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ABSTRACT 

The purpose of this study was to examine the effect that the principals' leadership 

styles, attitudes, and beliefs, and school district leadership had on the successful 

implementation of a new innovation in elementary schools such as the Comprehensive 

Competency Based Guidance (CCBG) program. 

This study was conducted in a small, fast growing rural district in southwestern 

United States during the spring of 2003. Subjects interviewed in this study were five 

elementary principles, three elementary counselors, one governing board member, one 

assistant superintendent, and one student services director. When the elementary CCBG 

program was first implemented in the Mountain Vista School District (MVSD) in 1991, 

three counselors worked part-time at each of seven schools. 

District leadership, not site leadership, proved to be the most important factor in 

the diffusion of the CCBG program. District leadership provided strong direction to 

principals to implement a CCBG program where counselors would work in the classroom 

with all students. 

One high school counselor took the impetus to improve the high school 

counseling program in 1986 and created a personal vision which grew into a district 

vision. District leadership in the MVSD came to share a common vision to increase the 

number of counselors in the district to fully implement the CCBG program. A governing 

board member, an assistant superintendent, and the student services director were the 

influential district leaders. 
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This study confirms that successful implementation of an innovation must have 

the advocacy of the governing board and district administrators to successfully 

implement an iimovation. Principals provided the site support for the implementation of 

the CCBG program while district leaders keep the focus on using counselors to 

implement the CCBG program and working to fund additional elementary counselors. 

Results of the interviews also revealed that an innovation champion and change agent is 

needed to diffuse a program and take it from the agenda setting stage of the irmovation 

process to the routinizing stage. The student services director was the innovation 

champion and her work for 17 years was essential in routinizing the CCBG program. 
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INTRODUCTION 

Every year teachers, principals, and districts look at implementing new programs 

and innovations that will better address the needs of the students to raise academic 

achievement and to help the students be productive members of society. Some of the 

programs and innovations are easily accepted because they are well known, or have been 

successful in other districts. Others fail to be accepted (Fullan, 2001). 

School principals play an important role in the diffusion of innovations in schools 

(Ponec & Brock, 2000). Their leadership with teachers and staff in achieving 

implementation of a new irmovation or concept is vital in making systemic change. 

Sustaining any type of innovation requires continual validation from key administrators 

and teachers. When school principals have no working knowledge or direct experiences 

using the tools of a new irmovation that staffs are trying to implement, they are unlikely 

to value the process. In addition, they are unlikely to provide the kind of support to staff 

and students that is so crucial to making these programs work (Lieber & Civitas, 1994). 

Background to the Study 

The example of an irmovation that will be used in this study is a statewide school 

counseling program called Comprehensive Competency Based Guidance (Arizona 

Department of Education, 1990). In the late 1980s, school counselors were primarily 

responsible for helping students in crisis situations and did not have a permanent program 

to impact all students. The career specialist in a state department of education in the 
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southwest conducted an extensive review of the literature to identify other counseling 

programs across the country that served all students and measured results (Johnson & 

Ammon, 1994). In 1989, members of this state's Guidance and Counseling Task Force 

recommended the adoption of the Competency-Based Guidance (CBG) model as a 

framework for guidance programs in the state. This change was prompted by the 

withdrawal of the career education funds from the state's department of education 

budget. Since these responsibilities were not reassigned, no one would assume 

ownership for the career development programs in schools (Johnson & Ammon, 1994). 

A five-year plan was developed by the state Guidance and Counseling Task Force 

in 1990, which included (1) the piloting of the CBG program and production of training 

materials, (2) the organization of a handbook steering committee to develop a state CBG 

handbook for schools, and (3) the identification of six schools to serve as pilot sites. 

Counselors in these pilot sites produced a videotape and a curriculum module based on 

one of the 12 competencies in the National Career Development Guidelines (Arizona 

Department of Education, 1990), and they implemented that competency in their school. 

The word comprehensive was added to the name in 1990, thus becoming Comprehensive 

Competency Based Guidance (CCBG) program (Johnson & Ammon, 1994). 

CCBG was first introduced to state school counselors and administrators in June, 

1990, at the Arizona Counselor Academy (Arizona Counselor Academy Handbook, 

1990). Since that time, school districts in Arizona have been supporting the 

implementation of the CCBG program. 
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The MVSD school counselor administrator, who is referred to as the student 

services director, served on the original Guidance and Counseling Task Force in Arizona. 

In the late 1980s, the school district in this study changed the middle school and high 

school counseling and guidance programs and developed an elementary program. After 

the 1991 Arizona Counselor's Academy, three elementary counselors were hired to work 

at seven schools in the MVSD. These three counselors and three of the seven principals 

are still working in the district and were interviewed for this study. The researcher also 

interviewed two retired principals and the student services director. Findings from these 

original interviews revealed that an interview with the assistant superintendent of 

curriculum and one governing board member would be informative to this study. The 

additional interviews were conducted. 

Statement of the Problem 

Many educational innovations are introduced to schools; some innovations are 

successful, while others are quickly forgotten. While numerous factors affect the success 

of an innovation, principals are often seen as the gatekeepers for new programs entering 

the school (Fullan, 2001). This study will focus on the impact the principals' leadership 

styles, attitudes, and beliefs, and the district leadership, have on the implementation of an 

innovation. This study investigated what implementation steps must be taken to assure 

school wide acceptance of an innovation like CCBG to create systemic change. 

Persormel in one school district in the southwestern part of the United States were 

interviewed. 
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Diffusion theory (Rogers, 1995) provided the framework for investigating the 

dissemination, adoption, and maintenance of the CCBG innovation. Acceptance of a new 

idea requires careful plarming and communication among the members of the 

organization responsible for the implementation of the innovation. It is vital that leaders 

of a change iimovation believe in the change and possess a positive attitude toward 

change (Rogers, 1995). Leaders must also possess the skills to work with their public 

and to inspire them to work towards the attainment of a goal (Bennis, 1994). 

Purpose of the Study 

The purpose of this study is to examine the effect that the principals' leadership 

styles, attitudes, and beliefs, and school district leadership have on the successful 

implementation of a new innovation in elementary schools such as the CCBG program. 

The results of this study will provide data detailing the relationship between the 

implementation of an innovation such as a CCBG program, and support from elementary 

principals, district leadership and governing board members. School principals and 

counselors may find this information valuable when they are implementing other new 

irmovations. School counselors and principals at every level, elementary, middle, and 

high school, may find the data gathered in the interviews relevant to implementation of 

an innovation in their schools. Elementary principals from other districts and states may 

discover some ideas to use in the successful implementation of a similar school 

counseling programs. Superintendents, assistant superintendents, curriculum specialists, 

guidance directors, and school board members may discover the need for strong 



advocacy and support from the governing board and from district administration for 

successful implementation of a new innovation. 

19 

Research Questions 

The following research questions were examined in this study: 

1. What relationship exists between the principals' leadership styles, attitudes, 

and beliefs about diffusion and the diffusion of a program? 

2. How do the dynamics of the school district leadership influence the 

diffusion of a program? 

Significance of the Study 

Although high school counselors, first called vocational counselors, have been in 

the schools since the early 1900s, elementary school counselors are relatively new to the 

public school system. The first elementary counselors were introduced in the 1960s, and 

their growth has been slow (Gysbers & Henderson, 2002). This study will add to the 

limited body of knowledge related to the effect elementary school principals' leadership 

styles, attitudes, and beliefs, and school district administration have on the 

implementation of a new innovation. In addition, this study will provide strategies for 

educators who are generating principal support for the implementation of a new 

iimovation in their school. 

The CCBG program will be used as the innovation studied in this research paper. 

With the recent release of the American School Counseling Association National Model: 
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A Framework For School Counseling Programs (American School Counselor 

Association, 2003), there is an increased interest by districts and states to implement new 

elementary school counseling programs and expand existing ones. Research completed 

in this study will provide significant data to assist school counselors and principals in the 

process. 

This study will also add to the literature on diffusion and leadership in other 

curriculum areas. Results from this study could also be applied to work in other fields. 

The results will provide data detailing the relationship between the diffusion of an 

iimovation such as CCBG and principals' leadership style, attitudes, and beliefs. It will 

also discuss how the school district's leadership, with ongoing support from the 

governing board, contributes to the diffusion of an innovation. 

Assumptions 

The following assumptions related to this study are made; 

1. All counselors completing the study were employed in an elementary school 

counseling position in a southwest area of the United States. 

2. All principals interviewed directly supervised the school counseling program 

at the school sites used in this study. 

3. All school principals and counselors accurately reported their knowledge 

about the implementation of the CCBG program at their school. 

4. Questions asked of the principals and counselors represent ideas found in the 

literature review. 
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5. Former principals interviewed were employed at an elementary school when 

the first elementary counselors were hired in the district studied. 

6. The student services director, the school board member, and the assistant 

superintendent for curriculum were advocates for the CCBG program. 

Limitations 

The following limitations are related to this study: 

1. The study was limited to one school district and may have limited generalized 

applicability. 

2. Research was limited to elementary counselors and findings may not be 

applicable to middle and high school counselors. 

3. Program implementation varied at each elementary school due to the amount 

of knowledge the principals and counselors have related to diffusion of an 

innovation and the implementation of an irmovation. 

4. Interviews may be biased because of the responses subjects were willing to 

disclose during the interviews. As counselors and principals were interviewed 

by the researcher, they may have provided answers to make their program 

appear more successful. 

5. Schools varied in the way the CCBG program was originally implemented 

due to site-specific situations. 

6. Responses to the interview questions could be subject to the Hawthorne effect. 

Counselors and principals may have perceived empowerment because they 
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were selected to be part of this study. They may have given answers that 

would make the implementation of the CCBG program at their school appear 

more socially and professionally acceptable. 

Definition of Terms 

Adoption: Acceptance to implement a program in a school district or school; 

usually shows commitment from the governing board to initiate a program. 

Advocacy: Providing support for ideas, causes, or policies that promote and assist 

student academic, career, and personal/social needs. 

Agenda Setters: The managers in an organization who decide the potential for an 

irmovation; it is part of the initiation phase of implementation of an irmovation were data 

is gathered and decisions are made whether to adopt or not adopt the innovation (Rogers, 

1995). 

American School Counselor Association (ASCA): The national professional 

organization serving school counselors. ASCA is the author of the American School 

Counselor Association National Model: A Framework for School Counseling Programs 

(ASCA, 2003). 

Attitudes: Refers to someone's view, impression, slant, or reaction regarding a 

program or idea. Although personal, they have an impact on the implementation of an 

irmovation. 

Beliefs: What an individual feels to be true about students, families, principals, 

and teachers related to the educational process. They are personal and must be discussed 
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when implementing a systemic program in a school. Individual's beliefs drive their 

behaviors and actions (House & Martin, 1998). 

Change Agent. An individual who influences others in a direction that is 

supported by principals and school district governing boards. Upon adoption of the new 

idea, the change agent works to infuse the new idea into the present structure and move 

towards full implementation of the idea (Rogers, 1995). 

Competency Based Guidance (CBG): The name given to the development of the 

Arizona model for school counseling programs when it was first introduced to school 

counselors in the late 1980s. 

Comprehensive Competency Based Guidance (CCBG): The Arizona model since 

1990 and framework for the school guidance and coimseling programs is supported by 

the Arizona Department of Education. CCBG defines the school counselor's role. 

School counselors deliver CCBG programs for every student in the three domains of 

academic, career, and personal/social development. The CCBG program supports 

academic achievement, and is designed to meet the developmental needs of all students. 

Diffusion: A process that involves communication regarding an innovation, over 

time, among the members of the social system involved (Rogers, 1995). 

Dissemination: The process that change agents go through to inform school 

district leaders about new programs and to encourage adoption of the program 

(Rohrback, D'Onofrio, Backer, & Montgomery, 1996). 

Implementation: The method used to help teachers or counselors deliver a 

program following the original design. 
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Innovation'. A new idea or practice that an organization or group wants to adopt. 

Rate of Adoption: The amount of time it takes for an innovation to be adopted by 

the members of the group (Rogers, 1995). 

Systemic Change: When the entire system (district or school) is affected by a 

change. It is a comprehensive change program that is designed to integrate new ideas 

into the total school program in a coordinated and coherent fashion that will achieve 

educational outcomes (Senge, 1994). 

The Education Trust (2002): An independent, non-profit organization whose 

mission is to shape educational policy and bringing about educational change. They have 

advocated changing the role of school counselors from a mental health focus to an 

educational focus. 

Transactional Leadership: A style of leadership that is characterized by leaders 

and their followers engaging in a relationship of mutual dependence with both sides 

receiving recognition and rewards for their contributions (Bass, 1985; Bums, 1978). 

Transformational Leadership: A style of leadership that goes beyond the idea of 

exchange by producing relationships of mutual motivation with subordinates who 

produce real change and emerge as leaders (Beimis & Nanus, 1997). 

Organization of the Study 

Chapter 1 of this dissertation contains background information related to the 

study, the statement of the problem, and the purpose of the study. The research question, 

the significance of the study, assumption and limitations of the study, and key terms are 
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also in Chapter 1. A thorough review of the literature related to the following areas is 

included in Chapter 2: literature related to diffusion of innovation theory and systemic 

change, literature related to principal leadership theory, literature regarding principal 

involvement and support of innovations, and literature related to principal support of 

school counseling programs. Chapter 3 includes a brief history of guidance and 

counseling since 1900, along with the current status and future of comprehensive school 

guidance and counseling programs. Literature related to the state and district studied will 

also be reviewed. Design of the study and the method used to collect the data are 

discussed in Chapter 4 with the results and analysis of the data in this qualitative study 

discussed in Chapter 5. A summary of the results, a discussion of the findings, and 

implications for the field are found in Chapter 6. 
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CHAPTER 2 

REVIEW OF LITERATURE 

Introduction 

This study focused on strategies used when implementing program change using 

diffusion of innovation theory and systemic change. The review of literature focused on 

four areas. First, literature describing the diffiision of innovation theory was examined 

from the perspective of health and educational professionals. Background information 

regarding the diffusion of an innovation and several models of diffusion are presented. 

Systemic change literature was reviewed as it relates to changes in an educational setting. 

Second, literature related to leadership theory as it applies to schools was reviewed. This 

includes literature related to theory X and Y, situational leadership, transactional 

leadership, and transformational leadership. After that, literature regarding principal 

involvement and support of innovations was included, and finally, literature related to 

principal support of school counseling programs was reviewed. 

Diffiision of Innovation Theory 

Diffusion is the process used to communicate an idea, over time, through certain 

channels, to the members of the organization affected (Rogers, 1995). Through 

communication, the members share information and eventually come to agree or disagree 

on the new ideas. This theory helps to understand the social change process that occurs in 

the adoption of an innovation. In a diffiision model, new ideas are invented, discussed, 

adopted or rejected. Since the decision to adopt or reject the innovation is a process, it 
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takes time to see results. This model comes out of anthropology, sociology and 

agricultural extension and is over a hundred years old. Thus, the four elements of the 

diffusion of innovation theory are the innovation, the communication channels, time, and 

the social system (Rogers, 1995). 

Diffusion of Innovation and Implementation Components 

Acceptance of a new idea requires careful plaiming and communication among 

the members of the organization responsible for the implementation of the innovation 

(Rogers, 1995). Leaders of an innovation must examine culture, local environment, and 

individuals who will be affected by the iimovation. It is vital that leaders of an 

innovation believe in the change and possess a positive attitude toward change (Rogers, 

1995). Without the affirmation of the leader towards the change idea, followers will not 

be very supportive. Leaders must possess the skills to work with their public and inspire 

them to work towards the attainment of a goal (Beimis, 1994). 

Three Types of Knowledge 

Rogers (1995) discusses the significance of three types of knowledge adopters 

seek regarding a new innovation before making the decision to implement. The first type 

is "awareness-knowledge" which is information that an innovation exists. This includes 

how the innovation work, what is the innovation, where it is being used, and why it 

should be adopted? 
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Once an adopter has this information, he/she would be motivated to look at the 

next two types of information. "How to knowledge" is the second type of knowledge. It 

includes information that shows how to correctly use the innovation. When innovations 

become more complex, more "how to knowledge" is needed. When adopters do not have 

adequate "how to knowledge," it is likely they will reject the innovation. Research is 

limited in this area. 

The third type of information is "principles-knowledge." Included here is 

information dealing with the functioning principles fundamental to how the innovation 

works. This information is necessary to completely implement the innovation. When 

problems occur in implementation, innovators seek out "principles-knowledge" to find 

solutions (Rogers, 1995). 

Characteristics of an Innovation 

Characteristics of an innovation determine if an idea will be accepted quickly or if 

longer time will be required for adoption. The rate of adoption depends on how 

individuals perceive the following characteristics of an innovation. 

1. Relative advantage is the extent an innovation is clearly identifiable as 

better than the previous idea. When individuals know the advantage of an 

innovation, the rate of adoption is quicker. 

2. Compatibility is the extent the innovation is perceived as being consistent 

with existing programs and values. When an innovation is compatible with 

the potential adopter's program needs, adoption is earlier. 
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3. Complexity is the extent to which the new innovation is difficult or easy to 

understand and use. New ideas that are easy to use and understand are 

adopted faster than those that require additional training for the adopter. 

4. Trialability is the degree to which each new innovation can be pilot tested 

by the adopter. Innovations that allow the adopter to become familiar with 

smaller sections or pieces are adopted quicker. 

5. Observability is the degree others notice the outcomes of the innovation. 

Results that are easily recognized will contribute to more rapid adoption of 

an innovation (Rogers, 1995). 

When future adopters believe that iimovations have relative advantage, 

compatibility, trialability, observability, and less complexity, they are more inclined to 

adopt promptly. The length of time it takes for an idea to be implemented can be 

measured in days, months or years. Unfortunately many members of a group may not be 

ready for the action or implementation stage of an innovation at the same time. For 

example, although awareness knowledge was presented, Rogers (1995) indicates that as 

little as 10 to 15% of smokers were ready for the implementation or action stage to stop 

smoking during one of the national "Great Smoke Ouf celebrations. 

