint planning iand teaching. One i~lformant suggested this 





ptvtplt" know how to implement it best,, although attempts to implement do 

t iot ,  gtt:t.r;tntti;:e , ' j t t c c ~ ~  (Fullm? 1993.). In addition, the process used to bring 

about the change is as important as the end result. People must engage in 
I t  . fr.cyur:nt, continuous, increasingly concrete talk" about how to change as 

wctil as what should changcl (Clark &,, 1954: Fullan, 1991). 

f:ounsc?lfiug research and the informants in this study support the 

vitiw that the isolation d'ciassroorn teachers hampers their ability to effect 

etiuca tlttnal changes (Cuban, t W O ;  E'ullan, 1991 1. The problem is even more 

~xaggeraied for itinerant personnel like counsellors iParr, 1991; Van Zandt 

& Y'wry, 1992). Frcyucmt turnover of school counsellors, counsellor 

:t~sig,.umcnt to several schools, the confidentiality ethic of the role, and 

minimal opportunities for developing rapport with other staff members are 

probEslr~ns t,hztt interfere with counsellors' ability to engage in frequent, 

cimtinuous, increasing1 y concrete talk ;ibout teaching and counselling. 

Establishing rapport among the school staff and community was reported 

c;wlicr s s  critical ttr successful irnpiomention of the enhanced role. Yet 

Iwrt~, wc wo thieC nlpport-building is very difficult to achieve hecause of staff 

l~irnovor. and the ilincrant nature of elementary school counselling. 

Spiwking hritsfly at staft' meetings and parent advisory meetings, and 

s c ~ d i ~ l g  o u t  ~wwslettors were seen both by informants and in the 

counstdliny: litet.ixt,urt\ as valuable ways to promote understanding of the 

iwtra~~r.ud rolc (Kit chic, 1989). 

As discussed earlier under soft support, the school administrator 

plays a key role in organizing talk-time for teachers. School administrators 

have first-hand knowledge of wtittt it means to be a teacher. I1ypically, U~ein. 

own tgraining was first as a teacher. However, administrators oRen lack 

cxprrictrcc r t l m i t  the rolc of the co~u~scllor (Brown, 1989; Campbell, 1990; 



Carreiro & Schudz, 1988; Hruby, 198:); Kapian m., 199%; I,mrqw, I W S ,  c b i t t y l  

in Henderson & Lampe, 19921. MTithouk u full tmdt.t.stimding of i htl w i t \ ,  

administrators may not value the need fbr siiclr talk-t init3 ibr ct~uus~~llot~s It 

is through individtiul counsellors and their I eadtvs -- provlrwial ( tt('S('i\) 

and district (counselling coordinators and suyrrintc.ntXcnt s) -- thttt 

administrators learn the import:ince of structured talk-titrtt. t i~ r  wu~tst~llor.s 

and teachers. 

In addition, the confidential nature of cotinselling it,sc11' Iirtriis 

collegial talk (Varhcly & Cowles, 1991). Counseliors arc ahltl to rt\vc.:~l o ~ l y  

so much about cases and clients, yet tllcy are cxpectctl It>y colltlaguw to  l i t b t b p  

staff informed about students, Deciding what is pwntissit~lc to rcporl atd 

what must be kept confidential may ibecon-ic an ethical cl i l ~ r n ~ l ~ i ~ .  

Counsellors do not  frequently obscrvc cach otlicr in pr'ofiwioraal 

situations and rarely get together to talk with stwfl'mcrnhcrs, Somri 

literature suggests district support groups l iw counscllors wouitl t z r a  

worthwhile (Campbell, 1990). As mentioned i n  the comsclling lilchral rlr*cb, 

and suggested by informants in this study, teaming two counscllors 

together as mentors is one way of' creating opportunilic:~ fhr viiltt~~hlc 

interaction between counsellors (Van Zundt, Kc Perry, 1992). 

Coui~sellors and teachers seem to be left in a (latch 22: krrowlcdg,.c 

comes by trying to change, but many do  n u t  know whrw to hegin. I~:t l~~t:~~lors 

agree that there needs to be a change, hut how to go about i t ,  is thc prol)lr~rrl. 