Factors Affecting Adoption of an Innovation 

Many innovations experience a variety of issues before they are adopted. Finding 

the ideal time to implement a school-based drug abuse prevention program was a key 

factor, according to research by Rohrbach, D'Onofrio, Backer, and Montgomery (1996). 
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They discuss the importance of implementing prevention programs when the faculty and 

staff are most interested. Key participants in the implementation process are: (1) The 

innovators who develop the program, (2) the change agents who mentor new adopters, 

and (3) the program providers who put the program into practice (Rohrbach et al., 1996). 

Findings in research conducted by Gingiss, Gottlieb and Brink (1994) indicate 

several major factors that influence implementation of a new program. They studied the 

implementation of a tobacco prevention education program and looked at how receptive 

the teachers were to the new program. By the second year of implementation, data 

indicated 63% of teachers who received a tobacco kit were not using it in their 

classrooms. When the program was initially adopted, maintenance of the program was 

linked to personal support from the staff teaching tobacco prevention education and to 

support from the school administration. Four scales in the study were identified as 

predictive of implementation and maintenance. They were: (1) How receptive the 

teacher was to tobacco prevention education, (2) if there was support in the school for 

teaching tobacco prevention education, (3) the personal involvement of the teacher in the 

program, and (4) the school's involvement with tobacco prevention. Gingiss et al. (1994) 

recommended two actions in the conclusion of the study. First, schools should provide 

professional development opportunities for the staff before new programs are started. 

Second, as a core group of teachers is selected to work with the new innovation, it is 

important to select teachers who will be supportive. 
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Categorization of Adopters 

Some of the work of Rogers (1995) and his co-workers over the last 30 years 

studied how innovations are spread through the members of the affected society. All 

members do not adopt and implement an innovation at the same time. Individual 

reactions to a new innovation may cause a favorable or unfavorable attitude leading to 

adoption or rejection. Some individuals will be early adopters and some will be later 

adopters. Rogers (1995) introduced five adopter categories as a method to classify 

adoption. "The innovativeness dimension, as measured by the time at which an 

individual adopts an innovation or innovations, is continuous. The innovativeness 

variable is partitioned into five adopter categories" (Rogers, 1995, p. 262). They are 

based on the time it takes an individual to adopt an innovation. See Figure 2.1. These 

categories are: 

1. Innovators - they tend to be venturesome and are very eager to try new 

ideas. They talk to others outside their peer group even though large 

distances may separate them geographically. Innovators easily cope with 

the high degree of uncertainty with the early adoption of the irmovation. 

2. Early adopters - they serve as role models, are respected by their peers, and 

have the greatest amoimt of opinion leadership in most social systems. 

Potential adopters seek out the early adopters to gain information and 

advice about the innovation. They help to decrease the uncertainty of a new 

idea by adopting it and then providing their evaluation and opinion to future 

adopters. 
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Early Majonty Innovators 
Late Majority 33% 3% of 

Population 33% 

Early Adopters 
13% 

Laggards 
16% 

Figure 2.1. Adopter categorization on the basis of innovativeness (Rogers, 1995, p. 262). 

3. Early majority adopters - they provide interconnectedness between the early 

adopters and the late majority adopters. Although they interact frequently 

with their peers, they seldom hold leadership positions. They adopt new 

ideas just before the average member of a social system. 

4. Late majority adopters - they are skeptical of a new irmovation and the 

pressure of their peers is necessary to motivate them to adopt the 

innovation. Their uncertainty must be removed before they feel it is safe to 

adopt. They do not adopt a new idea until most of the others in the social 

system have done so signaling that it is safe to now adopt. 



33 

5. Late adopters or laggards - they are traditionally the last ones in a social 

system to adopt the innovation. Unfortunately, they tend to be suspicious of 

innovations. Although the late adopters see their resistance of an 

innovation as rational, they slow down the adoption process (Rogers, 1995). 

Independent Variables Related to Organization Innovation 

Rogers (1995) discusses three independent variables that are related to the success 

of innovations: (1) leadership characteristics of the individual, (2) internal organizational 

structural characteristics and (3) external characteristics of the organization. Rogers 

(1995) believes that leaders of an innovation must examine culture, local environment, 

and individuals who will be affected by the innovation, and their belief systems. It is 

crucial that leaders of an iimovation possess a positive attitude toward change (Rogers, 

1995). Without the affirmation of the leader towards the change idea, followers will not 

be very supportive. Leaders must possess the skills to work with their public and inspire 

them to work towards the attainment of a goal (Bennis, 1994). 

There are five internal characteristics of organizational structure (Rogers, 1995) 

that affect the organizational innovativeness. First, centralization refers to whether a few 

individuals determine the power and control of an organization centrally or whether the 

range of control is more diverse. Innovations are more likely to be implemented at a 

faster rate when there is decentralization of power and control (Rogers, 1995). The 

second characteristic, complexity, refers to the level of knowledge and expertise the 

members of an organization have regarding the innovation. Organizations with more 
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complexity have a higher degree of implementation. Formalization is the third 

characteristic and it refers to how firm the organization is about members following rules 

and regulations. Higher formalization encourages the implementation of innovations. 

The fourth characteristic, interconnectiveness, refers to the degree the group is connected 

interpersonally. Rogers (1995) also believes that the more members are interconnected, 

the higher the level of implementation of an innovation. Organizational slack would be a 

positive variable if resources to support the innovation were available to the organization. 

The sixth internal characteristic of organizational structure is size. Usually, larger 

organizations have a better chance of getting innovations adopted than small 

organizations (Rogers, 1995). 

A variety of external characteristics of the organization also affect the 

organizational innovativeness. However, these characteristics are individual depending 

on the organization structure (Rogers, 1995). See Figure 2.2. 

Rogers (1995) studied research done in 25 hospitals trying to implement 12 

medical innovations in a Midwestern city. The unit of analysis was 300 irmovation-

decisions. One of the concluding findings was the importance of the hospital 

administrator who exerted considerable influence as the champion of the innovation. He 

concluded that a champion is needed to move the irmovation through the change process 

in a hospital. Without the continual influence of a champion, the innovation might fail. 

With new irmovations, there is always the risk of the anti-innovation leaders detracting 

from the routinization state of the irmovation process (Rogers, 1995). 
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Independent Variables Dependent Variable 

INDIVIDUAL (LEADER) CHARACTERISTICS v 
1. Attitude toward change (+) \ 

IINTERNAL CHARACTERISTICS OF 
ORGANIZATIONAL STRUCTURE 
1. Centralization (-) 
2. Complexity (+) 
3. Formalization (-) 
4. Interconnectedness (+) 
5. Organizational slack (+) 
6. Size (+) 

EXTERNAL CHARACTERISTICS 
OF THE ORGANIZATION 

Figure 2.2. Independent variables related to organizational innovativeness (Rogers, 
1995, p. 207). 

ORGANIZATIONAL 
INNOVATIVENESS 

A Model of Stages in the Innovation-Decision Process of an Individual 

In a diffusion model, new ideas are invented, discussed, and adopted or rejected 

(Rogers, 1995). The decision to adopt or reject the innovation is a process and thus takes 

time. During this process, individuals or organizations pass through the following five 

stages in the decision process. 

1. Knowledge stage: The decision maker is exposed to new information regarding 

the effective adoption of the innovation. 

2. Persuasion stage: The decision maker links the innovation to other programs, 

accepts the innovation, provides support and shows a positive image of the 

innovation. 
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3. Decision stage: The decision maker seeks out additional information and 

experiments with the new innovation. The iimovation is either adopted or 

rejected. 

4. Implementation stage: Action is taken to acquire additional information and to use 

the innovation on a regular basis. 

5. Confirmation stage: The decision maker recognizes the benefits of using the 

iimovation, integrates the innovation into one's ongoing routine and promotes the 

innovation to others. The innovation is maintained at this stage (Rogers, 1995). 

Figure 2.3 shows a picture of the five stages. 

Five Steps in the Innovation Process in Organizations 

Rogers (1995) identifies five steps in the irmovation process in organizations. 

The first two steps, agenda-setting and matching, are in the initiation sub process and the 

last three steps redefining, clarifying, and routinizing are in the implementation sub 

process. The earlier stages must be complete before the later stages of the innovation 

process can be undertaken (Rogers, 1995). Agenda setting, the first step in the initiation 

sub process, includes identifying and prioritizing needs and problems. It also includes 

searching the background for ways to meet the needs of the organization (Rogers, 1995). 

Agenda setting usually requires a period of time and is ongoing. The person in the 

agenda-setting role usually controls the power in an organization (Rogers, 1995). 



1. Adoption Continued 
Adopticm 

Later 
Adopticm 
Characteristics of the Perceived Characteristics 
Decisicm Making Ltait of the Innovation 

Discontinuance 
1. Socioeccsiomic 

Ccmtinued Rejection 
diaracteristics 

1. Relative advantage 2. Rejection 

2. Compatibility 
2. Pffscmality 3. Ccmiplexity 

variables 4. Trialability ^ 
3. Ccmimunication 5. Observability ^ 

Figure 2.3. A model of stages in the innovation-decision process of an individual (Rogers, 1995, p. 163). 

<1 
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Matching, the second step in the initiation sub process occurs when a problem is 

conceptually matched with an innovation to determine how well they fit. This plarming 

step requires the organization to predict possible problems that might be encountered 

during implementation (Rogers, 1995). 

Steps in the implementation sub process include: redefining or restructuring, 

clarifying, and routinizing. The third step in the innovation process, redefining or 

restructuring, occurs when the innovation is modified to fit the structure and needs of the 

organization. Some change is usually required both fi-om the innovation and from the 

organization. A redefining of the innovation is often necessary (Rogers, 1995). The 

fourth step in the innovation process, clarifying, occurs in an organization as the 

members become more knowledgeable about the innovation. This happens as they begin 

to understand how the innovation will work and how they will be affected. Rogers 

(1995) cautions that the clarifying step be approached slowly to achieve the best results. 

Change typically takes three to five years to fully implement (Fullan, 1993). Routinizing, 

the fifth step, in the innovation process occurs when the new idea has become a normal 

part of the organization and is no longer a separate initiative. When an innovation 

reaches the fifth state, it symbolizes the end of the innovation process for the 

organization. See Figure 2.4 for a complete chart of the Innovation Process in 

Organizations (Rogers, 1995). 



THE INNOVATION PROCESS 
IN AN ORGANIZATION 
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Decision 

1. INITIATION 2. IMPLEMENTATION 

Clarifying Routinizing Redefining/ 
Restructuring 

Matching Agenda 
Setting 

General Fitting a The innovation is The relationship The innovation 
organizational problem from modified and between the becomes an 
problems that the reinvented to fit the organization and ongoing element in 
may create a organization's organization and the innovation is the organization's 

perceived need agenda within organizational defined more activities and loses 
for an an innovation structures are altered clearly its identity 

innovation 

Figure 2.4. Five stages in the innovation process in an organization (Rogers, 1995, p. 
392). 

DeJong and Moeykens (1995) conducted interviews with coordinators of alcohol 

and drug prevention programs across the country, representing both small and large 

schools. The purpose of the study was to find out how the program could be 

institutionalized after federal funding ended. "Experts agreed that the best time to plan for 

program institutionalization is at the very beginning of the plarming process" (p. 1). New 

programs that survive have several common characteristics. First, collaboration within 

the school community creates a critical mass of support and builds linkages with faculty 

members by integrating program concepts into classroom curriculums. Second, strong 
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commitment and financial support from top school administrators is very important. The 

authors also reported that new programs have a better chance of surviving when top 

administrators, who advocate for the program, are committed to its institutionalization, 

and understand how the program can interface with every department in the school. 

DeJong and Moeykens (1995) list development of a long-term plan as the third 

characteristics to ensure program survival. A long-term plan is developed by conducting 

a needs assessment, assessing present programs successes and failures, and by identifying 

possible program collaborations both on and off campus. Tying the program objectives 

to the school's mission is the fourth characteristic. "If administrators are to care about 

the program and support its continuation, they must come to see alcohol and other drug 

prevention as an important way to further this mission" (p. 7). By showing a direct 

connection between academic success and the prevention program, administrators are 

more likely to see the connection with the schools' mission. 

A fifth characteristic for program survival is to network in the community. 

Collaboration with local officials, businesses, and agencies is a public statement of 

support for the program. With community support, the program is less likely to be 

eliminated (DeJong & Moeykens, 1995). Program accountability is the sixth 

characteristic for a program to survive. "The program will want to make evaluation a 

priority" (p. 10). The continuation of many programs today is based on an evaluation of 

what was accomplished. A public relations plan is identified as the seventh characteristic 

needed for a program to survive. Suggested public relations ideas include: developing a 

program name and logo to convey the program's mission; providing brochures. 
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newspaper columns, and newsletter to parents; providing regular reports to administrators 

to keep them informed; and providing opportunities for administrators to view the 

program. With strong program visibility and support, the program is less likely to be 

eliminated (DeJong & Moeykens, 1995). It is suggested that these seven steps be 

followed when institutionalizing an irmovation to assure long-term success. When the 

long term planning is not included from the beginning, failure is a strong possibility 

(DeJong & Moeykens, 1995). 

The recommendations from a study by Lieber and Citivas (1994) regarding the 

implementation of a conflict management program in an urban school district reflect on 

what worked and what did not work. These results can be applied to the implementation 

of any innovation. They are: 

1. Develop a shared language among faculty and staff that defines the program 

model, approaches and outcomes. 

2. Discuss desired outcomes of the program. 

3. Develop an assessment instrument. 

4. Provide professional development that includes the stages of readiness for 

differing school cultures. 

5. Provide financial support to sustain the change agents (Lieber & Civitas, 1994). 

Using a Bayesian Probability Model 

Bosworth, Gingiss, Potthoff, and Roberts-Gray (1998) developed a researched 

model to help schools access the likelihood that an innovation would be successfully 
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implemented. By using this model to study the innovation before it was implemented, 

they were able to save time and money. Using a Bayesian probability model, the experts 

developed a measurable definition of successful implementation by identifying eight 

factors with 40 questions that were relevant for predicting successful program 

implementation. Using the mathematical model, the researchers were able to predict the 

likelihood of an innovation being implemented in a school. The numerical score 

represented the probability of the innovation being successfully implemented, and school 

personnel could use this score to indicate the success of their implementation. In 

addition, the model could be used as a diagnostic tool to discover where the 

implementation would experience difficulty. Innovators using this model are able to 

improve their likelihood of success (Bosworth et al., 1998). 

Development of model criteria. Criteria that must be developed when creating a 

subjective Bayesian model include: (1) Defining what is meant by successful 

implementation, (2) establishing factors that predict successful implementation, (3) 

identifying the likelihood ratios for each factor in predicting the successful 

implementation of the idea, and (4) evaluating the reliability and validity of the model 

(Bosworth et al, 1998). 

Steps in the model development. A panel of experts was selected to work through 

the following ten-step process to develop the criteria listed previously. The 10 steps in 

this researched based process are: 



The selection of panel members included their knowledge of the 

implementation process, whether they were known change agents, and 

their background related to schools and health programs. 

In depth interviews with panelists were held to assess their definition of 

implementation success of school-centered health programs. In addition, 

they were asked to discuss other factors or experiences they felt were 

related to successful program implementation. 

Panelists developed a straw model that included all the factors generated 

from their interviews appearing more than one time. 

Panel members collaborated to define implementation success. 

A list of measurable and independent factors was identified as factors to 

include on the survey. 

Panel members identified key components of each factor, and they 

developed an operational definition. 

The panel of experts developed likelihood ratios by estimating the relative 

diagnostic value of each factor. 

Panel members made hypothetical estimates regarding the probability of 

successful implementation. 

About one month after the first meeting, panel members were asked to re-

rate the original hypothetical profiles. 

The internal validity of the model was tested (Bosworth et al., 1998). 
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As a result of the work completed by the panel of experts, the following factors and 

components of the model were developed and are displayed in Table 2.1 (Bosworth et al., 

1998). 

Bosworth et al. (1998) believe the planning for implementation is essential and 

must include "defining critical components of an innovation, establishing criteria for 

measuring success, and providing evaluation tools to measure" (p. 9). This model of 

implementation provided high internal and external validity. In addition, it highlighted 

the expertise of the panelists and demonstrated that this would be an effective 

implementation instrument to use in schools. The use of this model also demonstrated 

that it is an excellent tool for self-assessment and planning of program implementation 

(Bosworth et al., 1998). 

Systemic Change 

Senge (1994) believes that organizations work because of the way people think 

and the way people interact with one another. Changing how people think will also 

change out-dated policies and practices. Shared vision, shared understanding and a new 

capacity for coordinating action are created when people change how they interact. Senge 

(1994) describes five disciplines in learning organizations. 

1. Systems thinking - everyone connects and a change in any part affects all the 

other parts and the whole. 

2. Personal mastery - continually clarifying what is important. 

3. Mental models - recognizing the power of internal images in shaping practices. 
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Table 2.1 

Bayesian Probability Factors and Components (Bosworth et al., 1998) 

Factors Components 
Facilitation Planning 
process Training 

Coaching 
Mentoring 
Communicating 

Resources Materials 
Staff 
Funds 
Daily Time 
Implementation time frame 
Facilities 

School based Principal 
leadership Program leader 

Team structure & function 
Priority 

Implementers Professional preparation 
Commitment to health 
Implementation skills 
Enthusiasm 
Perception of role compatibility 
Perception of relative advantage 

External Turbulence 
environment Support 

Opposition 
Guidelines 
Bureaucracy 

Compatibility Priorities 
Structure 
Student needs 
Culture 
Past success 

External Community Support 
leadership Level of disruption outside the school 

Support for innovation through district, state. 
or federal policies 

Level of bureaucratic hurdles at the school 
Levels 

Innovation Complexity 
Characteristics Relative advantage 

Ease of use 
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4. Shared vision - tapping into educators' desire to be part of something important. 