We need to go beyond encouraging adoption of' an erhirrwti role arrd h ~ l p  

educators implement the change. 

Informants' comments about irnplernmta~ion proccd~mrcs riittgc4 

from a grassroots approach to high-level Ministry udoptiofi of' ail c * r r t ~ i ~ r r c : ! d  

d e  description such as the BCSCA has proposed. 1 agrcc wit.h irrf'orrnirrrt~' 



suggrbi.tions that sohods should begin by addressing a prioritized set of local 

~ ~ C L J ~ S .  (hunsellors and teachers within a schczol could decide to work with 

omh ttr more classes or to inlpttmcnt a school-wide program. Establishing 

priorititis, developing a shared vision, and permitting the change to happen 

gradually are important steps in overcoming the excessive demands 

ccfuca1,ors fhce ! Kanter, 1989 cited in Fullan, l99l).  Thc implementation 

plan a t  the scl-tool level might indude a Iettrning-by-doing approach 

(1,iehvrratttn (IYE Miller, 1992, and Kantcr, 1989, cited in Fullan, 1991). Once 

;tgain, it is clear that proceeding slowly is important. 

At the same t.irnc, each school must Le viewed as having its awn 

unique environtnent or culture, including different roles, resources, 

change plans, and processes ((:randall u., 1985; Tye, 1992; Wise, 1988). 

IJnfi~rtunately, a s  the informants in this study and other researchers have 

poi11 Led out, there is 21 prevalent "interchangeable parts" view of schools 

h t  d l  classrooms, tmchexs and counsellors are alike, and can be 

r-eltrciltcd u t  ;I district's whim to meet financial needs (Tye, 1992, p. 12). 

Wlwn il ccrrnes 10 changc we are not, all equally able. People are  a t  different 

pl~tct~.; i r k  the changc~ process. Reassigning of counsellors and 

aclrni~~istrat~ot'~ n~ilst  he curekdly thought out. Informants raised a rluxrrber 

of' issucs aR)otit district st:tflEng: (i) the number (PC schools assigned to one 

r.o~nlst.iltw must not, intcrli.1-c with rapport building and talk-time between 

sthall'imd counsellor.; ( i i )  the needs of schools must be met fairly so demands 

i1r.c.  lot azorc cxr:essivc for one counsellor than another; and (iii) proximity 

of nctiools must be considered when co-culsellors are. assigned more than 

onc school. 111 addition, d is t r i~ t~s  n e d  to sort out corrapeling stafting 

priorit icx nrnong thv various serviccs such as counselling, English as a 

Scxctmci Language, and Ilcarniag Assistance. The individual natwc of' each 



school and its community must he kept in mind: stailing i s  not r w w i y  ;I 

matter of applying strict formulas bawd on grovinci:~Hpl r ~ ~ i n d a t  tlti 

pupillteacher ratios. 

Lack of T h  

Lack of time is a problem for most tdtwwtional i* laalqy i t t i t  i i~t  ivcs 

(Fullan, 1991; Fullan c95 Miles, 19921. 'l'hcreforc, i t  i s  not ~ut'prisitq ,'LBt;tt i t  

was raised in this study, Lack of'tirnc rcprrstwts a tug-ofswar twt,wt\crt ;t 

number of related issues. increased expectations of' criucnto~s alrwidy 

dealing with an overburdened worlrlond cause idutators to dcina\i~0 xno1.t) 

time to  do their current work and to makc the proyuscd changes. 'l'hv 

failure to make sufficient amounts of' time muillable is v iewtd  hy t~t1ut~tiot.s 

as evidence of lack of district and Ministry support,. This l , r k r d s  it) 

undermine commitment to the o hmngc. Tn reidity, lhc cf ol haw to provirlv 

more time, either in I bc  form of' lower yupiUcaunsctlor ratios or rslcww 

time hr consultation and collabora ti on, arc? not av:tiluMc. Although 

informants in this study cxpresscd the nced fi)r fidli-lime cr)ur\sclltrr~s i I I  

every school, this on its own will not bring about changes in lhc I Y I I ( L  ol'tllc 

clc?~mentary school coullsellor. Earlier, I mentioned lhc feat. that, ;idrlititrrla~l 
, . counsellor time may be rnisuscd by mercly tru~rslwting i k  into mow ctwa:.  

intervention work. Misusing time in this way will rrot, rnawrr w i ' t ~ i t~ ih ! (? ,  hut, 

merely more of the same. '('tie result likely will ht\ sugwriiciui i:h;tr~~:os, of'iab~i 

referred ta as first-order changes (Cnhun, 1988; (!txt!;irl 1 ! W ;  IWlarr, I ft9 I ; 

Fullan & Miles, 1992). There will be a cliangt: in tllc* ;mouiit 01'cttutiscllor 

time, but no change towards enhancing the rolc. This is ;it~ot,hcr cxz\rri!dcl (,I 

why hoth pressure and support arc importmt for. chnrrgc: t,o occur :ls 

intended. 

The findings in this study support, rcswmh or1 orlucat,ior~;il c*liirttgr~ 





rcfilrring parents to family cot~nselling agencies outside the school 

(IJ;iyxatlt, 1992; I-titchie, 1989). Surprisingly, this was not raised in the focus 

group interviews by anyone, despite more outside community counselling 

agencies being contracted to work: in schools. 

In order to make effective use of time-saving measures, informants 

and research claim that counsellors may need to upgrade their training, 

and administrators may need to allow counsellors more time and freedom 

to sct their daily schedules. Xn addition, it is important that counsellors 

thcmselvos continuc to assume a leadership role in shaping their 

prokssionul training. Professional counse!!?ng organizations must do more 

to crlsuro that university training programs fit the demands counsellors 

face in sctlools. It was intercstirig that the required credentials for 

clcrtlentury school counsellors were not discussed by informants. Some 

ct~unselling litcraturc advocates no advantages to being trained as a teacher 

helitre becorning an elementary school counsellor (Poidevant, 1991; Rotter, 

1990f. rl'l~c currcnt trend in some districts to contract-out counselling 

scrviccs and the increased "educational" demands as outlined in the 

enhanced olcrncntary school cou~zsellor's role, invite the question why 

discussion did not occur surrounding these issues during the focus group 

interviews. 

In light of' the current economy and government budget restraints, it 

is unlikely that i~~croased funds will be directed to produce more counsellor 

t.i~nc. Nonctht~less, continued pressing for and establishing union- 

negotiated time for consulting and working flexible hours are impartant. If 

additional time is used hy teaching staff for more crisis intervention work, 

tlw counsellor must guard against being used exclusively this way. If the 

goal ol'thc prrhatmd role is l o  have e i  balance among all four areas -- 



counselling, coordinating, consulting, and educating - -  thtln cour~s~ l l~ r - s  

must assign their time accordingly. 'Phis may nwan sc41cduling tairnw with 

specific classes on a regular basis. A numhcr of useful idca?: for ~~iwtnotiitg 

time management suggested by the infbmmnnts were disruswd in  vhapicv 

three. Counsellors can manage their limited time mow cftilctivrly hy 

scheduling collaboration time with teachers into thv timct,ahlt., incrtvwirlg 

flexibility of their daily schedule so wening conlmit,:-.icuts t v i l h  ~ ) : i t ~ w t s  itr.ci 

easier to meet, pairing with other counsellors who .cvor-li in close proxi~nity 

to share caseloads, spending more time in classrooms doing prwtlntat ivv 

work, and modeling counselling techniques to tcachcrs. As stated 

previously, developing ways to utilize the counsellor's time more eff;4vt\ly 

can go a long way both to educate people in the system ahoub the rolrt 

enhancement, and to acquire support for this change. 