5. Team learning - using dialogue to communicate with others (Senge, 1994). 

Leaders using the five disciplines (Senge, 1994) strengthen their learning 

organization and show powerful changes. As leaders take the time and effort to build 

learning organizations where their followers are provided growth opportunities, they are 

allowing their followers to develop their own personal mastery. Through this process, 

they also develop a new mental model that supports the school's vision and goals. 

"Organizations leam only through individuals who learn. Individual learning does not 

guarantee organizational learning. But without it, no organizational learning occurs" 

(Senge, 1994, p. 139). Wise leaders talk with their followers to ensure their needs are 

being met. When needs are ignored, the environment becomes stagnant and dies rather 

than growing and changing to become dynamic and vibrant (Combs, Miser, & Whitaker, 

1999). 

Summary 

The literature on diffusion of an innovation offered implementation models for 

individuals and for organizations. In addition, the literature described similar themes for 

successful implementation. First, an innovation must have a champion to move it along 

the implementation steps. Second, planning at the beginning of the implementation phase 

is critical. Then, the need for professional development for the implementers and for the 

receivers of the implementation was stressed. Strong leadership is needed to guide the 

innovation through the steps of implementation. By understanding a variety of leadership 
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theories, a leader will be able to use different strategies while working to effectively 

implement an innovation. In the leadership literature, several theories of leadership were 

reviewed. 

Leadership Theory 

Introduction 

School leaders in the 21st century must have a thorough understanding of the 

many school leadership roles required of administrators, and they must be able to guide 

their staff in positive directions (Kowalski, 2000). Successful leaders today must have 

vision, commitment, and trust to accomplish the multifaceted changes in schools. They 

must have the vision for the direction of the school, the commitment of the school staff, 

and the trust of the community to successfully implement change (Bolman & Deal, 

1997). In addition, they must be familiar with a variety of leadership styles and be able to 

apply these styles to the various situations encountered in a school as they strive to close 

the gap in academic achievement between groups of students (House & Hayes, 2002). 

Knowledge of various leadership styles enables leaders to be familiar with a 

variety of strategies to use as they guide their followers in the 21st century. "The work of 

educational leaders depends on relationships with faculty, staff, students, other 

administrators, parents, and community members" (Combs et al., 1999). As leaders work 

in their schools to make changes, they must understand how peoples' belief systems drive 

their personal and professional behaviors. Leaders must also understand how and why 
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people respond or resist change, and how as leaders they can affect organizational change 

through their followers (Combs et al., 1999). 

Theory X and Theory Y 

As a leader hopes to inspire his/her followers, Theory X and Y described by 

McGregor in 1957 (Hersey, Blanchard, & Johnson, 2001) provides some understanding 

of assumptions held by managers. "Ineffective managers tend to hold an interlocked set 

of assumptions that McGregor labeled Theory X" (Schein, 1992, p. 125). In theory X, 

the belief is that people are motivated primarily by basic needs. Theory X assumes; 

1. People inherently dislike work, and whenever possible will try to avoid it. 

2. Since people dislike work, they must be coerced, controlled, or threatened 

with punishment to achieve goals. 

3. People will avoid responsibilities and see formal direction whenever 

possible. 

4. Most people place security above all other factors associated with work 

and will display little ambition. (Shirbert et al., 2002, p. 28) 

In contrast to Theory X, effective managers held a different set of assumptions that 

McGregor labeled Theory Y (Schein, 1992, p. 125). Theory Y contends that people are 

motivated by higher order needs. Theory Y assumes: 

1. People can view work as an activity as natural as rest or play. 

2. People will exercise self-direction and self-control if they are committed 

to the objectives of the task. 
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3. The average person can learn to accept and even seek responsibility. 

4. The ability to make innovative decisions is widely dispersed through the 

general population and there is not just one person who can do the job. 

(Shirberg et al., 2002, p. 28) 

Leaders using these two theories would be aware that Theory X assumes that the 

employee is working in conflict with the leader while being solely motivated by job 

security. In contrast, Theory Y assumes that organizations can be built where the 

employee's needs and the employer's needs are similar and thus would produce positive 

results. 

Situational Leadership 

Effective leaders know how to guide their institution in adopting innovations. 

Principals using situational leadership (Hersey et al., 2001) will vary the leadership styles 

used to implement an innovation depending on the strengths of their staff. In a school 

setting, the quality of the interaction between the principal and the faculty is directly 

related to the principal's ability to meet the needs of the individual teachers and to 

provide specific direction to each teacher (Hersey & Blanchard, 1987). The authors also 

believe that teachers will treat their students in the same manner they have been treated 

by their principal. Thus, teachers are more likely to treat students as individuals if they 

are treated as individuals by the principal (Hersey & Blanchard, 1987). The authors 

define leadership as "working with and through people to accomplish a particular 

organizational goal" (p. 13). When special situations arise, leaders will try to decide how 
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to work with the situation. "According to Situational Leadership, there is no one best 

way to influence people. Which leadership style a person should use with individuals or 

groups depends on the readiness level of the people the leader is attempting to influence" 

(Hersey et al., 2001, p. 173). The leader helps the individual grow in readiness, as far as 

they are able and willing to go, by adjusting leadership behavior through the four styles 

on the leadership curve; telling, selling, participating, and delegating as described by 

Hersey et al. (2001). The leader will analyze a combination of task behavior and 

relationship behavior to decide the best leadership direction. As the individual matures 

and becomes more confident, they typically would move sequentially through the model 

of telling, selling, participating and delegating. As time progresses, a leader would 

generally expect the follower to grow in the ability to handle responsibilities, decision

making, and program implementation (Hersey et al., 2001). 

Implementation of an innovation using situational leadership is influenced by a 

variety of factors including leaders, followers, supervisors, key associates, organization, 

job demands, and decision time (Hersey et al., 2001). Leaders who are aware of these 

factors and knowledgeable of strategies to use with each factor will achieve success 

working with their followers to implement an irmovation. 

Transactional Leadership 

Transactional leadership is characterized by leaders and their followers engaging 

in a relationship of mutual dependence with both sides receiving recognition and rewards 

for their contributions (Bass, 1985; Bums, 1978). In transactional leadership, the leader 
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helps followers achieve their goals because it is in their best interest (Shriberg et al., 

2002). "Reinforcement takes the form of a leader's promise and rewards or threats and 

disciplinary action; reinforcing behavior is contingent on the follower's performance. In 

other words, transactional leaders give followers things they want in exchange for things 

leaders wanf (Hoy & Miskel, 2001, p. 414). Leaders integrate the expectations of the 

organization with the personal needs of the people who work in that organization. 

Transactional leadership becomes the basis of a leadership system that is continued 

between the leader and the followers. For example, followers come to trust the leader, 

over time, when the leader stands by decisions made. Thus transactional leadership 

becomes a foundation for another type of leadership called transformational leadership 

which is discussed in the next section. 

Covey (1991) discusses the following characteristics of transactional leadership. 

First, it builds on man's need to get a job done and to be self-supporting. Second, the 

transactional leader is preoccupied with power, position, politics, and rewards. Third, the 

transactional leader takes one day at a time, and fourth, this leader follows and fulfills job 

expectations by working effectively within the current systems. 

According to Bass (1990), transactional leadership can lead to mediocrity 

especially when the leader relies on passive management-by-exception (intervening only 

when standards are not being met). However, when the leader provides rewards that are 

valued by their followers, a workable leadership style may occur. Bass (1990) provides 

examples from corporations that focused on satisfying the self-interest of those who do 
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good work. The transactional leader gets things done by making and fulfilling promises 

of recognition, and by providing pay increases and advancement for employees. 

Transformational Leadership 

In contrast to transactional leadership, transformational leadership goes beyond 

the idea of exchange with two primary premises. First, it is relational, and second, it 

deals with producing real change. Effective transformational leaders will develop a 

relationship with their followers to establish a common goal and then work toward the 

achievement of that goal. In addition, the transformational leader enables followers to 

feel a sense of accomplishment (Shirberg et al., 2002). Transformational leaders have a 

personal vision that usually reflects their values and beliefs. This vision is the underlying 

force that enables the leader to inspire colleagues and followers to share the vision and to 

work towards its implementation for the benefit of the group (Hoy & Miskel, 2001). 

"Transformational leadership achieves significant change that reflects the 

community of interests of both leaders and followers; indeed, it frees up and pools the 

collective energies in pursuit of a common goal" (Bermis & Nanus, 1997, p. 202). 

Transformational leaders advance their motives and goals, and guide their supporters to 

follow the organization's vision. Transformational leaders identify subordinates' needs 

and wants and explain how these will be fulfilled (Bennis & Nanus, 1997). The authors 

affirm four generalizations regarding transformational leadership. 

1. Transformational leadership is collective. There is a continual interplay between 

the followers' needs and wants and the leaders' ability to recognize them. 
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2. Transformational leadership is causative. It can empower future leaders to create 

and invent opportunities for leadership. 

3. Transformational leadership is purposeful and elevating. Leaders can use their 

talents to pursue a vision based on the mission of the school or district. 

4. Transformational leadership can move followers to a higher degree of 

consciousness. Leaders may pursue leadership in fields related to their interests 

(Bennis & Nanus, 1997). 

Sergiovanni (1992) raises the question of how values play into the administrator's 

role in determining leadership practices. Sergiovarmi (1992) believes that creating a 

leadership practice that includes purpose, values and beliefs will transform an 

organization into a learning community. For example, when the teachers, staff and 

community have studied, understand and accept a new innovation or program, they will 

see how it affects and connects the entire school through systemic change (Gysbers, 

Lapan, & Blair, 1999). 

Leithwood (1994) conducted a four-year study of schools assessing the effects of 

transformational leadership in three areas. First, why transformational leadership should 

be considered in schools today? Second, what methods are used to frame 

transformational leadership in schools, and third, how does this leadership look in schools 

today? Findings in the study concluded that transformational leaders positively affect 

schools more than transactional leaders do. A deeper sense of problem-solving expertise 

was observed in transformational leaders who made deliberate use of systematic 

problem-solving process. In addition, these leaders collected extensive data related to a 
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problem. Leithwood (1994) notes that this evidence is consistent with Bum's (1978) 

claim that leaders are driven by a set of end values. 

Jantzi and Leithwood (1996) studied teachers' perceptions of how 

transformational school leadership contributes to valued organizational outcomes. 

Findings confirmed that transformational leadership was the most effective style for 

school principals to use in education reform efforts. They comment: 

Transformational forms of leadership are well suited to such challenges because 

of their potential for building high levels of commitment to the complex and 

uncertain nature of the restructuring agenda and for fostering growth in the 

capacities that school staffs must develop to respond productively to this agenda. 

(Janzi & Leithwood, 1996, p. 513) 

Six dimensions of leadership practice or behavior are introduced by Jantzi and Leithwood 

(1996) that embrace these concepts in the leadership role. They are: 

• Identifying and articulating a vision refers to how the leader develops and 

articulates their vision to the staff and leadership team. 

• Providing an appropriate model refers to the role the leader espouses and sets as 

an example for the leadership team regarding values established. 

• Fostering the acceptance of group goals refers to the leaders behavior promoting 

cooperation among staff members and drawing them together to work towards 

common goals. 

• Providing individualized support refers to the leaders respect and concern for staff 

members regarding their personal needs and feelings. 
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• Intellectual stimulation refers to the way the leader challenges and stimulates the 

staff to reexamine and rethink some of their assumptions about their work and 

how it can be performed. 

• High performance expectation refers to the leaders anticipation for quality, 

excellence and high performance from all staff members (Janzi & Leithwood, 

1996). 

Three important implications arose from the results of this study. First, the most 

powerful leadership strategy for positively influencing work is for the teacher to be 

recognized for his/her good work. Second, principals should not be moved from school 

to school every two or three years. This movement eliminates the potentially powerful 

contribution a principal can have with the faculty over a longer period of tenure. Third, 

the gender of the leader and of the follower is important. The sample of teachers in this 

study rated women leaders higher than men. In addition, more women leaders in this 

study were found in elementary schools with a high number of female teachers. 

Implications in this study indicated that additional research was needed to explore the 

concepts of gender and leadership. Using these six dimensions of transformational 

leadership in a school that is implementing a new irmovation will enable a principal to 

make systemic changes in an effective marmer (Janzi & Leithwood, 1996). 

Jason (2000) presented a study exploring how transformational leadership used by 

a principal would be beneficial in developing effective multicultural education. This 

would include the leader promoting the attitude of caring and providing for equity that is 

driven by the continual need to promote, seek, and support improvement in the 
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organization. Conclusions indicated that when principals use transformational leadership 

behaviors with a diverse faculty in a multicultural setting, they experience success. An 

indication of this is when all students grow as individuals and are respected for their 

accomplishments. In addition, principals who continue to be aware of cultural values, 

norms, and beliefs will be seen in a role that unifies a school culture (2000). 

Many of the theorists today believe that a leader needs a blend of both 

transactional and transformational leadership skills to be successful. Leaders do not use 

only one philosophy, but they use a blend of leadership traits. "Transformational 

leadership does not replace transactional leadership but does augment or expand its effect 

on follower motivation, satisfaction, and performance" (Hoy & Miskel, 2001, p. 414). 

Often, transactional leadership is the basis for transformational leadership and is 

indicated by the level of trust that is established by the subordinate. A study of Maslow's 

(1954) hierarchy of needs indicates that productivity increases as needs are met (Bass, 

1990). 

Dijferences Between Leaders and Managers 

Leaders must achieve a balance between the qualities of a leader and the 

characteristics of a manager as they work with followers. Bennis (1991) describes the 

difference between the actions of the manager and the leader. 

1. The manager administers; the leader innovates. 

2. The manager is a copy; the leader is an original. 

3. The manager maintains; the leader develops. 
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4. The manager focuses on systems and structure; the leader focuses on 

people. 

5. The manager relies on control; the leader inspires trust. 

6. The manager has a short-range view; the leader has a long-range 

perspective. 

7. The manager asks how and when; the leader asks what and why. 

8. The manager has his eye always on the bottom line; the leader has his eye 

on the horizon. 

9. The manager imitates; the leader originates. 

10. The manager accepts the status quo; the leader challenges it. 

11. The manager is the classic good soldier; the leader is his own person. 

12. The manager does things right; the leader does the right thing, (p. 45) 

These 12 qualities of the manager and leader are essential elements for effective 

leadership. The effective leader uses a balance of all of these qualities in his/her work 

with followers. 

Summary 

School principals who understand a variety of leadership styles and strategies are 

likely to be better able to guide their staff in the diffusion of new innovations. Successful 

implementation of innovations requires the leadership and support of school principals 

who play a key role in the routinization of an implementation. When principals are 

familiar with and knowledgeable about a number of leadership theories, they tend to be 
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more likely to develop a successful working relationship with staff, community, and 

students. When the fit between leaders and followers is good, the organization and 

individuals will benefit. Therefore, leaders who develop a number of strategies to work 

effectively in the human resources frame continue to focus their lens to create a clearer 

picture of staff relations (Bolman & Deal, 1997). 

Principals Support Diffusion of an Innovation 

Principals play a key role in the support of the diffusion of an innovation. By 

using their experience and knowledge as leaders, they guide their staff through the 

process. Senge's (1990) research looked at the influence of a leader to diffuse an 

innovation. He found innovations that are not successful usually do not have clear 

guidelines and do not have someone who is guiding the implementation. However, with a 

dedicated individual who has a strong, clear vision and directions, the vision can be 

actualized. Principals must lead an innovation to ensure success. Some of the strategies 

principals use to help their staff become knowledgeable and supportive of the iimovation 

are providing professional development, modeling the change strategies, and being 

involved in all aspects of the diffusion process (Szabo, 2002). 

Principals Support Professional Development 

The role of a principal as a transformational leader is to empower leadership 

capacity within the staff and to build a basis of support for a common goal. 

Transformational leaders recognize that the staff will work towards school improvement 
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when they are provided the tools to use tJirough personal and professional development. 

DuFour and Eaker (1992) comment that professional development is the foundation for 

assuring that an initiative will be successful in a school. In order for schools to improve, 

the staff must participate in on-going professional development. 

In a study completed at the University of Alberta in Canada, researchers studied 

why the University was having difficulty implementing instructional technology 

programs. One of the findings indicated that unless teachers receive knowledge about the 

many programs available on the computer, they would not properly use the computers or 

be able to teach others. In addition, they need technical assistance in how to use the 

machines and the new programs. When these researchers studied the business literature, 

they found similar results (Szabo, 2002). This research is important for principals to look 

at as they implement a new innovation. They can use the information about the 

importance of providing adequate professional development and technical assistance for 

any new program to ensure that new programs are fiilly implemented. Research also 

indicates that when there is a source to answer questions, it is more likely that new 

programs will be implemented. 

In Leadership for the Schoolhouse, Sergio vanni (1996) discusses work done by 

Lieberman and Miller (1986) regarding professional development strategies. He 

indicates that the most promising professional development strategies for school 

improvement emphasizes the teacher, the classroom, and the patterns of interaction 

between principals and teachers. Some strategies are: 

1. Providing time to leam. 
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2. Starting where people are, not where you are going. 

3. Using knowledge as a way of helping people grow rather than pointing up 

their deficits. 

4. Sharing leadership functions as a team, so that people can provide 

complementary skills and get experience in role taking. 

5. Understanding that content and process are both essential, that you cannot 

have one without the other. 

6. Building collaboration and cooperation, involving the provisions for 

people to do things together, talking together, sharing concerns 

7. Working with people rather than working on people 

8. Understanding that there are unique cultural differences in each school and 

how these affect development efforts. (Sergiovanni, 1996, pp. 148-149) 

The importance of principal support for the professional development of the staff 

is vital to diffuse a new iimovation. It must be remembered that the creation of a new 

system is very difficult, but strong principal support for the staff s professional 

development will create a successful implementation (Szabo, 2002). 

Principals Support Change Process 

Sergiovarmi (1992) discussed the important role the principal has in creating a 

school culture that promotes a stable and nurturing learning environment. School culture 

includes the beliefs, values, and norms that are commonly held by teachers, students, 

principals, counselors, and parents. The most effective change in school culture happens 
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when the principal models the values and beliefs, which are then interpreted by others as 

being important (Stolp, 1996). A shared vision that allows school cultures to collaborate 

is most effective (Fullan, 1993). 

Fullan (2001) studied the restructuring of the San Diego School System to focus 

on instruction. The leadership of the superintendent had a major effect on the success of 

this structural change. Relationships are key in this district because every decision made 

carefully considered how relationships would be affected. Fullan (2001) emphasized the 

need for leaders to demonstrate support by showing understanding and respect and by 

drawing on human relationships with all constituencies both inside and outside of the 

organization. Although all of this requires much time from the leader, the end results 

were positive (Fullan, 2001). 

The change process in a school achieves a higher level of success when the 

principal is able to (1) create a common vision for the school, (2) create value related 

opportunities, and (3) make teachers feel strong and powerful (Carlson, 1996). When 

leaders have instilled these three behaviors in their staff, Carlson believes there is more 

trust, leaders and followers are working in the same direction, followers believe in the 

leaders mission, followers are dedicated to the leader, and the followers work is 

enhanced. 

Principals Support Diffusion of Programs 

Rohrbach, Graham, and Hansen (1993) studied the predictors of school-based 

substance abuse prevention program implementation. They studied 60 school teachers, 25 
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school principals, and 1,147 fifth grade students in a Los Angeles area school district. 

They discovered that the principal's involvement and encouragement communicated the 

importance of the program. In this study, districts were randomly assigned to a brief or 

an intense training and schools were randomly assigned to a principal-intervention or a 

no-principal intervention condition. Some evidence indicated that when teachers 

received coaching from experienced implementers during the initial attempts at 

implementation, program integrity increased. In addition, ongoing training provided 

teachers with the opportunity to exchange ideas to improve the substance abuse 

prevention program. Interestingly when principals were more involved in the program 

implementation, teachers felt program implementation was a high priority. Long-term 

maintenance of the program was sustained by policies mandating substance abuse 

prevention program implementation and maintenance of prevention curriculum and 

development of evaluation criteria (Rohrbach et al., 1993). A hypothesis can be made 

that when a school district is implementing a new innovation, these same findings from 

the study would apply. 

Sergiovarmi (1992) suggests that the principal's role to implement cultural change 

in a school, such as the implementation of a new program, is to develop shared visions 

that are rooted in history, values, and beliefs. When implementing cultural change in a 

school such as the implementation of a new program, Sergiovanni suggests the principal 

provide professional development to create a shared vision rooted in history, value and 

beliefs of the school (1992). Findings by Stolp (1996) indicate the implementation of 
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achievement. 
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Summary 

Strong support from the principal is a key role in the support of the diffusion of an 

innovation. Leaders can use a variety of strategies as they guide their staff through the 

change process. Diffusion of information is provided through continual professional 

development for the staff As they learn to implement the innovation, staff becomes 

knowledgeable and supportive of the innovation. Continual support from the principal is 

seen as he/she models the change strategies, and is involved in all aspects of the diffusion 

process. Specific examples of principals supporting the school-counseling program 

follow in the next literature review section. 

Principal Support of School Counseling Programs 

A comprehensive school-counseling program called CCBG is the innovation that 

was studied in this dissertation. Although school counselors have been active in schools 

since the early 1900s, a comprehensive school-counseling model has been lacking. 

School counseling programs vary from state to state and from district to district. In fact, 

the name also varies. Some states use Comprehensive Guidance and Counseling 

Program (CGCP), and some say Developmental Guidance and Counseling Program 

(DGCP). The state and district used in this dissertation have been using the term 

Comprehensive Competency Based Guidance (CCBG) since 1990 (Arizona Department 
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of Education, 1990). The American School Counseling Association now refers to the 

profession as School Counseling and has dropped the term, "guidance" (ASCA, 2003; 

Campbell & Dahir, 1998). 

During the last 30 years, leaders in the field have been working individually to 

promote several school-counseling models (Gysbers & Henderson, 2000; Johnson & 

Johnson, 1991; Myrick, 1997). School counselors, school counseling educators, state 

guidance coordinators, school district guidance coordinators, and representatives from 

The Education Trust recently collaborated with the leadership of the American School 

Counselor Association (ASCA) to develop a framework for school counseling programs 

(ASCA, 2003). ASCA is the national professional association for school counselors with 

a mission to ensure excellence in school counseling in order to enhance the development 

of all students, and The Education Trust (2002) is an independent, non-profit organization 

whose mission is to shape educational policy and bringing about educational change. 

Three summits were held to define and review the contents of the ASCA Model (2003). 

The recent release of the American School Counselor Association National 

Model: A Framework for School Counseling Programs (ASCA, 2003) is expected to be 

the catalyst to bring the school counseling profession together with "One Vision and One 

Voice" (ASCA, 2003; Bowers, Hatch, & Schwallie-Giddis, 2001). One of the participants 

at the ASCA National Model Summit, Dr. Robert Myrick, comments in the introduction 

to the model, "The ASCA National Model... can be used to confirm best practices or to 

spark changes and improvements. It is a bold step that is timely and needed. It is the 

necessary next step in the profession's distinguished history" (ASCA, 2003, p .6). 
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Principal and Counselor Collaboration in Program Diffusion 

Many articles have been written about the collaboration between counselors and 

principals once the school-counseling program is in place. However school-counseling 

literature discussing the relationship of the counselor and the principal in the diffusion of 

information to implement a school-counseling program is sparse. Therefore, this study 

on principal leadership will provide more empirically based information for making these 

claims or for refuting them. Although there is a small amount of literature on the 

principal role in regards to the diffusion of a counseling program, many people advising 

implementing know the significance of the principal. Consequently, this study will be 

informative in the future regarding the role the school principal plays in the 

implementation of school counseling programs. 

A thorough literature search produced two articles where research was conducted 

regarding this relationship. Sink and Yillik-Dormer (2001) conducted one of the studies. 

It included 1,033 counselors in eight states in three regions of the United States who had 

implemented some type of Comprehensive Guidance and Counseling Program (CGCP). 

According to the authors, this study was done because, "unlike what exists for teachers, 

there are no valid measures available to sample school counselors' CGCP concerns and 

perceptions" (Sink & Yillik-Dormer, 2001, p. 279). The question regarding 

implementation was one of six questions addressed in the study. There were two 

conclusions related to program implementation. First, school counseling leaders and 

school administrators need to work together to eliminate non-guidance activities that do 

not promote the implementation of a developmental school counseling program. Second, 
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school counseling leaders and school administrators must provide additional in-services 

regarding the developmental school-counseling program. 

The second study was conducted by Lehr and Sumarah (2002) in Canada. They 

included 72 elementary, middle and high school counselors who had been implementing 

a Comprehensive Guidance and Counseling Program (CGCP) in their particular schools 

over an average of eight years. Phase 1 consisted of a 21-question survey to determine 

how the counselors felt about the implementation and delivery of the CGCP. Phase 2 

consisted of a seven point Likert scale addressing satisfaction of the CGCP program. 

This phase involved in depth interviews with eight counselors. Results indicate that the 

successful diffiision of the CGCP was directly tied to: 

1. Principal involvement in the initial professional development, 

implementation and delivery of the CGCP 

2. Teacher input and support 

3. Strong support from the coordinator of student services 

4. Parent support (Lehr & Sumarah, 2002). 

In the implementation section of the American School Counselor Association 

National Model: A Framework for School Counseling Programs (ASCA, 2003), several 

reasons for strong administrative support are mentioned. First, when there is not 

administrative support for a school counseling programs, it may strive, but it will not 

thrive. Second, principals and counselors working together can create systemic change 

that will affect student achievement. Third, principals are the school leader who 
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supportive principal is one of the school counseling program's best advocacy tools. 
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Principal and Counselor Creating Systemic Change 

In school districts where the administration, governing board and staff are 

supportive of a new counseling program, systemic change occurs. Implementation of a 

new idea can take days, months, or years to be fully implemented (Rogers, 1995). 

Henderson (1997) discusses the systematic change in school-counseling programs that 

have occurred in a school district in Texas since the early 1980s. In 17 years, the 

program has become routinized and has grown to include all students through the 

comprehensive school-counseling program. There were three suggestions to replicate 

this change in other districts. First, a counselor with strong leadership skills either at the 

school site or district level must be the "keeper of the vision" (p. 180). Second, include 

counselors, students, administrators, and parents on the advisory committee from the 

early planning stages of implementation. Third, move slowly and do things right. 

A system-wide change in the school counseling programs in a South Carolina 

school district started in 1992. The success of this systemic change is attributed to six 

principles (Miles, 1997). First, obtain support from district administration, governing 

board members and program directors. Second, build support for the program with 

strong advocates and include counselors, teachers, principals, parents, students and 

community members. Third, develop a strong public relations campaign and a system for 

accountability. Fourth, talk with other school districts to find out how their programs 



68 

work. Fifth, do not move too fast, change takes time. Sixth, continue to have hope. The 

systemic change in this district included a timeline for each step of the change process 

(Miles, 1997). 

Principal Commitment to Developmental Counseling Program 

According to the ASCA National Model: A Framework for School Counseling 

Programs (ASCA, 2003), support from principals is necessary to ensure successful 

implementation of the school-counseling program for several reasons. They are: 

• Principals and the school counseling staff must understand how the school 

counseling department mission and the school mission link together to support 

student achievement. 

• Principal support is necessary for the school counseling programs to flourish. 

• Principals are the best counseling advocates. 

• Principals and school counselors working together to improve school 

counseling programs create systemic change. 

• Principals and school counselors teaming provides support for every student, 

including those who are under-served (ASCA, 2003). 

This idea is supported by Lehr and Sumarah (2002) research in Canada which 

reported that leadership and commitment are key components to successful 

CGCP implementation. 

Research conducted by Lapan, Gysbers, and Sun (1997) studied the impact of 

more fully implemented guidance programs on the school experiences of high school 
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students in the state of Missouri. Data was collected from 22,964 students attending 236 

Missouri high schools. Schools with more fully implemented model guidance programs 

had students who were more likely to report that (a) they had earned higher grades, (b) 

their education was better preparing them for their future, (c) their school made more 

career and college information available to them, and (d) their school had a more 

positive climate (Lapan et al., 1997). 

Support from school principals is vital for implementation of a school counseling 

program. With this support, counselors are viewed as a vital link in the education of all 

students, not just as an ancillary service. 

Principal and Counselor Are a Team 

Implementation of a CCBG school-counseling program enables the principal and 

counselor to work together to help all students reach their potential. The CCBG program 

is the vehicle to bring the principals and counselors together as leaders to develop new 

attitudes about how the school counselor can positively affect school climate, school 

mission and the students' abilities to achieve academic success (Stone & Clark, 2001). 

Ponec and Brock (2000) completed a qualitative study focusing on the working 

relationships between elementary school counselors and principals in four schools, with 

five counselors and six principals. Questions focused on this relationship and the role of 

a school counselor who is delivering a CCBG program. Results from the study indicated 

that the counselor and principal relationship was a significant factor in the successful 

implementation of a CCBG program. "Counselors and principals who, together. 
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established frequent communication procedures and create mutual trust were viewed as 

valued, integrative teams in the implementation of effective guidance and counseling 

programs focused on student achievement and well-being in their schools" (Ponec & 

Brock, 2000, p. 20). Research in this study indicated that without principal support, the 

implementation of a CCBG program could be disastrous. In addition, a clear definition 

and understanding of the counselor's role in a CCBG program is critical. Trust and 

frequent communication opportunities must be present between the principal and 

counselor. Strong working relations are established as the principal and school counselor 

work together and have open communication. 

Wesley (2001) is a principal who works in a close relationship with the 

counselors at his school. He believes that the relationship between the counselor and 

administrator can either help or hinder the school's ability to meet the requirements of its 

students. He comments: "Counselors and administrators cannot operate separately 

anymore" (Wesley, 2001, p. 60). A partnership between the two professionals is 

essential. He continues: "Principals need and expect counselors to sense what we really 

need to know. What administrators do not always sense is that counselors will be better 

able to do their jobs if we reciprocate" (p. 61). Data from a study by Lehr and Sumarah 

(2002) indicates principal and counselor collaboration is a key ingredient to success. 

These results support research conducted by Gysbers et al. (1999). 
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Principal Promotes School Counseling Program Development 

School principals can be overwhelmed with all the new trainings, programs, and 

initiatives in the 21^' century. DuFour (2000) suggests that principals have a guiding 

context for new ideas to increase sustainability of school programs. To ensure that the 

school counseling program become routinized in states, districts, and schools, it is 

important that counselors attend professional development activities to maintain and 

improve their school counseling programs (Fullan, 2001). Several states now offer 

counselor academies during the school year and in the summer for counselors to come 

together and learn more about program development. The state of Arizona has held the 

Arizona Counselor Academy (ACA) since 1990. Many counselors return frequently to 

refine their CCBG program through the yearly professional development (Johnson & 

Ammon, 1994). After the AC A had been held five years. Bloom (1996) collected data 

from Arizona counselors regarding changes they made in their counseling program since 

the Arizona developmental counseling model called CCBG was implemented at their 

schools. One of the major findings indicated CCBG programs that are supported by 

principals are able to continue for many years and become routinized (Bloom, 1996). 

Successful CCBG program results reported in 1994 by counselors who attended the 

Arizona Counselors Academy were; 

• After the counselors presented their CCBG program to the principal for two 

years, the principal hired additional counselors. 
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• When the principal saw the number of students who were benefiting from a 

CCBG program, the principal developed a Career Center for the school to 

provide additional resources for the students. 

• As a result of a CCBG program, counselors at one school reported the 

principal eliminated the non-guidance duties. 

• Counselors reported that administrators were more knowledgeable about what 

counselors do. 

• When parents learned about the CCBG program, both counselors and 

principals received praise for their efforts on behalf of all students (Bloom, 

1996). 

Hatch (2001) suggests that counselors approach their principals professionally 

when they are asking for time off during the school day to attend a professional 

development conference. Sharing information with the principal on how this conference 

will enhance the school counseling program would likely help the principal understand 

why training is important. Showing the principal how the training cormects to the 

school's mission, curriculum development, standards-based education, study skills or 

other school related topics will be a win-win for everyone (Hatch, 2001). 

Summary 

Principal leadership is extremely important in the successful diffusion and 

eventually routinizing of a school-counseling program. Research indicated that 

counselors did less non-guidance activities when the principal was more knowledgeable 
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about a developmental school counseling program. Strong support for the diffusion of 

school counseling programs was indicated when there was teaming and collaboration 

between the counselor and the principal. When counselors shared student results with the 

principals, they became advocates to increase the number of school counselors. 

The review of literature supports the importance of strong leadership when a new 

innovation is diffused. In a school system, the site principal has the responsibility for 

program diffusion. Several different models of program diffusion and theories of 

leadership were reviewed. Literature highlighting these theories was studied including 

systemic change. Rogers (1995) comments that it is vital for leaders of a change 

innovation to believe in the change and to possess a positive attitude toward change. 

Followers tend to be less supportive if they become aware that the leader does not believe 

in the change. 
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SCHOOL GUIDANCE AND COUNSELING PROGRAMS 1900-2003 

Introduction 

This section first traces the history of school counseling programs and explores 

future expectations of the school counseling programs in the 21®' century. Then literature 

related to the counselor principal relationship is reviewed; the literature related to a 14-

year professional development academy for school counselors in Arizona is reviewed; 

and the literature related to the history of elementary counselors in the district studied in 

this dissertation is reviewed. 

Literature from the past, present and future of school guidance and counseling 

programs indicates there is a proud past and a bright fixture for school counseling 

program implementation. Dr. Norman Gysbers, credited with being the most influential 

person in the past 30 years (Whiston, 2002), has brought national focus on school 

counseling programs that are comprehensive and developmental. 

History of School Guidance and Counseling Programs 

School coimseling has gone through a century of change. "School counseling has 

been seen to have different types of relevance to schools depending on the needs of the 

nation in different historical periods" (Herr, 2001, p. 239). In the early 1900s, counselors 

dealt with the social and vocational issues of students in addition to their personal and 

educational issues (Gysbers & Henderson, 2001). As early as the 1920s there are 
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references to indicate the need for principals to understand the counselor's role and the 

need for supervision from the school district's central office (Herr, 2001). The clinical 

model of school counseling has had a long history and continued through the 1940s and 

into the 1950s to deal with the large number of personal and home problems of students. 

During the 1940s and 1950s, school counselors were part of Pupil Personnel Services, 

which also included social workers, nurses and school psychologists. When counselors 

were grouped with these services, they were seen in the eyes of many people as ancillary-

support service placing them mainly in remedial-reactive roles rather than being seen in 

the mainstream of education. This placement also made it easy to give counselors 

administrative and clerical duties as they were seen as "service to somebody" (Gysbers & 

Henderson, 2001, p. 248). 

During 1958, a major legislative change affected school counselors. The 

National Defense Education Act of 1958 emphasized that counselors should work with 

gifted math and science students to encourage them to continue their education after high 

school. Consequently, secondary counselors were added to meet the demands of this act 

and additional counselors were added around the country. About the same time, Wrerm 

(1962) encouraged counselors to adopt a developmental, prevention focused program for 

all students. Then in the early 1970s, leaders in the school-counseling field introduced 

the idea of comprehensive based guidance programs and elementary counselors (Gysbers 

& Henderson, 2001). During the next 25 years, counseling leaders continued to improve 

the comprehensive based guidance model. Research done by Sink and McDonald (1998) 

indicates that comprehensive guidance and counseling programs are being used in the 
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majority of the states as the major way to organize and manage guidance and counseling 

programs. 

Present Status of School Guidance and Counseling Programs 

The American School Counselor Association (ASCA) developed the American 

School Counselor Association National Model: A Framework for School Counseling 

Programs (ASCA, 2003). School counselors, schools counseling educators, state guidance 

coordinators, school district guidance coordinators, and representatives from the 

Education Trust recently collaborated v^th the leadership of the American School 

Counselor Association to develop a framework for school counseling programs (ASCA, 

2003). Three summits were held to establish priorities and to consider input from school 

counselors and committee members. The recent release of the American School 

Counselor Association National Model: A Framework for School Counseling Programs 

(ASCA, 2003) is expected to be the catalyst to bring the school counseling profession 

together (ASCA, 2003; Bowers, Hatch, Schwallie-Giddis, 2001). The model emphasizes 

the importance of school counseling programs nationwide using the same framework and 

same language that would bring counselors together with "One Vision, One Voice" (p. 