The greater the number of studcnts that counsellors nlust, scktvit.~, 

the less time they have to do other aspects of the enhanced rolo. A11 t,hrw 

districts represented in this study had pupil/counscllor ratios that were 

better than the minimum level funded by thc Ministry, Yot, iofiwrnarxts fill1 

that their districts were showing only limited support, fiw ~dliitli:ing t h ~ ~  

role of the elementary school counsellor. Limited suppork is vicwt!cl as rrt, 

support if it is not viewc?cl as enough to make a signilicant diffcrcncct 

(Fullan, 1991). Teachers view pupil/counsellor ratios iis a n  iniiic~tt~on. t i f '  

administrative commitment. Unless pupil/counsellor ratios arcx rcducd, 

teachers are unlikely to perceive thc district or the Miiristry supportive of' 

the enhanced role. Informants said that a t  Icask kl;tvit~g orw cou~rst~llor. 

share two schools, or staffing with u ratio of' l:%lO studcrttt; would hc 

noticeable improvements. Alttlough full-time coutrscrllor~s s t x m  ur~rvalit;hc. 

in times of budget restraint, it may mean districts h a w  lo loctk a t  chiml;~ing 



their priorities, One informant commented on the frustration she feels 

about the number of English as a Second Language and Learning 

Assis tance (:enter teachers when compared to counsellors servicing 

schools in her district. Again, this could be related to priority being given to 

";ncadernic" rather than social/emotional goals. 

It is possible that the presence of BCSCA leadership in the t h e e  

districts in this study may have encouraged these districts to reduce their 

pupil/counsellor ratios. It seems that not all districts in B.C. are as 

firtunate. 

1ncquit;rhle distribution of counselling staff between schools was 

raised as irul issue. Some counsellors have heavier loads (e.g., one 

counsellor serviced five schools), indicating that time is not fairly 

rlistributtd, even within districts. District staff need to ire aware that people 

perccivc lack of' fair distribution of counselling resources as lack of support 

1i)r role crzhat~cemcnt. In chapter three, informants suggested matching 

coimscllors' skills to schools' needs, and pairing counsellors to share 

cits~ioads. '['hesc? two suggestions might help counteract the perception that 

resources arc not being fairly dispersed, while a t  the same time giving 

co\st~scllor.s ways to  address the lack of time issue. 

As mcnlioned in the discussion about excessive demands, the 

isolation of counsellors fkom other educators must be overcome by 

incm-tsing t,hc tirnc they have to talk and plan t,ogcther (Corbett & Rossman, 

1989; Tyc, 1992; Wilgus Rr, Shelley, 1988). This time is best provided by 

idrninistrators (Fulltin, 1991). As onc administrator in this study said, 

adnriuist~ratm must free up counsellors more to meet with teachers. 

'I'imptahling consulting time reassures people attempt,ing the change that 

the will ho uvnilnblc, arid not just at the whim of an ndmini~tsat~or on n 



particular day. 

In addition, when setting up school-hasid sefi.rral tcanw, i t  is 

important that these teams adopt a collahorativc inotit.1. 1t is critiwl to t:rI\c 

time to talk about what collaboration nicans, According t o  L'ayzmt ( l ! ) ~ ) ,  

having group consensus about what collabostttiou means caal t t t t t l i c ~  t Iw 

difference between success and failure. One infhrn~arlt mtidc rt4wcwcr* to 

the ineffectiveness of some school-based rcstwrcc !r:arns -- !.!~iiy wr*o  v i i l w ~ ~ !  

as "figureheads" without any real power. If counsellors advocati\ thc 

collaborative model and colistantly push for it, pdraps change in tcitrt l -t i l lk 

will occur. 

Both research on educationa1 changc and the infirmmrts in this 

study indicate tlzat providing stwfr dcvelopmcnt time is nccc'ssiisy fiw chatlgcb 

(Fullan, 1991; Levine, 1991 ). (Jue inli)rmant poitit,cd out that hinging 

specialists in for one-day inservice workshops is viewtltl by rmti~y tcw:htw; 

as ineffective and breeds eontempt for change. Again, clistrids must 

balance the economic retraints with nwcting the nwds of' ttw std'l: iioirlg 

too little is viewed as not supporting the change. 'l'okcn irrscrviccs I1.y out -oS- 

district specialists is often viewed as an cxpcrisivc w;is!a: of' lirnc. ( ) r t  -goiaig, 

on-site professional development is more valmhle, Marry iili;iis fiir pnrvitfirrg 