3). The basic framework is designed to be adaptable to meet the specific needs of every 

school district. 

With the ASCA National Model: A Framework For School Counseling Programs 

(ASCA, 2003) becoming the standard for school counseling programs across the country, 

school districts in Arizona are moving to align the state adopted school counseling 
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program called CCBG with the national model (Arizona et al., 2002). Components in the 

framework support the school's mission and promote academic achievement, career 

planning and personal/social development. These components are Foundation, Delivery 

System, Management System, and Accountability. Elements included in each component 

are shown in Figure 3.1. Skills that are necessary for all counselors to use in their daily 

work are listed around the edge of the framework (ASCA, 2003; The Education Trust, 

2002; Hatch & Bowers, 2002). They are leadership, advocacy, collaboration, and 

systemic change. School counselors across the country have the opportunity to develop 

consistency in programs and language with the implementation of the ASCA National 

Model. 

ASCA National Model 

O .» Ji ! .1 I r \ N 

T^sc M C)() I. 
II COLNStlOR 

Figure 3.1. American School Counselor Association National Model (ASCA, 2003, p. 

20). 
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Sink and MacDonald (1998) completed a descriptive study in 50 states to assess 

which states had developed and implemented a statewide comprehensive guidance and 

counseling program. Phone interviews were held to collect the data. Twenty-four states 

reported some type of organized state model with the majority of them following the 

work of Gysbers and Henderson (2000). The Midwestern region had the largest number 

of comprehensive guidance and counseling programs. This was attributed to the fact that 

Dr. Gysbers consulted with many school districts and state departments in this region. 

The authors reported that by early 1997 almost half the states had abandoned the service 

delivery model in favor of the systemic and programmatic approach to guidance and 

counseling (Sink & MacDonald, 1998). 

Additional research by MacDonald and Sink (1999) studied if the state 

comprehensive developmental guidance programs were addressing the needs of all 

students. The results of their study indicated that counselors contribute to the academic 

success of all students when they are in the classroom teaching lessons to all students in 

the academic, career and personal/social areas. Counselors do this by integrating their 

lessons with the curriculum in each grade or level. 

Research by Gysbers et al. (1999) asked two questions of counselors in a Missouri 

school district where the comprehensive guidance and counseling program had been in 

place since the late 1980s. The first research question looked at whether the structural 

and program components of the Missouri Counseling and Guidance Program (MCGP) 

were being implemented. Respondents felt the program and structural components were 
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in place with local school board adoption. This approval from the school board provided 

a more defined role for school counselors through the formalized guidance program. 

A second research question addressed the effect of more fully implemented 

programs. The major response was that the program was being fully implemented but 

non-guidance activities continued to create a barrier to fiilly implementing the program. 

One of the findings in Gysbers et al. (1999) indicated that the longer the school's MCGP 

program had been implemented, the less non-guidance tasks were asked of the counselor. 

Another finding discussed by Gysbers et al. (1999) indicated the counselors reported the 

program change was positive. Principals and counselors recognized the MCGP model 

was complete and was not added on top of what school counselors were already doing. In 

addition, this study stressed the importance of strong state level leadership for guidance 

to provide training, technical support and resources (1999). 

Research conducted by Sink and Yillik-Downer in 2001 provided information on 

the school counselor's perspective of comprehensive guidance and counseling programs 

in three states that had established programs. The exploratory study was designed to 

analyze the counselor's opinions regarding the planning, designing, and implementation 

of a comprehensive guidance and counseling program and to study how the counselors 

accepted the change in program emphasis (Sink & Yillik-Downer, 2001). Findings were: 

(1) provide buy in activities early on in the planning phase, (2) provide professional 

development for counselors and administrators, (3) help ease the counselor's tasks so 

they have more time for program implementation, (4) provide meaningful collaborative 

opportunities for counselors to share their program development, and (5) implement the 
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comprehensive guidance and counseling program at the elementary level. The authors felt 

it was extremely important for the counselors to be involved in the change process. They 

commented: "As the school counseling profession continues to promote comprehensive 

guidance and counseling programs, counselors in the field must be intimately involved in 

the change process" (Sink & Yillik-Downer, 2001, p. 287). In addition, they felt the 

refinement of the comprehensive guidance and counseling program will continue to 

positively affect students' academic, career and personal/social development (Sink & 

Yillik-Downer, 2001). 

Future of School Guidance and Counseling Programs 

The strengths of the comprehensive guidance and counseling program along with 

the implementation of the American School Counselor Association National Model: A 

Framework for School Counseling Programs (ASCA, 2003) will continue to provide a 

bright future for professional school counselors. Whiston (2001) credits the 30 years of 

work by Dr. Norman Gysbers as a key factor in moving the field to a common language 

that will continue to unite the profession. An ASCA Governing Board decision in 1990 

unanimously moved to call the profession "school counseling" and the program "a school 

counseling program" (Campbell & Dahir, 1997, pp. 76-78). ASCA governing board 

members adopted this new definition and later published it in Sharing the Vision: The 

National Standards for School Counseling Programs (Campbell & Dahir, 1997) and in 

the American School Counseling Association National Model: A Framework For School 

Counseling Programs (ASCA, 2003). 
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In addressing some of the challenges for school counseling programs in the 21^^' 

century, Paisley and McMahon, (2001) cite the ambiguous role definition as the biggest 

challenge. The criteria for state certification of school counselors varies from state to 

state adding to the role confiision. Two college educators. Sears and Granello (2002), 

question the role college educator play in this confusion. Nationally, experts are re

examining practices and priorities for school counseling programs and defining school 

counselor's roles (Gysbers & Henderson, 2001). The list of duties for school counselors 

places them in an unrealistic position of trying to be all things to all people. Non-

guidance duties include lunch supervision, study hall monitor, clerical duties, school test 

coordinator, and discipline (ASCA, 2003). 

Another challenge that school counselors currently face is the issue of 

accountability (Paisley & MaMahon, 2001). Reform efforts in education often call for 

site-based accountability of counselors as well as for teachers and principals. Issues and 

topics that counselors must look at in their accountability measures include: 

• Understanding the needs of students at each school using qualitative and 

quantitative data. 

• Designing the school counseling program based on the identified student needs, 

the schools mission and student competencies. 

• Determining the significant factors (attendance, grades, course-taking patterns) to 

monitor. 

• Implementing the guidance and counseling program as designed. 
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• Revising the program each year as results are evaluated (Paisley & MaMahon, 

2001). 

Gysbers and Henderson (2001) consulted with counselors across the United 

States, and reported that school counselors are learning how to show accountability and 

student results in their programs through (1) widespread adoption of the Comprehensive 

Guidance and Counseling Program Model, (2) excellent and inclusive goals, (3) 

integration of the guidance program and school mission, (4) increased human resource 

for guidance, (5) advancement of the science and art of counseling, and (6) accountability 

for resource use, and program and staff leadership (Gysbers & Henderson, 2001). 

In the approaching years, school counselors and principals will have the American 

School Counselor Association National Model: A Framework for School Counseling 

Programs (ASCA, 2003) to use in designing and implementing their school counseling 

programs. The model represents what a school counseling program should include, and it 

provides an organizational tool. Four elements provide the framework that is adaptable 

to all school counseling programs and can be modified to meet district needs. These 

areas are foundation, delivery system, management system, and accountability. In the 

model graphic, there are elements under each of the four areas that are part of the total 

school program. Four themes (ASCA, 2003, The Education Trust, 2002) are repeated 

around the frame work of the ASCA model representing skills and attitudes school 

counselors will need to develop as they implement the CCBG program in their schools 

(ASCA, 2003). 
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The Education Trust (2002) is an independent, non-profit organization whose 

mission is to shape educational policy and bring about educational change. In 2001, this 

organization received a grant from Metropolitan Life Insurance Company to prepare 

trainers to offer professional development to school district counselors and 

administrators. The professional development provides counselors skills in the areas of 

leadership, advocacy, collaboration, and systemic change (The Education Trust, 2002). 

The leaders in ASCA and The Education Trust collaborated to combined ASCA's 

counseling program framework (ASCA, 2003) and The Education Trust's four themes or 

skills for counselors (The Education Trust, 2002) in the ASCA model. Strong support 

from these two national groups will continue the new vision of school counseling 

(ASCA, 2003; The Education Trust; Martin, 2002). 

As the "No Child Left Behind" legislation continues to be implemented in schools 

across the nation, school counselors will be expected to take a more active role in 

academic achievement (ASCA, 2003). Kuranz (2002) indicates that it is imperative for 

school counselors in the 21st Century to know how to successfiilly implement the ASCA 

model and work for education reform. House and Sears (2002) support the idea that 

when counselors are in the role of being advocates for higher achievement, they are also 

at the center of the school mission and educational reform. All students benefit when 

school counselors collaborate with teachers and principals in an effort to ensure student 

academic success. School counselors will play a critical role in the academic success of 

all students through collaboration with teachers, parents, and principals (House & Sears, 

2002). 



84 

The ASCA National Model provides a framework to incorporate the three 

domains of academic achievement, career development, and personal/social development 

in a school-counseling program. This model encourages counselors to use student data in 

developing their school-coimseling program and to show the results of their program 

(ASCA, 2003). The biggest change in the future will be that coimselors will be expected 

to spend a larger percent of their time working with all students teaching developmental 

lessons to support academic achievement. Counselors who spent the majority of their 

time providing therapy will be expected to change their priorities (ASCA, 2003). 

Educational reform issues demand that school counselors affect academic achievement. 

Pat Martin (2002) states: 

Measurable performance in terms of increased academic achievement for all 

students is the driving force of educational reform. Professionals who do not add 

to this bottom line are considered superfluous to our schools. Making school 

counselors integral players in educational reform requires a new vision, new ways 

of looking at helping, (p. 151) 

She discusses the three domains of academic, career, and personal social that are the 

center of most school-counseling program. Then she comments that school counselors' 

efforts to help students in these three domains must be tied to "measurable increases in 

academic achievement" or school counselors will be seen as one of the programs that can 

be eliminated during tight budget negotiation (Martin, 2002, p. 151). 

House and Hayes (2002) discuss the new vision for school counselors in school 

reform that encourages them to work as advocates, leaders, and collaborators to help all 
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students achieve by removing systemic barriers. They too believe that school counselors 

are key players in educational reform who must relate their work to the mission of the 

school and to the student's academic achievement. They comment; "In fact, if school 

counselors do not relate their work and programs to the mission of schools and document 

success, they are at risk of extinction" (2002, p. 255). 

A variety of forces will affect the future of school counselors and school 

counseling programs. Counselors will need to be knowledgeable program 

implementators who successfully collaborate in schools to serve all students. For six 

years, House & Martin (1998) worked at The Education Trust to transform the role of 

school counselors in K-12 schools and to change the university and college training 

programs from a therapy based preparation to an education-based preparation. 

Educational reform is calling for school counselors to work with all students in schools. 

Kuranz (2002) encourages counselors to reach beyond what is comfortable in school 

counseling programs and become an advocate for all students. In addition, he advocates 

that comprehensive school counseling programs must be implemented in every school. 

School Counselor Collaboration 

One of the recommendations from a research study completed in Missouri 

concerning the successful implementation of school counseling programs recognized the 

need for ongoing collaboration among school counselors, administrators, and counselor 

educators (Gysbers, Lapan, & Blair, 1999). The authors believe this partnership has 

helped the state of Missouri implement a successful statewide program for many years. 
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The growing demand for school counselors requires counselor educators and 

school counselors work together in preparation for educational reform. The new model 

in counselor preparation programs will focus on developing comprehensive school 

counseling program that are more responsive to the needs of school districts. Professors 

will be trained to be collaborators in the educational community and to look at systemic 

change as a way to implement developmental school counseling programs in the fiiture 

(Hayes, Dagley, & Home, 1996). 

Since 1996, The Education Trust (1997) has been working with six university 

school counseling programs to prepare the counseling students with the skills of 

advocates, leaders and collaborators who work to implement systemic change in schools. 

Each of the six universities collaborated with a local school district to discuss what 

changes needed to be made and to implement the needed changes. Collaboration 

between the college educators and the local school district counselors was essential in 

making the systemic change. The eight essential areas needing change are: 

1. Criteria for selection and recruitment of candidates for counselor 

preparation programs. 

2. Curricular content, structure, and sequence of courses. 

3. Methods of instruction, field experiences and practices. 

4. Induction process into the profession. 

5. Developing working relationships with community partners. 

6. Increasing professional development relevant to school counseling. 

7. University/school district partnerships. 
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8. University/state department of education collaboration. (House & Sears, 

2002, pp. 158-161) 

In addition, the authors (House & Sears, 2002) propose college educators 

collaborate with school district counselors to provide training in these new roles. This 

collaboration would create a new generation of school counselors who are leader and 

advocates for systemic change. 

According to research done by Sink and MacDonald (1999), 24 states have 

developed proactive, preventative developmental school counseling programs. They 

found that through a comprehensive developmental guidance model, school counselors 

are moving toward a place of influence in curriculum development. The states are: 

• Western Region - Alaska, Arizona, Idaho, New Mexico, Utah 

• Midwestern Region - Indiana, Iowa, Kansas, Michigan, Minnesota, Missouri, 

Nebraska, North Dakota, south Dakota 

• Northeastern Region - Connecticut, Delaware, Maryland, Massachusetts, 

New Hampshire, Pennsylvania 

• Southern Region - Arkansas, Florida, North Carolina, Texas 

Many of the educational reform efforts in the early 80s neglected the efforts of 

school counselors to achieve educational goals (Gysbers et al., 1999). School counselors 

are partly responsible for being left out of the educational reform movements in 1985. 

Many school counselors chose not to be involved in teaching the guida nee curriculum to 

students. Instead, many schools had clinics in the school to deal exclusively with 

personal problems of the students. Collaboration with teachers will provide opportunities 
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achievement as a team player in educational reform (Martin, 2002). 
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Defining the School Counselor's Role 

Without realizing it, many principals often assign tasks to the school counselor 

that take the counselor away from the very purpose for which they were trained. These 

tasks include building the master schedule, handling discipline cases, and performing 

clerical work (Hatch & Bowers, 2002). Doing these non-guidance responsibilities will 

take the school counselor away from their school-counseling program (Niebuhr, Niebuhr, 

& Cleveland, 1999). Research by Bemack (2000) focuses on redefining the school 

counselor's role. He believes that if the principal does not understand that the school 

counselor's role has changed from being a mental health counselor to now being an 

educational counselor, the counselor may be attending to non-guidance duties. The new 

role of the counselor is to deliver a developmental school-counseling program for all 

students with a strong emphasis on student achievement (ASCA, 2003; Bemack, 2000; 

Johnson & Johnson, 1996). 

In many school districts, the role of the school counselor is unclear and 

expectations vary from school to school, district to district, and state to state. Too often 

the school administrator assigns duties to the counselor neglecting a program approach 

(Hatch & Bowers, 2002; Walz, 1997). Many administrators allow others in their school 

to dictate the role of the counselor. Maddy-Berstein (1995) remarks: 
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When schools fail to clearly define the counselor's role ..school administrators, 

parents with special interests, teachers or others may feel their agenda ought to be 

the school counseling program's priority. The results often lead to confusion and 

criticism when they are disappointed, (p. 4) 

Shelly Jackson (2000) studied assumptions and biases that contribute to teachers 

referring students to the school counselor. Her research indicated that too often school 

counselors do not clearly define their role to teachers, parents, and principals. This 

neglect leaves an ambiguous role statement for school counselors. Conclusions from this 

study indicate that school counselors should keep a developmental focus that supports a 

learning enviroimient for all children (Jackson, 2000). 

Counselors often do not take an active position in determining their role. School 

counselors have been left out of educational reform efforts for many years allowing other 

professionals to determine their role as a school counselor (Hart & Jacobi, 1992). In the 

recently released American School Counselor Association National Model: A Framework 

for School Counseling Programs the counselor's role is defined showing the former and 

new responsibilities of a school counselor. 

Based on research complete at The Education Trust, Martin (2002) provides 

direction for the future role of school counselors. The following eight elements are 

essential roles for school counselors if their positions are to continue. They are: 

1. Focus on raising student achievement. Work with all students instead of 

trying to fix a few kids. 
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2. Work with teachers to motive their students, spend time helping students 

learn. 

3. Ensure that all students have the opportunity to experience a quality 

academic preparation. 

4. Use data to make changes. 

5. Understand how organizational change works and learn how to help 

change happen for all students. 

6. Help students and families learn how to use technology to gather 

information for fiiture decisions. 

7. In collaboration with other professionals, use problem-solving skills to 

help students achieve. 

8. Understand how to work in a diverse multicultural school and community 

(Martin, 2002). 

An important role of school counselors in the 21st century is to be seen as an 

advocate for all students and to be perceived by others as an educational leader (Johnson 

& Johnson, 1996; Stone & Clark, 2001). There are many ways that school counselors 

can advocate for students, particularly with regard to motivation, academic achievement, 

and future planning. In many school districts, a clear role has not been defined for school 

counselors causing them to react to the responsive needs of others. As counselors take a 

leadership role and become more active in determining their program, they will learn to 

be advocates for all students and to champion educational equity (Hatch & Bowers, 2002; 

House & Martin, 1998). School counselors will then work with students, school systems, 
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and the community to remove barriers to learning and advocate for systemic change. The 

measurable success of these efforts will be the increase in the number of students who 

meet the academic standards and are prepared for postsecondary options (House & 

Martin, 1998). Two college educators, Clark and Stone (2000) comment: "The time has 

come for school counselors to assume and exert leadership within their schools and 

communities." For this to happen, school counselors must see themselves as educational 

leaders with the belief that all students can reach high academic standards (House & 

Martin, 1998). 

History of the Arizona Developmental Counseling Program 

In the late 1980s, school counselors in Arizona were primarily responsible for 

helping students in crisis situations and did not have a comprehensive program to impact 

all students. The career specialist at the Arizona Department of Education conducted an 

extensive review of the literature to identify other program approaches across the country 

that served all students and measured results (Johnson & Ammon, 1994). In 1986, the 

task force recommended piloting of the Johnson and Johnson Competency-Based 

Guidance (CBG) model as a framework for guidance and counseling programs in 

Arizona. Then, if CBG were successfully implemented, the Arizona Department of 

Education would ask the legislature to increase funding for K-12 school counselors 

(Ammon, 1996). This change was prompted by the withdrawal of the career education 

funds from the state of Arizona's Department of Education budget in the late 1980s. 

Since these responsibilities were not reassigned, no one would assume ownership for the 
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career development programs in schools (Johnson & Ammon, 1994; Johnson & Johnson, 

1996). 

A five-year plan was developed by the Arizona Guidance and Counseling Task 

Force including: (1) the piloting of the CBG program and producing training materials, 

(2) the organization of a handbook steering committee to develop a state CBG handbook 

for schools, (3) the identification of six schools to serve as pilot sites to produce a 

videotape and a curriculum module based on the National Occupational Information 

Coordinating Committee's career development competencies. The word comprehensive 

was added to the name becoming Comprehensive Competency Based Guidance (CCBG) 

Program (Johnson & Ammon, 1994). CCBG was first introduced to Arizona school 

counselors and administrators in June, 1990 (Arizona Counselor Academy Handbook, 

1990). Since that time, school districts in Arizona have been supporting the 

implementation of this school counseling program model that serves all students. 

Although approximately 50 Arizona school districts had implemented a CCBG 

program by 1996 (Ammon, 1996), the climate for enacting guidance and counseling 

legislation was not good. School districts continued to work on refining their CCBG 

programs by attending the annual Arizona Counselors Academy sponsored by the 

Arizona Department of Education and the Arizona School Counselors Association, Inc. 

To date, there have been 14 academies (Arizona Department of Education, 2003) with the 

fifteenth academy being planned for 2004. 

When Dr. Ammon was leading Arizona counselors in the CCBG movement, she 

studied Rogers' (1983) five attributes of innovation. She determined that CCBG 
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implementation was complementary and supportive of the five attributes as follows 

(Ammon, 1996); 

1. Relative advantage is evident in the professionalism of the CCBG program 

which is clearly defined and eliminates non-guidance 

tasks. School counselors perceive that the innovation is favorable to the 

profession and they would anticipate a rapid adoption of the model. 

2. The CCBG program is compatible with educational trends and with the 

accountability movement in education reform. Both of these initiatives 

support a rapid adoption of a innovation. 

3. The complexity of the CCGB program was lessened when counselors 

discovered that their existing program fit into the CCBG program with 

some adaptations. 

4. Trialaility of the CCBG model allowed districts of varying sizes to adapt 

the model framework to meet specific needs. Customized CCBG 

programs have been developed to meet district and community needs. 

5. Observability of the CCBG model is the degree to which others see the 

successes of the program (Ammon, 1996). "Counselors and their 

administrators are frequently praised by parent, students, and teachers for 

their efforts on behalf of all students." (Bloom, 1994, p. 38) 

The models developed and implemented by Norman Gysbers, Ph.D., Sharon 

Johnson, Ed.D., and C. D. Johnson, Ph.D. across the country provided the framework for 

the first Arizona Counselor Academy in 1990. A combination of these two frameworks. 
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although updated and modified, continues to define the framework for the 14-year-old 

CCBG program in Arizona. 

Principals Support Arizona Counselors Academy 

An informal study done by Bloom (1994) documented the importance of support 

from school administrators in the successful implementation of a CCBG program. 

Additionally, Bloom mentions the importance of the counselor training provided at the 

annual Arizona Counselors Academy (ACA). He reported that school coimselors attend 

an ACA to improve themselves professionally and to stay current with the changing 

environment of their profession. The structure of the Arizona Counselor Academies took 

counselors through a change process similar to the innovation-decision process (Rogers, 

1995). During the first four years of the ACA, from 1990 to 1993, more than 150 public 

schools and 55 districts participated in the ACA. The 1994 academy attracted 70 new 

participants among the 147 attendees, which is an indication that counselors are 

continually drawn to the academy. Principals were invited to attend for one day each 

year. Johnson and Ammon (1994) report the following results from Arizona counselors 

who attended the ACA: 

• Improved morale and enthusiasm of counselors. 

• Closer cooperative relationships between counselors and the teaching staff. 

• Appreciation of the structure and opportunity for their input into the program 

fi"om administrators. 



95 

• Division of time allows counselors to provide programs to all students through 

classroom presentations and groups and also provide time for individual student 

planning. 

• Improved counselor's contact with parents. 

• Increased support by governing board members for the guidance program 

(Johnson & Ammon, 1994). 

The continuation of the Arizona Counselor Academy for 14 years is a testament to the 

successful professional development provided for Arizona coimselors. Established 

counselors return year after year to refine their programs. New counselors attend to learn 

how to implement the Arizona CCBG program (Bowers & Hatch, 2002). 

History of the Mountain Vista School District 

School Counseling Program 

The school district selected for this study did not have elementary counselors in 

1990 (Holaway, 1996). As the student population grew, half time counselors were added 

and funding was provided to eventually make all of the half time elementary counselors 

full time. The three counselors selected for the study had been implementing a CCBG 

program since 1991. In 2001, all 11 elementary schools had a full time counselor funded 

through the regular maintenance and operation budget. 

In 1986, the Mountain Vista School District's (MVSD) guidance and counseling 

program was suffering from a lack of direction and vision, little if any support and poor 

articulation (Holaway, 1996). One of the high school counselors realized that the 



96 

counseling program needed to change to meet the district's growing student enrollment 

and to correct the existing problems. The counselor met with a representative from the 

state department of education who provided some direction to change the counseling 

program in the MVSD district. The five district counselors met every three weeks for 

five months to develop their guidance and counseling program. This written plan was 

presented to the MVSD Governing Board in March, 1987, and was accepted. During 

1987-88, two additional counselors were added to the district 7-12 counseling staff. That 

same year, the counseling team completed a needs assessment and wrote a 7-12 guidance 

curriculum (Holaway, 1996). In addition, this comprehensive guidance plan was selected 

as the top program by the Arizona School Counseling Association, and it was also 

selected by the National Association of State Guidance Supervisors as one of five 

national exemplary guidance programs (Holaway, 1996). 

During the 1988-1989 school year, the counselors developed a counselor 

evaluation instrument that included competencies for counselors. Two additional 

secondary level counselors were added and the counselors delivered the guidance 

program to all 7th through 12th grade students. A district crisis response plan was also 

written during this year. Both documents were adopted by the MVSD Governing Board 

and by the newly formed counseling and guidance advisory committee (Holaway, 1996). 

An additional high school counselor was added at the beginning of the 1989-1990 school 

year bringing the total district counselors to 10. In three-and-a-half years, the number of 

counselors had doubled from 5 to 10, and the counselors had worked together as a team 

to develop four documents in support of the guidance and counseling program. Later, the 



97 

Governing Board tripled the number of K-12 school counselors from 5 to 15 (Holaway, 

1996). The first three elementary counselors were added in 1991. 

Table 3.1 shows the number of elementary school counselors added each year and 

the number of elementary schools with counselors. 

Table 3.1 

Addition of Elementary Counselors in the Mountain Vista School District 1991-2003 

Date counselors Number of Number of Number of 
were added Elementary elementary schools elementary 

counselors with counselor schools in the 
district 

1991-1992 3 7 7 
1993-1994 4 8 8 
1996-1997 5 10 10 
1998-1999 7 10 10 
1999-2000 10 10 10 
2001-2003 11 11 11 

As new schools were added in this district, funds were included for a full time 

elementary counselor. This is an excellent example of systemic change that affected an 

entire school district (Johnson & Johnson, 1996). Growth in school coimselors was a 

result of the combined leadership of district administrators, site administrators, and the 

district governing board (Holaway, 1996). 

Summary 

Learning from the past provides lessons to apply in the fiitvire (Whiston, 2002). 

Currently, school counseling professionals are collaborating to support the 

implementation of the American School Counselor Association National Model: A 
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Framework for School Counseling Programs (ASCA, 2003). Additional collaboration 

with The Education Trust is providing training in advocacy, leadership, collaboration, 

and systemic change for school counselors. With the collaboration and commitment 

from professionals in the school counseling field, school counseling programs in the 

future are expected to be available to all students (House & Sears, 2002). A 

comprehensive school-counseling program defines the counselors' role, and this program 

needs to be implemented in every school (Kuranz, 2002). Leadership and support from 

the site principal is extremely important as the American School Counselor Association 

National Model: A Framework for School Counseling Programs (ASCA, 2003) is 

implemented in schools. 
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CHAPTER 4 

RESEARCH DESIGN AND METHODOLOGY 

Introduction 

This study was conducted to examine the effect that the principals' leadership 

styles, attitudes, and beliefs and the school district leadership have on the successful 

implementation of a new innovation in an elementary school. The innovation studied 

was the Comprehensive Competency Based Guidance (CCBG) program. 

Conducted in a school district that implemented a CCBG program in 1991, this 

case study included interviews with five principals, three counselors, two district 

administrators, three counselors, and one governing board. Data were collected through 

individual interviews and were transcribed. Data in this qualitative study were analyzed 

by the researcher to find common themes and categories. 

Description of the Mountain Vista School District 

A narrative regarding the demographics of the schools and the subjects 

interviewed in this study is included here. This information provides a context designed 

to understand the role each subject played in the diffusion of the CCBG innovation. Each 

of the subjects will be referred to by their name rather than by their title in the following 

chapters. Table 4.1 and Table 4.2, referring to the principals, counselors, and key players 

in the study, are presented first, followed by the narratives. Detailed information about 

the position and the roll they played is included in the narrative. 
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Table 4.1 

MVSD Schools, Principals, and Counselors in 1991 

School Principal Counselor 
Adams Principal Adams (unavailable to be 

interviewed) 
Counselor WA 

Brown Principal Brovra (unavailable to be 
interviewed) 

Counselor LBJ 

Jackson Principal Jackson Counselor JJJ 
Jefferson Principal Jefferson Counselor JJJ 
Jensen Principal Jensen (unavailable to be 

interviewed) 
Counselor LBJ 

Johnson Principal Johnson Counselor JJJ 
Lincoln Principal Lincoln Counselor LBJ 
Washington Principal Washington Counselor WA 

Table 4.2 

District Administration and Governing Board Member 

Name in the Study Title 
Ms. Clark Governing board member 
Ms. Jones Counselor/student services director 
Mr. Smith Assistant superintendent of curriculum and 

instruction 

Cotton and lettuce fields in a fast growing rural district surround the schools in the 

Mountain Vista School District located in a Southwestern state. Over the last 10 years, 

this scenery has turned to housing developments, shopping centers, and local businesses. 

Enrollment in this district has grown fi-om 8,107 in 1991 to 12,745 in 2003. Since 1986, 

the district has grown from one high school to two high schools and from seven 

elementary schools to 11 elementary schools. The elementary grades include students K-

6 and the two middle schools have seventh and eighth grade students. 
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A narrative describing the role of each subject interviewed follows. First, a 

description of the five schools used in the interview, and the five principals interviewed 

are introduced, then the three principals that the researcher was unable to locate are 

introduced. This is followed by a description of the three counselors, the three district 

leaders, and the three people who provided information to the researcher. 

Jackson School (Established in 1988) 

This was a very needy school and children came to school with a variety of issues. 

Many children came from single parent homes where there was very little supervision. 

Parents were not home when school was over because of job responsibilities, and 

children were unsupervised. In 1991, there were 561 students and the population 

increased rapidly in the early 1990s. Staff was increased to meet the needs. The first 

counselor was half time and had a combined student load of approximately 1,600 

students. Many children who were new to the area had a hard time fitting into the school 

culture and learning the rules and procedures. Staff at Jackson School participated in 

regular staff discussions regarding how to maintain consistency within the school. 

Principal Jackson 

Jackson Elementary School was the first principalship for Ms. Jackson. She had 

been an elementary and middle school teacher for 13 years before coming to Jackson 

school as principal. Since she took some school counseling classes in her master's 

degree program, she was familiar with the role of the school counselor. In addition, she 



102 

had been trained in both Peace Builders and Second Step, which are prevention 

programs, and she was familiar with the results of implementing these prevention 

programs in a school. Given the great need at Jackson Elementary school, she wanted to 

implement a prevention program to help her students, and she saw the CCBG program as 

a vehicle to make this happen. 

Jefferson Elementary School (Established in 1983) 

There were 367 students enrolled at Jefferson Elementary School in 1991 and the 

mobility rate was high. Most of the homes were mobile homes, and parents would move 

from one attendance area to another when they could not make their rent payments. 

Some students lived in washes, some in bumt-out campers, and some lived in desert 

homes without windows, electricity or running water. Many students came from broken 

or blended families with a high incidence of child abuse and neglect. The principal 

reported about four cases of child abuse to CPS each week. Alcohol and drugs were used 

and abused in many homes. In addition, there was a high crime rate with drugs being 

manufactured in some homes and a car theft ring operating in this area. Students felt the 

school was a place of security and happiness. 

Principal Jefferson 

He had been a teacher for six years before he became principal at Jefferson 

Elementary School. His educational training was well rounded with a dual major 

bachelor degree in art and elementary education, a master's degree in elementary 
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education, and 36 units in educational administration. He attended numerous workshops 

to help him make changes in his school studying with Madeline Hunter, Ruby Payne, 

Fred Jones, Harry Wong and others. He implemented several school wide prevention 

programs including Second Step Violence Prevention, Life Skills, and Talk it Out. 

Working with his staff, he also provided workshops in anger management, avoiding 

discipline trouble, drug recognition and avoidance, and child abuse recognition. Principal 

Jefferson also worked with the parent group to incorporate a strong parent component 

including parent volunteers and parent programs. Some of the programs included Family 

movie night, family math night, career day, books for tots a clothing bank, and a wellness 

center. 

Johnson Elementary School (Established in 1955) 

The first elementary school in the MVSD was located in a rural area where most 

children did not have the opportunity to be with other children before entering 

kindergarten. Many students came to school unprepared to learn, and did not know how 

to hold a crayon or pencil. A number of the students were unfamiliar with their colors. 

Some students lived in the cotton fields because their parents were cotton pickers, other 

students lived in migrant huts or in trailers near the fields. Many of the children did not 

have social skills when they came to school leaving the teachers responsible for this 

learning. In 1991, enrollment was 376 students with a large percent of the students 

receiving free or reduced lunches. Johnson Elementary was a small rural school with 

very traditional teachers, a high absence rate, unhappy parents, and the teachers were not 
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individualizing or meeting the students' needs. Test scores were low. The student body 

was primarily Hispanic and Anglo with some African American students. 

Principal Johnson 

Principal Johnson started her teaching career as a second grade teacher in another 

district in the southwest area. She was an elementary teacher in several school districts 

for 18 years. During this time, she assisted the director of kindergarten with curriculum 

development and also helped design the first report card for kindergartens. She also 

worked with learning disabled students and went on to train new learning disabled 

teachers in the district. Her career in the MVSD started as a 4"^ grade teacher in Jensen 

School, and she continued there for five years. In 1986, she became the principal of 

Jensen Elementary School, and then transferred to Johnson Elementary School the 

following year. During the eight years she was a principal at Johnson Elementary 

School, she hired teachers who were on the cutting edge of curriculum development, and 

she provided staff development opportunities and set high standards for excellence. She 

served on district curriculum teams, chaired the district prevention program, started the 

prevention program called DARE at Johnson Elementary School, and she involved the 

community in school activities. 

Lincoln School (Established in 1993) 

This school was opened in 1993 in a middle class subdivision with a small section 

of trailer housing. The opening of a new school in the area to relieve the large 
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enrollments at neighboring elementary schools brought students from three schools 

together. One of the schools was very middle class, one a little higher than middle class, 

and one was lower than middle class. Neighborhood issues surfaced the first year 

especially with the sixth grade students. There were a few gang families and the students 

in those families tried to take over the first year. A less serious issue was bringing the 

parents from the three schools together as each group had distinct ways of doing things, 

and everyone had to become accustomed to building a new culture. 

Principal Lincoln 

Principal Lincoln was a teacher at Johnson Elementary when Counselor JJJ 

started the CCBG program in 1991. She worked with the counselor team teaching 

lessons and observed the positive reaction to this new program. Since both principals 

that Counselor LBJ worked with were imable to be located, Principal Lincoln agreed to 

be interviewed. When Principal Lincoln opened Lincoln School in 1993, the counselor 

was Counselor LBJ. Principal Lincoln was a teacher for seven years in a small private 

school on the Fort Apache Indian reservation. Then she taught for three years at 

Jefferson Elementary and for four years at Johnson Elementary School. Lincoln 

Elementary School was her first principal position, and she found opening a new school 

very challenging. 



106 

Washington School (Established in 1983) 

Located in a rapidly growing rural area of the MVSD School District, enrollment 

grew from 470 to 1,065 in seven years. In 1991, there were 629 students. The 

attendance area was unincorporated with many roads not being maintained by the county. 

There were some unusual home circumstances within the expansive school boundaries. 

The children from Washington School were sheltered at home and were not allowed to 

interact with other students. The principal hoped the school counselor would provide 

some socialization experiences for these students. Many of the students were from 

migrant families where they lived in the cotton fields, in little huts or in trailers in this 

rural area. 

Principal Washington 

Mr. Washington was an elementary teacher for nine years and taught physical 

education, remedial math, and kindergarten at three MVSD schools. He was principal at 

Washington Elementary School for 10 years and a middle school assistant principal for 

one year. Then, he became the assistant superintendent for administration, and continued 

in that position for four years. From this position, he participated in the interviews 

pertaining to his position as principal of Washington Elementary School and provided 

this researcher information regarding the length of time each subject had worked in the 

district. Mr. Washington also met with Ms. Jones and the researcher to decide which 

subjects to interview. 
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Principals Unable to Locate 

Principal Adams 

Principal Adams moved out of state and could not be located for an interview. 