time for such inservicc! are suggested by 1,evinc ( 1911 1 1, 'I1hc*y rmgv fiortl 

early dismissal of s tudcnts, to providing on-site full-time sptlriitlist.s, srrda 

as cou~iscllors in this case. I t  should be na~tcd that lJevir~c rt:alizc~ t h I  

parents have a deep-rooted tlclief that, school is like :I dityc;irc\ fiw Lhc4r 

children. Shortening Chc school day In,y e a w e  pwwta!  wslslrw:c, 

Providing alternate day care is one way ibr cfislricts i d  sctrtmlt; lo gilirl 

parental support. It may mean that a schcrol works closchly wlt,tt 1t)c:iil 

community services to set, up other supcrviscd activities fiw si,nclivtls o l ~  



w r i y  dismissal days. 



go unnoiiced. In addition, early rewards and tungildc suwcss arcb rriticitl :it 

the early irnplernent,atiotl stagc (C'orhett & Kossman. L9HR; Ftillan, 199 1 ). 

People must be able to see themselves as making saint. progress tow:ir*ds 

meeting their goals. At the same time, the iirl~eline i'w i111pltlrtlcni;tt11o11 

must be long enough that these goals can be adiievcd. 

There are many possibilities fiw starting small: st:wting with  just a 

few key people in a district, providing a range of yossihilitics fiw 

Implementation, and having individual counsellors gradually trying out 

parts of the enhanced role. 

Starting with a few key iadividuals within t~trctr district r w y  hc 21 

desirable way to proceed. Pressure can he brought to hcar on crtlwrs in t tw 

system when success can be reported at the grass root.^ Icvrl. (:ounsc4lot*s 

could assist by supporting sld l 's  in their ef'fort,s to implcnwnt the Year 2000, 

and by helping some teachers gradually integrate tlrc role charigcl wit ti t h r ~  

concept of tcaclring the "wholo child" by working directly in c1:issrooms. 

Primary classroom teachers may he rnotivatrd to try working nwrc clos~ly 

with the counsellor, particularly if' their recent experiences with  

implementing the Primary Program wcre positive ( Hri tish ( loiunlhi:t, 

Ministry of Ed~~ct-itinrz, 1990~) .  Recent prior experiences with chat.tg,rlb ;tHilcl 

educators' motivation t o  try aclditionul i m o w  tions ( 1W lml, 1 % )  1 1. 

It is important to provide opportunities to experitrrent with a vitricty c r i l '  

ways of beginning the clrange. Supporting school- ini t ia l  pilot, pro.ject,s it; 

one way small scalc irnplcrncntation can be rnaxirnixcd through district, 

support. Repcatcdly, informants; in  this Y tudy cited spcciiie i tlntancc,.; w tiortk 

role enhancement was successful, Ihch  case involvotl an ir~divirlu;tl 

counsellor or individual schotd. 

It is best to change rr bit at a time (Crandall u., 1982, citcx-1 in 



h'ullan, 1991; Crandall, 1986, cited in Fullan, 1991; Wuberman & Miles, 

1984, cited in li'ullan, 1991). For the school counsellor that cotlId mean 

adopting new parts of the role gradually, or trying parts of the enhmced 

role with one or two staff members, or with a selected group of students. 

iirwdually, more people could be encouraged to try the new roie iIJouis & 

Miles, 1990, cited in Fullan, 1991). It would be wise, for example, to ilevotc 

time to making all teachers aware of how classroom managemead 

strategies could be changed to reflect the Year 2000 curriculum, without 

expecting cvery teacher to be trained formally to use the strategies (Levine, 

1991). The counsellor could make a presentation about the usefulr~ess of 

class meetings for social problems, but pilot the strategy in only a few 

teachers' classrooms. 

People are motivated by success. Starting small, adapting others' 

successG:.s to their own environment, and frequently reflecting on progress 

will help people recognize their successes and build on them. 

&wortrive Colb,&l Climate 

Creating a supportive, collegial climate is critical to tire sucici*ssfirf. 

inlplcmentalion of the enhanccd rolc of the elementary school counsellor. 