There were 875 students at Adams School in 1991. 

Principal Brown 

Principal Brown moved out of state and could not be located for an interview. 

There were 785 students at Brown School in 1991. 

Principal Jensen 

Ms. Jensen moved out of state and could not be located for an interview. There 

were 830 students enrolled at Jensen School in 1991. 

School Counselors 

Counselor JJJ (Counselor Jackson, Jefferson, and Johnson) 

Counselor JJJ was a middle school counselor for 10 years in the MVSD and a 

teacher for six years. It was her feeling that she was asked to take the position with three 

schools because she was the only counselor applicant who had covinseling experience in 

the district. The combined counselor to student ratio with three schools was one 

counselor for 1,304 students 
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Counselor LBJ (Lincoln, Brown, and Jensen) 

Counselor LBJ was the first elementary counselor at Lincoln school. Counselor 

LBJ had been a school counselor in the MVSD at Brown and Jensen Elementary Schools. 

Counselor LBJ had the largest number of students with a counselor to student ratio of one 

counselor for 1,515 students. The principals from both schools had moved out of state 

and were not available for the interviews. Approval was granted to interview Principal 

Lincoln who was a teacher at .Johnson Elementary School and had worked as a teacher 

with the counselor for two years 

Counselor WA (Washington and Adams) 

Counselor WA was a high school English teacher for 10 years. She took classes 

in guidance and counseling at a local university where she learned about the CCBG 

program. Her first counseling position was half time at Washington Elementary School 

and half time at Adams Elementary School. The combined counselor to student ratio for 

Counselor WA was one coimselor for 1,504 students. She attended the Arizona 

Counselor Academy in 1991. When the counseling position became full time at 

Washington Elementary school, she took the opportunity to be a full time counselor. 

District Leaders 

Narrative in the following section describes one governing board member, the 

student services director, and the assistant superintendent of curriculxim. 
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Ms. Clark, Governing Board Member 

She has been a school board member since 1988. She was an elementary teacher 

in another district for more than 10 years, and she worked with a school counselor in her 

school. While completing her graduate studies, she earned about 40 credits in counseling 

and guidance to learn skills to work with her elementary students. She served on the 

MVSD discipline committee in 1997-1998 and was an advocate to add additional 

counselors. Her long tenure on the Mountain Vista Governing Board gave her the 

opportunity to be a strong force for school counselors. She attended district and county 

school counseling meetings to support the MVSD counselors. In 1993 the Arizona 

School Counseling Association recognized the MVSD Governing Board as the advocate 

of the year. Then in 1994, the American School Counselor Association recognized the 

governing board for their advocacy work. Ms. Clark was recognized by the Arizona 

School Counseling Association as Advocate of the Year in 2003 for her many years of 

being an advocate for school counselors in the MVSD. 

Ms. Jones, School Counselor/ Student Services Director 

She was a high school business teacher for seven years and a high school 

counselor for seven years at the first high school in the Mountain Vista School District. 

Ms. Jones was the advocate from the mid 1980s to develop the CCBG program, to write 

it specifically for the Mountain Vista School District, to develop the curriculum, and to 

advocate with district principals and assistant superintendents to make the half time 

elementary counseling positions become full time. When she became a high school 
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counselor, the school counseling program lacked direction and substance. Since this 

small school district did not have a director of guidance, Ms. Jones assumed this role and 

contacted the guidance supervisor at the state level for advice and direction. He 

suggested she attend several professional development activities. At one of these 

meetings, she met Dr. Norman Gysbers, who was a leader in the school counseling field. 

It was at one of these meetings where she learned about his developmental school 

counseling model. Prepared with how to improve a school-counseling program, she went 

to work in the MVSD to make changes. She continued to keep those ties to the state 

department of education and worked as an advocate to develop the school counseling 

program. 

From 1986 until 1998, she advocated for the CCBG program to be developed and 

for counselors to be added in the MVSD. She did all of this work, without compensation, 

from her positions as high school counselor and principal of an alternative school. In 

1992, she became the counselor at the Mountain Vista Alternative School and moved into 

the principal ship there several years later. In 1998, she was selected as the Director of 

Student Services, which included supervision of the CCBG program. (Some of the 

principals refer to Ms. Jones as the Guidance Coordinator during their interviews). 

All the interviewees said that Ms. Jones was the "cheerleader" for the CCBG 

program. She advocated for the growth of the CCBG program from her positions as a 

school coimselor, as a principal, and as a director of student services. She was active in 

the Arizona School Counselor Association and served as president during the 1992-1993 

school year. She advocated for school counselors at the state level by being state 
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president, through presentations she made at state counselor conferences, and by writing 

articles for the state counselor newsletter. Because the CCBG program was adopted for 

grades 7-12 with such positive changes, Ms. Jones received the high school counselor of 

the year award from the Arizona school counseling association and from the American 

School Counselor Association in the early 1990s. 

Mr. Smith, Assistant Superintendent for Curriculum 

He gained experience in many educational situations as he prepared for several 

district level positions. He was a teacher for eight years, a principal for eight years and 

an assistant superintendent for curriculum for 17 years. He became the assistant 

superintendent for finance in September 2002 and was in this position at the time of the 

interview. Since he had taken a number of school counseling classes, he was 

knowledgeable about the role of the school counselor. He used this knowledge to 

become a strong advocate for the growth of the CCBG program. He met monthly with 

the elementary principals and always included information about the CCBG program. In 

addition, he required each principal to talk about how the CCBG program was being 

implemented at their school. This activity created awareness knowledge of other 

programs and was an opportunity for principals to gain ideas to include in their CCBG 

program. After the first elementary counselors were hired, he assisted the three 

counselors in the development of their classroom curriculum. Then he invited two of the 

counselors to participate on the district curriculum committee. 
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Other Key People in this Research Study 

The following three people were involved in the study and provided information 

to the researcher. 

Dr. Blue, Co-director Arizona Counselors Academy 

Dr. Blue worked as a college educator in several school counseling programs and 

wrote numerous books on competency-based guidance. As a national consultant in the 

school counseling field, she had experience working with school districts to make 

changes in school counseling programs, and she had worked with various federal 

agencies to improve school counseling programs. As the co-director of the state 

counselor academy in which the MVSD is located, she planned and implemented the 

program for the June, 2002 academy. Her knowledge of the accomplishments of the 

districts attending the academy was valuable in selecting a school district for this study. 

Dr. Brown, Graduate, Educational Leadership 

Dr. Brown recently completed her doctorate degree in educational leadership at 

the University of Arizona and is very familiar with the interrater reliability process. She 

used this same technique in her research study. She is a science resource specialist in a 

large urban school district located about 20 miles from the MVSD. 
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Ms. Green, Arizona Career Counseling and Curriculum Specialists 

During the last five years, Ms. Green has worked in the position which oversees 

the yearly state school counselor academy. She corresponds with school counselors 

throughout the state, and she provides workshops for school counselors. Her association 

with the counselors allows her to know the districts that are implementing a CCBG 

program and to provide valuable selection information for the study. 

Each interviewee was asked to provide some reflections of the implementation 

process and to also offer suggestions for future implementers of a CCBG program 

through their answers to the interview questions. When the Mountain Vista Governing 

Board adopted the CCBG program, the counselor's time was divided into four areas of 

responsibility indicating how the CCBG program was delivered. The areas are guidance 

curriculum, individual planning, responsive services, and system support. A specific 

percent of time the elementary counselors were to spend in each area was assigned to 

equal 100%. The directive from the governing board to principals and counselors was 

clearly stated that the governing board did not want the counselor to be an administrative 

assistant or a mental health counselor. Schools counselors were to implement the CCBG 

program and work with all students. 

The chart below shows the percent of time counselors would spend in each of the 

delivery system areas. These percents were goals to work towards achieving, and they 

reflect the Gysbers and Henderson (2000) comprehensive school counseling model. The 

MVSD governing board approved this time allocation in 1987 when the CCBG program 

was adopted. 
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Table 4.3 

Suggested Time Distribution for Mountain Vista Elementary Counselors (Gysbers & 

Henderson, 2000) 

Four Areas of 
CCBG Delivery 

System 

Guidance 
Curriculum 

Individual 
Planning 

Responsive 
Services 

System 
Support 

Suggested time 
allocation for 
elementary 
counselors 

4 0 %  1 5 %  3 5 %  1 0 %  

Research Design 

A case study method (Patton, 1990) was used to investigate the problem in this 

qualitative study. Within this study, a case refers to the MVSD. By using the qualitative 

method of investigation, the researcher was able to study the influence of the principals, 

counselors, an assistant superintendent, a school board member, and the counselor/ 

principal/student services director regarding the diffusion of the CCBG program in 1991-

1993. Questions asked of each participant were valuable in understanding particular 

situations, problems and strategies used in the diffusion process at each school. 

The case study of the MVSD was designed to capture the process used by the 

district leaders to implement the CCBG program. The interviews attempted to capture 

the unique variations and individvial differences from one elementary school's principal 

to another in the same district (Patton, 1990). By conducting individual interviews, the 

researcher took advantage of the opportunity to go into depth and detail with each 

interviewee (Mason, 1998). The answers to why, how, and where an innovation becomes 
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routinized (Rogers, 1995) were obtained (Miles & Huberman, 1994). Interviews were 

first conducted with four of the seven original principals, one teacher who became a 

principal in 1993, the three original elementary counselors, and the student services 

director. Data from these interviews indicted that district leadership played a major role 

in the diffusion of the CCBG program. Using the snowball technique (Mason, 1998), the 

decision was made to also interview an assistant superintendent and one governing board 

member to give a district perspective. 

Population and Sample 

Consultation between three knowledgeable sources led to the selection of a school 

district that had successfully implemented a CCBG program for at least 10 years. This 

consultation included Ms. Green, Career Counseling and Curriculum Specialist for the 

state; Dr. Blue, one of the directors of the 2002 state counselor academy; and this 

researcher. Selection of the school district was based on a consensus between the three 

educators. Both Ms. Green and Dr. Blue had leadership roles in the 2002 state academy 

and were knowledgeable sources. The researcher was able to contribute to the selection 

of a school district because of her experience as the president of the state school 

counselors association and as an instructor at the state counselor academy since 1990. A 

rural, but fast growing, school district was selected for the study based on the 

consultation and concurrence of the three knowledgeable consultants. 

The subsequent steps were followed. First, the experts reached consensus on the 

district that had full time elementary counselors in every school. The elementary 



116 

CCBG program in the district selected had become routinized (Rogers, 1995) since it was 

first implemented in 1991. Second, Ms. Jones rated the seven original schools on their 

current counseling programs. The Arizona Department of Education CCBG program 

evaluation criteria (Arizona Department of Education, 2002, p. 92) were used as the 

evaluation instrument since it contained the 12 elements of the CCBG program. Program 

implementation was rated on a five-point Likert scale to determine the level of program 

implementation. Five was the high score, and one was the low score. Successful 

implementation of a program is Operating Well (51-68) or Mastered (68-85) (Arizona et 

al., 2002, p. 92). Results from each school are found in Table 4.4. A copy of the Arizona 

Department of Education evaluation form is found in Appendix A. 

Third, permission to interview the subjects was obtained from the district 

administrator in charge of research studies. District procedures were followed. Fourth, 

Mr. Washington (Human Services Director at the time of this research) identified the 

principals and the counselors who were at the seven schools in 1991 when the CCBG 

program was first implemented. He also determined if the original counselor and 

principal were still at the school or had moved to a different school. Then Mr. 

Washington and Ms. Jones collaborated with this researcher to arrive at census on the 

interviewees. Since the three original counselors were still working in the district, they 

were interviewed. The two original principals who were still working in the district were 

interviewed, and the researcher interviewed two of the four original elementary principals 

who had retired from the district. The remaining three principals did not have contact 
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Table 4.4 

Mountain Vista School District, Elementary Counseling Program 

Levels of Implementation 

Elementary Schools Needs 
Improvement 

Operating 
Well 

Mastered Total 

Adams X 57 
Brown X 64 
Jackson X 75 
Jefferson X 67 
Jensen X 68 
Johnson X 71 
Lincoln * X 57 
Washington X 64 

*Lmcoln School was not one of the seven original schools with an elementary counselor because it opened 
in 1993. Since Principals Adams, Brown, and Jensen had moved out of state and could not be located, 
permission was granted from the researcher's advisor to interview Principal Lincoln. 

information and thus could not be interviewed. Unfortunately, two of the principals who 

could not be reached both worked with Counselor LBJ. Consequently, approval was 

given to interview Principal Lincoln. Counselor LBJ started at Lincoln Elementary 

School when it opened in 1993. This change allowed the data to be used from Counselor 

LBJ. In addition Mr. Smith, Ms. Jones, and Ms. Clark, were interviewed. 

A pilot interview was conducted with an elementary counselor and with an 

elementary principal to determine if the questions provided enough information for the 

research study and to establish the length of time needed for the interviews. Both 

interviewees also started CCBG programs at their schools, but in a different school 

district. Thus they were able to relate to the diffusion concept of a CCBG program. The 

pilot interviews also helped the researcher gain practice in pacing the interviews to be 
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sure the participants would have enough time to pause, think and then speak (Patton, 

1990). After the pilot interviews, the researcher determined most probes provided 

enough information to answer the questions and in several situations some language was 

modified. One question was eliminated because it was redundant. Individual interviews 

were conducted in the spring of 2003 using a general interview guide approach (Patton, 

1990). This is a list of questions to be explored during the interview. The researcher 

taped the interviews and took hand written notes. 

According to Mr. Washington, the first elementary school coimselors were hired 

in 1991. The three elementary counselors worked at seven elementary schools. Table 4.5 

shows the number of years each of the counselors brought to their elementary counseling 

positions in 1991 as a school counselor and as a teacher. 

Table 4.5 

Elementary School Counselor Demographics in 1991 

Prior Years as a 
Counselor 

Years as a Teacher Gender 

Counselor WA 0 13 Female 
Counselor JJJ 10 5 Female 
Counselor LBJ 3 6 Female 

Information regarding the principal experience as teachers and principals is 

included in Table 4.6. Two male principals and three female principals were interviewed. 
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Table 4.6 

Elementary Principal Demographics in 1991 

Years as a Principal Years as a Teacher Gender 
Principal Jackson 4 13 Female 
Principal Jefferson 12 6 Male 
Principal Johnson 5 18 Female 
Principal Lincoln * 0 12 Female 
Principal Washington 10 10 Male 

*Linco]n school did not open until 1993. Principal Lincoln became the principal at that time. See narrative 
at beginning of this chapter for additional information. 

Instruments 

Two instruments were developed to specifically address the research questions 

regarding the principals' leadership style, attitudes, and beliefs and the district's role in 

program diffiision. One was written for the counselors (see Appendix B) and one was 

written for the principals, administrators and governing board member (see Appendix C). 

An interview guide was prepared to be sure the same basic information was obtained 

from all the people being interviewed. Questions were developed by using the five stages 

in the innovation process in an organization as described by Rogers (1995). The stages 

are: agenda setting, matching, redefining/restructuring, clarifying, and routinizing. 

In addition to the formal questions, each interviewee was asked to provide some 

reflections of the implementation process and to also offer suggestions for future 

implementers of a CCBG program. Probes were listed under each question. They are 

designed to elicit more information from the interviewee, and are listed after each 
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question as a reminder to the researcher about information to draw out from the 

participants (Patton, 1990). 

Although several questions relating to the principal and district leadership were 

included, The Principal Leadership Questionnaire (PLQ) (Jantzi & Leithwood, 1996; see 

Appendix D) was given to the principals and counselors to assess several specific areas of 

leadership. The PLQ (Jantzi 8c Leithwood, 1996) consists of 24 Likert-type items that 

measure six principal leadership behaviors. The counselors answered the questions on 

the survey based on their personal beliefs regarding the leadership style of one of their 

principal's during the implementation of the CCBG program at their school. Principals 

filled out the survey based on their own perceived style of leadership used to implement 

the CCBG program in 1991. Permission to use this survey is found in Appendix I. 

Interview Protocol 

After permission was received from The University of Arizona Human Subjects 

Department and from the MVSD, the researcher made appointments to interview the 

subjects. One 90-minute interview was conducted with each subject. Each interview was 

tape recorded and hand written notes were taken by the researcher. At the beginning of 

each interview, the researcher gave a short background on why this research was 

conducted and the importance of each interviewee's contribution. In addition, the 

protocol from the Human Subjects department was followed. 

The counselors and principals in the study were interviewed in a private 

conference room at each school site. Mr. Smith was interviewed in his office while Ms. 
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Clark was interviewed in a restaurant. Interviews with Ms. Jones and Principal Jefferson 

were conduced in their homes. Principal Johnson was interviewed in her new job setting. 

Interviews were not conducted with Principals Adams, Brovm and Jensen as they had 

moved from the area and could not be located. 

Interviews were tape-recorded and transcribed verbatim. Detailed notes were 

taken during each interview to compare vdth tape-recorded notes. Data from the 

transcribed notes was coded based on concepts, ideas and themes related to the five 

stages in the innovation process of an organization. Results are reported in Chapter 5 

within these five stages. 

School pictures from 1991 and district demographics were shared with the 

interviewees to help them remember the year 1991. They saw pictures of themselves as 

well as the staff at their school (Mason, 1998). When pictures from 1991 were not 

available, the interviewees were asked to give reflections regarding the school district and 

their position in 1991. Then they were asked to describe their role in the school at that 

time. 

Human Subjects Procedures 

After obtaining permission to conduct this study, a request to conduct research in 

the MVSD was submitted to the appropriate department in the district. The request 

detailed the nature and purpose of the study and the methodology used. Upon approval 

from the MVSD District (see Appendix E), a Project Approval Form was submitted to 

the University of Arizona Human Subjects Protection Program for approval. Upon 
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receiving this approval, a pilot interview was conducted with one counselor and with one 

principal from a nearby district. Then dissertation interviews were conducted with the 

subjects. At the beginning of each interview, the researcher gave the participant an 

overview regarding the nature of the study and explained the necessary paper work. 