AH s t a t d  earlier, support, and pressure must be forthcoming from both the 

district leaders and the school administrator to provide direction and t o  

signal the irnportance of enhancing the elementary ~ c h w l  counsellor's 

role. A sot of prioritized district goals shouZtf provide adclitional diroction. 

These goals must reflect a supportive district climate. Exrmples of district 

support include: showing an understanding of individual school,.;' srcc4a 

through minimal stdT transfer, pnrt0icrtlady in schools at1,o~npting to 

enhance the elementary school counsellor's rolcl, cncourtq$rzg 

i~dministratms to makc teacher-counsellor intcruction time uvtriluhle, and 





L;SmihOjons of the Study 

'hi findings of'this study must  hc viewed within t,hc context of three 

Isn1rt;ttirrrrs (i) tmly a small nurnhcr of informants wwe consulted; (ii) data 

c . r i t l i y l i i , r l  t:t'ctbrrilcI at :t busy time of the sehoctl year; and (iiit two 

infi~rrnani-s were ahscrtl during one of the interviews. 

Thr* f'irrdillgs of' hi,.; study tmhnically cannot be generalized beyond 

the actmaP inforrxtants bocuuso such a small number of individuals were 

r * r , i ~ h r i i t c d .  H ~ I W ~ S Y C ~ ~ ,  informants tvcrc selected because of their broad 

kraiatvt~dgcb of the topic under discussior-r. Thcrc is no reason to believe that 

t iwir iric3:ts wottld not he silttred hy clementary school educators in general. 

While there is lrtr way uf knowing that the ideas are generalizable, there is 

tier rtliatson to ttulicvc? t h y  are w i t .  The fact that the informants echoed 

wrtt~rrmnts that wc.t*o h r n e  out by the research literature, further 

t .~biiit i>ri.t$,.t  4 hc.- wi~tihility trl' their rcnlarks. If there was interest in the 

liit uw u h o ~ l t  how gct~cralizalrlc t,tw results of this study are, a survey could 

Iw w t ~ r l t w ( i d  t ht.oughout the province on the same subject matter. Such a 

st~r.v:~y may i m c !  support to the kindings of this study, making the findings 

r-cyort tvt in blris study even rrwrc plausible. 

lJttfirr%ur~:itdy Ihc data collection took place a t  the school year-end 

whit41 is i i  very h ~ s y  t h e  fi)r ectimtors. One focus group expressed how 

busy w c l  tired they wcrc. Tircdtlcss may llwe affected responses. 

'I'hc final lirnit.al,irm t,rt the study was the absence of two informants 

ilttrirrg the inttvvkwu. 'rl-ieir absence resulted in collecting fewer responses 

t hriu ii-riwded, and t tw possible omission of kcy perspectives and opinions. 

tiowcvcr, thc ovrrlap of  cotnments among the focus groups indicate that it 



is uulikely that many perspectives were missed. 

Conclucbg Remarks 

Enhancing the role of t8he e1m1entar.y school crm~rscllor. is a (a11 

order. It has not been widely adopted due ko limited support, esccssivc\ 

demands, and lack of time. Tlncse seem to be the licy arcas to address. 

Having individual couilsellors implement the proposed cn11:tnctd r d i .  on all 

ad hoc basis may be the best that can be expected under current contlitio~w. 

There are a t  least two choices with respect to a desirable t d ~ t c a t i o d  

innovation: either, we can give up, or, we can makc IIW olbo:ir krwwlcclgi~ 

about educational change to modify what we arc doing (Ii'aillan, 1%) 1 ). 

Because the goal of enhancing the role has heen achi~.vccl by sorrw 

elementary school counsellors, the goal can he viewed as at.t,uit.r;ahlca (Wisii, 

1977, cited in Fullan, 1991). Therefore, with sitme modificaliotls l o  currcwt 

attempts to implement the role we might mect with sucwss. 

Specifically, implementation probably should follow the livv scts of' 

recommendations dealing with the major impedirncll t s  of' cxci>wsivv 

demands and lack of time, and the problem of' iirni tecl t;talceholtlcr ! i t i ~ ) l ~ ) t . t .  

The first set of recommen~dations relates to lowering l tw  p~ipil/t:r!!~wc*llor. 

ratio, the second to educating all stakeholders, thc thircl to ~ : ~ l ~ ~ i l t i t ~ j :  

school counselling programs, and the fiturth to advocating t;t,rongrr 

leadership and direction a t  all levels of clcrnmtary cxluc:atiort. 'I'ht: find st~t, 

of recommendations involves pronrol,ing tixnc-man;ige1~1~!11t, sl.rut.ogi(w liw 

counsellors in their work with staff and students. 

In addition, by adopting a two part ixnplc?nlortt,utiolt "l,;acli," cl~;ir~g(b 

might be initiated. It is suggested that implemontation start slowly or1 ;r 

small scale so momentum for change it; gradual and p~sitivt!,  Ik~opIc 1 n t l ~ 1  



have i:irnr:rt:le evidence of success in order to  continue enhancing the role. 

Swond, ehe change prwess must involve collegial decision making. 

Ihtahlishirrg priorities fbr change should be based on a shared vision, yet 

om: that is responsive to  the many varied contexts of each school and 

con~rnuni  ky. 
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What I would like to talk about with you today is what is currently 
happening with school counselling, There has been talk about expanding 
t h ~  sckraot counsellors' rolc far n gong time and 1 would like to hear your 
views on how reamnahle and reatistic i t  is to expect; the role to be expanded 
(Harudttut --- Appendix C). Today I would like to focus our discussion on 4 
key questions: 

1. Whit do cciunse!lors do in schools now? 
2 .  What are your opinions about expanding the role of counsellors? 
3,  t"v7hat w i d d  be impedirnmts to expanding the role? 
4. If there is support for the expanded role, what recommendations 

would you suggest to help the elementary school counsellor's role expand'? 

It is important that we have an opporttmity to hear what everyone 
~ ; H N  tf: say. D!n'ere!~ct's of opilllm are welcomed because 1 am interested in 
finding cmt about the difEmmt perspectives and beliefs that educators in 
difltkrcnt roles hold ahnut this issue, When you do give your opinion i t  is 
importar? t; to hack it up with cxtrmples. Even if you are in agreement with 
what anothcr person says 1 am interested in hearing your other reasons 
m c l  cxamplos, ns well. 

Recause our meeting is being taped and later transcribed i t  is very 
important that you each take turns speaking and I try to mention your 
name when you speak, either before or after, Your names will not be 
recc)rdod in thc trunscriptirms. You will be identified by your role as 
t,e;ti:hcr, udmirrisil,rattar, couxisellirzg-rnovice/expep.ienced, or BCSCA 
exccutivc mernhcr, 

I. tJc.rhaps wc could start with counsellors telling us what a typical day is 
like Eor ttleux ato a school, Tell us what you do now, not necessarily the new 
rob. W h i  sorts of.' activities do you find yourself as a counsellor involved in 
a t  ~chools? 

no you think that 1his is typical of counsellors in the district'? If not, 
ilk yirw view, whtat dl! elemcmti-wy school counsellors typically or 
currently do now? Wow do they spend their time in schools? 

Are those esgc?~icnces representativeltypical of counsellors or your 
district? 

As n teziclzcr, what i~~volvernent do you have with the school 
c-ounsellor? Would others, like you have si~rlilar involvement? 

f h w  about as a principal? Would others: like you have similar 
invttlve~nent? 

1 Do m y  of the nzajjor functions include: 
Pruhastpcrcentnge of time) 

--individuiilly counselling students either referred by school parent or 



self-referred 
--meeting with parellts/studeilts/social 
serviceslteachers/admixzistrt~ti~t~s 
--organizing & supervising programs such as peer t.ut.oring 
--presenting special topics to students in classroorus 
--attending team meetings'?) 

B. Feasibilitv of Examdine the Elementarv Counsellors' Itole 

In the 1960qs, when school counselling initially became part of t,he swviws 
education provided, individual counselling of students was the primary 
function. Since that time much Iiteratm-e has come forth suggesting that 
the r d e  of the school counsellor is more multifaceted. According to ttw 
literature the role should also include consulting and coordinating as wcll 
as educating. 

consulting- 
coordinating- 
educating- 

2. I would like you to read this brief summary of tho expmdcd role MB 

recently defined by the B.C. School Counsellors' Association (Appendix 
Please take a few moments to read i t  then we can lalk ahout it. 1 would 
to know what it means to you, what it implies to you. 

3. Do you support the expanded role of elementary school counsellor as 
outlined by the B.C. School Counsellors' Association'? 

How realistic is it to expect counsellors to fulfill tllc rolc us dcfinc 
BCSCA? 

What expectations would be more realistic? 

4. Do you see _ as being able to support the expanded role'? Give rcasotls 
to support your view. 

robes 
--classroom teachers? 
--administrators? 
--new counsellors'? 
--experienced counsellors? 
--district stafl? 
--university training programs? 
--Ministry? 
--parentdthe public? 
--students? 

C. Im~ediments to Exgandin the Role 

5. What would be the problems for people being able to support the cxparldd 
role? 

Which of the problems you h a w  discussed seem to b u  a priority'? 
Which ones seem to be most troubling? 



f Remember to list problems here for discrrssion in PART T)_t 
Probes 

--counsellors (novice/experienced I? 
--teachers'? 
--administrators? 
--district stafl'? 
--university training programs? 
--Ministry? 
--parentdthe public? 
--students? 

Probe8 
--isolation factor; lack of training to collaborate effectively; t in~e  does 
not allow for  consdtstion time with teachers, etc. 
--no time; not enough time in schools 
--too many more pressing issues of their own, like new curriculum, 
to give counsellor the support they need 
--cut backs in spending at Ministry level 
--maintaining status quo-a basic resistance to change by people 
--social-emotional programs have traditional low priority in eyes of 
public 
--inadequate training - group counselling, collaboration, teaching 
are 
necessary skills 
--crises seem to supercede some of the preventative programs-like 
tcaching special topics 
--counseilors not placed in schools based on their expertise and needs 
of schools-no match 

additional problems: 

6, What additional skills would be required by the school counsellor to fulfill 
thc expanded role? 

7. What changes, if any, do you think schools as a whole will have to make 
to make the best use of school counselllors in their expanded rule? 

Probes 
--time mangement skills 
--collaborating in schools to do more preventative work like team 
teaching  ath her than crisis work 
--assessing needs of school first in terms of social emotional climate 
then placing counsellor 

U. Recommendations 

8.  If ;you coul i change the way elementary school counselling was handled 
in your district), how would you alter it? In other words, what 
recon~mendations can you make to help the counsellors' role expand'? 





(Note: Taken from BCSCA Role Description Proposal) 

CONS$PLTa[NG AND COBDINA'fING 
Workirig indirectly with students through other personnel such as 
truchws, administrators, parents, and community agency staf'f 

Fi;r examp!e: 
-providing classroom management strategies 
-articulating with sccorzdary schools 
-coordinating peer counselling 
- k i n g  liaison between home, school and 

BDUCATPNG 
'I'caching skills or programs to students, teachers, and parents 

F'or cxzrrnplc: 
-mai tll,ainin,q a selfihclp information resource center 
-teaching conflict, resolution, stress management, and problem 
solving 
-acting as change agent to promote Year 2000 (Learning for 
Livirig) 
-prcrviding tae;tchers with professional development on 
cowrselliug issues 

"IT IS VITAL THAT A HALANCED COUNSELLING 
SERVICE ADDRESS ALL AREAS" 



A. INTRODUCTORY COMMXNTS 

introduction of part<icipnnts 

informed consent-confidet~tiaiity, right of reftisal 

opinions, reasons, examples 

taping-taking turns and names 

B. DTSCUSSTON QUESTIONS 

I. What do elementary achool counsellors do in elcmi?nlwy t;chotrln 
now? 

2. What are your opinions ;~Poout the idea of expnncli~rg tltc clcntcnt,ary 
school counsellors' role? 

3. What would be impediments to implementing an expardctl 
elementary school counsellors' rolc? 

4. What recommendatiorts could you makc ahout overcoming khc! 
impediments'? 

C .  CLOSING COMMENTS 