Requirements explaining the rights and responsibilities for the interviewee are required 

by the University of Arizona's Human Subjects Review Board. Then the researcher 

provided the subjects with two letters of consent to sign. The subjects retained one copy 

of the consent form, and the researcher retained one copy. Copies of the Human Subjects 

letters are found in Appendices F, G, and H. 

Data Analysis 

The researcher personally transcribed the data from each interview. Using 

Mason's (1998) qualitative methods as a guide, data were analyzed by the researcher to 

find common themes, categories and patterns. In addition, data were compared to 

distinguish clustering for similarities and differences and was categorized into text 

segments represented by one idea. From the transcribed data, the ideas, themes, and 

concepts of the principals' influence on program implementation were compared between 

the schools and between the principals and counselors at each school. 

Data analysis includes a deep discussion of the diffusion process at each of the 

school sites including quotes from the interviewees. The subjects discussed what their 

school was like in 1991. Common themes from the interviewees were compared to 

distinguish the categories and patterns. Rich quotes were used to tell the story (Seidman, 
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1998). In addition, a table showing the results from the Jantzi and Leithwood (1996) 

survey is shown in Table 5.3. Results include the counselor's perspective of the 

principal's leadership style used to implement the CCBG program, and the principal's 

personal perspective of their leadership style used in the implementation process in 1991. 

Data Interpretation 

Interrater reliability was used to study the data from the interviews to determine 

what common strategies were used to diffuse the CCBG program. This method allowed 

for consistency in analyzing the interview results (Wiersma, 1995). A recent graduate 

from the Educational Leadership Program at the University of Arizona was asked to read 

all the interviews and analyze the data in this capacity. This colleague and the researcher 

individually reviewed the responses to all questions from the interviews and identified 

common themes, categories and patterns. Then the researcher compared the colleague's 

list with her ovm list to establish common themes, categories and patterns, which helped 

determine the similarities and difference in program implementation. After that, the 

themes were related back to the literature and to the research question to determine if 

they were in agreement. A summary of the findings was developed and is included in 

Chapter 5. 

Summary 

A rural school district that had been implementing an elementary CCBG program for at 

least 10 years was selected for the study based on recommendations from three experts. 
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They were the state career counseling and curriculum specialists, the coordinators of the 

2002 counselor academy, and this researcher. In the selected district, the student services 

director identified the seven original schools that had the first elementary counselors and 

were the first in this district to implement an elementary CCBG program. The human 

resource administrator in the MVSD identified the counselors and principals who were at 

the seven schools in 1991. The three original counselors, four of the seven principals 

who were at the schools in 1991, and one additional principal were interviewed. The 

director of student services was also interviewed. Data from these nine interviews were 

similar and what the researcher thought was going to be a case study of individual 

schools turned out to be a case study of a school district. All subjects mentioned the 

support and direction for the growth of the CCBG program from the three district leaders, 

the student services director, the former assistant superintendent for curriculum, and one 

governing board member. An interview with the student services director had been 

conducted. Interviews were then conducted with the other two district leaders 

Interviewees were asked to respond to interview questions based on the five 

stages in the innovation process in an organization (Rogers, 1995), on principals 

leadership, and on the support from the school district leaders. Comments were tape-

recorded and hand written notes were taken. Interrater reliability was completed to 

establish the themes related to the research questions. A detailed analysis of the findings 

is found in Chapter 5. 
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RESULTS 

Introduction 

This chapter begins with a brief review of the study design, followed by an 

introduction to the findings, the instruments used to gather the data, the findings, 

responses to the interview questions and common themes that emerged fi-om the interrater 

reliability process. Chapter 5 ends with a summary. Data were presented in narrative 

form with some charts. 

Study Design 

In 1991, a rapidly growing K-12 school district in a southwestern state 

implemented an elementary school counseling program called Comprehensive 

Competency Based Guidance (CCBG) in seven elementary schools. A case study of the 

Mountain Vista School District allowed the researcher to study the perception of 

educators in five different roles regarding principal and district leadership pertaining to 

the diffusion of an innovation. An analysis of the data provided by each of the 

interviewees will be valuable to other program innovators. 

Introduction to the Findings 

Using the research from this study, a timeline of the implementation of the CCBG 

program from 1986-2003 was established to document the movement from three 



counselors who worked at seven schools to 11 counselors who each worked at one 

school. Information to develop this timeline came from the interviews conducted (see 

Table 5.1). 

Findings 

The two research questions are restated followed by the descriptive findings. 

Then, responses to the interview questions which follow the five steps in the irmovation 

process in organizations (Rogers, 1995) are reported. Common themes that emerged 

from the research are discussed last. 

Research Question 1: 

What relationship exists between the principals' leadership styles, attitudes, and 

beliefs about diffusion and the diffusion of a program? 

Principals' Leadership Styles 

In this study, principals' leadership styles were researched using two methods. 

First, the interview questions were written to address how the principals worked as 

leaders. Then, the Principal Leadership Questionnaire (PLQ) by Jantzi and Leithwood 

(1996, see Appendix D) was given to the five principals and three counselors. 

With direction from the governing board and from Mr. Smith, the principals 

regularly conveyed the CCBG philosophy to their school staff and communities. Each of 

the interviews indicated the principals used a leadership style that was open and positive. 
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Table 5.1 

Timeline for Implementation of the CCBG Program in the Mountain Vista School District 

Year Site District 
1986-
1987 

• There were 2 high school 
counselors and 3 middle school 
counselors in the district. 

• The five counselors in the district 
developed the CCBG program. 

1987 • School Board adopted K-12 CCBG 
program. 

1987-
1991 

• CCBG programs were 
implemented at the middle and 
high schools. 

• Ms. Jones worked with the middle 
and high school counselors to refine 
their program and to prepare for the 
implementation of the elementary 
CCBG program. 

1990 • MVSD counselors attended the first 
Arizona Counselors Academy 
(ACA). 

1991 • Three elementary counselors 
were hired to work in seven 
schools. Two counselors worked 
at two schools, one counselor 
worked at three schools. 

• MVSD 7-12 counselors presented 
their program at the second ACA. 
Elementary counselors began 
writing district elementary CCBG 
curriculum. 

1993 • An additional elementary 
counselor was hired in the 
district. Then each counselor had 
two schools. 

• An additional elementary school 
was opened. 

1996 • Additional elementary counselors 
were hired 

• Two new elementary schools 
opened. 

1997 • Disruptive student committee was 
formed to study what could be done 
to reduce the number of disruptive 
students. 

1998 • Started implementing the three-
year plan to make all elementary 
counselors full time. 

• Disruptive student committee 
recommended hiring full time 
counselors to implement the CCBG 
program as a preventative, proactive 
approach. Governing board 
approved recommendation to add 
fall time counselors over three 
years, as money was available. 
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Year Site District 
1998 • Developed the student services 

director position that included 
supervision of the counseling 
program. 

2000-
2001 

• Full time counselors at every 
elementary school. This was 
accomplished a year ahead of the 
plan because of additional district 
funding availability. 

2001 • New elementary school is built 
and counselor is included as a 
staff requirement. 

• All elementary schools had a full 
time elementary counselor 
implementing the CCBG program. 

2003-
2004 

• Full time counselors in every 
elementary school implementing 
the CCBG program. 

• The director of student services 
retired. 

• The student services director 
position was revised to provide a 
half time position to supervise the 
Guidance and Counseling 
Department. This new position 
does not have the additional 
supervision responsibilities of the 
previous position. 

2003-
2004 

• One site shares the student 
services director and a half time 
counselor. 

• The student services director 
position is a half time position. 

No one mentioned the terms transformational, transactional, or situational leadership, but 

their interviews indicated that the principals were using strategies from all three 

leadership theories. 

The two primary premises (Shirbert et al., 2002) of transformational leadership 

were evident. First, it is relational, and second, it deals with producing real change. 

Interviews indicated that the principals all developed a relationship with their staff to 

achieve the common goal of CCBG program implementation in their school. 
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Principal Washington commented: "Well, my leadership style is one of inclusion 

for everyone ... I could not emphasize enough that one, we are all in this together and 

two, our job functions are interrelated." He continued to discuss the concept that 

everyone was on the same team, and that everyone at the school supported each other. 

Principal Washington supported the CCBG program by encouraging the counselor to talk 

about the CCBG program at faculty and parent meetings and by allocating money for 

counseling supplies. 

Principal Jackson commented that she modeled her support of the CCBG program 

for the teachers and parents. At faculty and parent meetings, she was open and 

enthusiastic about the CCBG program that would address the needs of all students. 

During the first three years of CCBG program implementation. Principal Johnson 

provided time for the counselor to make presentations each semester at faculty meetings. 

This was an important effort to help the faculty learn about the CCBG program. As new 

members joined the faculty, the school counselor provided an in-service on the CCBG 

program for them. 

Several principals gave examples of how situational leadership (Hersey et al., 

2001) was used to guide the implementation of the CCBG program. Principal Lincoln 

helped the teachers and counselor grow using the skills of telling, selling, participating, 

and delegating (Hersey et al., 2001). She did this by first directing their actions, then 

explaining why these actions should be followed. Third, she encouraged them to 

problem solve any scheduling or curriculum issues they might have, and then she taught 

them how to monitor the students' progress and observe the results. Principal Lincoln 
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explained that after working with the counselor and teachers for a few years, she could 

see an increase in their leadership skills. 

Principal Jefferson remembers that during the first year of CCBG implementation, 

his leadership behaviors were generally telling and directing the counselor in her new 

role. Then after several years, the counselor had more experience and became familiar 

with the needs of the school, and he found that their relationship had changed into a role 

where they would jointly problem solve issues or concerns. His overall recollection of 

the counselor was that they were a team and that they worked well together. 

When Principal Jefferson hired new staff, he described the CCBG program to 

them, and he explained how it integrated with academic programs. "We encouraged 

everyone to take the CCBG program and implement it.... I could say that we had 100% 

implementation when I was there." When Principal Jefferson reviewed the teachers' 

lesson plans each week, he checked to make sure the CCBG lessons were included in the 

teachers' plans. He viewed this action as showing leadership for the CCBG program and 

assuring that the lessons would be implemented in every classroom. 

Mr. Smith enforced directions from the governing board by emphasizing that the 

counselors could not provide long-term individual counseling. The student to counselor 

ratios of 1,200-1,700 students for each counselor dictated that counselors would work 

with students through the CCBG classroom guidance activities. Principals followed up 

on that message by ensuring the counselors' main emphasis remain classroom CCBG 

activities and small groups. 
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Data compiled from the principal interview questions regarding their work are 

shown in Table 5.2 using the themes discussed in the American School Counselor 

Association National Model: A Framework for School Counseling Programs (ASCA, 

2003). 

Upon completion of the interview questions, both principals and counselors were 

asked to complete the 24 questions on the PLQ (Jantzi & Leithwood, 1996). Questions 

were addressed in the following six areas and a Likert scale from 1-4 was used to access 

responses from the subjects. A mark of 1 indicated strongly disagrees, a mark of 2 

indicated disagrees, a mark of 3 indicated agrees and a mark of 4 indicated strongly 

agrees. 

• Identifying and articulating a vision 

• Providing an appropriate model of behavior 

• Fostering the acceptance of group goals 

• Providing individualized support 

• Providing intellectual stimulation 

• Holding high performance expectations 

Questions related to identifying and articulating a vision addressed the principals' 

behavior that was aimed at identifying new opportunities for their school leadership 

teams. In addition, the questions also looked at how the principals developed, articulated, 

and inspired others with his or her vision of the future. Responses in this area had agree 

and strongly agree marks. The principals felt they had the capacity and judgment to 
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Table 5.2 

Principal Leadership Following the Themes of the ASCA National Model: A Framework 

for School Counseling Programs 

Leadership Advocacy Collaboration Systemic Change 
Principal Jackson • Supported • Served on the • Worked with • Implemented the 

CCBG disruptive counselor to CCBG program in 
program with students implement peer all classrooms 
teachers committee mediation following a 

program systematic 
• Recommended schedule. 
that each • Met with 
elementary counselor to 
school have a discuss student 
full time needs 
counselor to 
teach CCBG to 
all students 

Principal • Provided • Supported the • Talked with • Required all 
Jefferson professional needs of all counselor to faculty members to 

development, children. His address needs of attend the 
encouraged personal students. professional 
everyone to philosophy was development to 
implement the "No child should • Worked with learn about the 
program when pass your way counselor to new program. 
the CCBG untaught or provide 
program was unloved." professional • Informed new 
implemented. development for faculty about the 

staff on program. 
counseling 
procedures and • Observed teachers 
programs. and counselors 

implementing the 
CCBG program. 

Principal • Provided • Established the • Collaborated • Reviewed the 
Johnson professional tone in the with the teachers' lesson 

development school that her counselor to plans to ensure that 
opportunities belief was to develop systems all teachers were 
for staff to help all students. to use in including CCBG 
learn about emergencies. competencies. 
CCBG and • Provided 
required all budget for • Met regularly 
teachers counselor. with the 
include the counselor to 
counselor in discuss concerns 
their classroom and stay current 
activities. on actions and 

activities. 
• 
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Leadership Advocacy Collaboration Systemic Change 
Principal Lincoln • Provided time • Advocated for • Encouraged • Expected the 

at the teachers to staff to work counselor to be in 
beginning of participate in the with counselor all classrooms 
the yearly counselor to decide how teaching the 
faculty meeting lessons and the counselor CCBG 
for counselor to make it a joint competencies competencies. 
present an effort. Also told and the 
overview of the teachers they classroom • Enforced the 
program. could not grade competencies mandate from the 

papers during could be governing board 
the CCBG integrated. that CCBG be 
lesson. included in all 

schools. 
Principal • Assumed a • Advocated • Worked with • Credited the 
Washington leadership role for full time counselor to counselor for 

with faculty counselor to help all creating the 
and staff to support him students, systemic change in 
support the with all especially those the Washington 
CCBG students. with special school. 
program. needs. 

• Met with parents, 
• Asked teachers, and staff 

Counselor WA to inform them 
to provide about the program. 
professional 
development 
workshops for 
staff. 

overcome obstacles, but several felt they could have done a better job of exciting the 

faculty about the school's vision and in commanding respect from everyone on the 

faculty. All but one principal indicated strong agreement with helping faculty members 

feel and act as leaders. In addition, the same number felt they gave faculty members a 

purpose for the leadership role. 

The second group of questions addressed how the principals provided an 

appropriate model of behavior that set an example for school leadership team members to 

follow that is consistent with the principals' values. All principals indicated that they led 
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by "doing" rather than simply by "telling." Some of the principals indicated they 

provided good role models for the faculty to follow and some indicated they were a 

symbol of success and accomplishment within the education profession. 

The behavior of the principals intended to promote cooperation among school 

team members and help them work collectively to reach group goals was the third set of 

questions. Principals scored themselves high in providing for the participation of faculty 

in developing and working towards the school goals. Questions related to working with 

faculty to reach consensus and regularly encouraging faculty members to evaluate the 

progress towards goal achievement were answered with a higher number of agree rather 

than strongly agree marks. 

Providing individual support refers to behavior of the principals that indicated 

respect for school leadership team members and concern about their personal feelings and 

needs. Principals agreed they had provided some encouragement to faculty members to 

receive extended training to develop their knowledge and skills. Allocation of resources 

received strongly agrees comments from four of the five principals. All principals 

marked that they had treated their employees with respect and had taken the personal 

needs of the staff into consideration. 

Questions in the fifth area, intellectual stimulation, refer to whether the principals' 

behavior encouraged and challenged the staff to reexamine how their work could be 

performed. Three principals marked strongly agree and two principals marked agree on 

each of these questions. While two principals agreed they had provided intellectual 

stimulation to the teachers to reexamine what they were doing for the school's students. 
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three principals strongly agreed. Then, on the question asking if the principals had 

challenged teachers to look at some basic assumptions about their work in the school, two 

principals indicate agreement and three principals indicate strong agreement. 

Questions related to holding high performance expectations were in the "agree" 

and "strongly agree" areas. Four of the principals said they told the faculty that there are 

high expectations, while only three principals said they would not settle for second best 

in faculty performance. 

The mean scores from the principals and counselors questionnaires are found in 

Table 5.3. Four was the highest rating and one was the lowest rating. A complete list of 

all questions is found in Appendix D. The average mean score for each group is found at 

the bottom of Table 5.3. Principals scored themselves based on their leadership style in 

1991. The average mean score from the five principal interviewed was 3.66. The three 

counselors chose one of their principals from 1991 and answered the questions related to 

the leadership style of that principal. The average mean score of the three counselors was 

3.54. 

Implications from the Jantzi and Leithwood (1996) study relate to the study of the 

MVSD in several ways. The first implication indicates the most powerful leadership 

strategy for positively influencing work is for the teacher to be recognized for their good 

work. Ms. Jones was recognized in the early 1990s by the state and national school 

counseling associations for the CCBG program. Ms. Clark and Counselor WA were 

recognized by the state school counseling association for their work implementing the 

CCBG program for many years. Recognition for these awards was shared with teachers. 
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Table 5.3 

Results from the Principal Leadership Questionnaire (PLQ) 

Questions Mean score Mean Score 
Provides Vision Principals Counselors 
Questions 1-5 
#1 3.8 3.3 
#2 3.6 3.6 
#3 3.6 3.6 
#4 3.8 3.3 
#5 3.8 3.3 
Models Behavior Principals Counselors 
Questions 6-8 
#6 4.0 3.6 
#7 3.6 3.3 
#8 3.6 4 
Fosters Group Goals Principals Counselors 
Questions 9-13 
#9 3.8 3.6 
#10 3.8 3.6 
#11 3.8 3.3 
#12 3.4 3.6 
#13 3.4 3.6 
Provides Individual Support Principals Counselors 
Questions 14-18 
#14 3.6 3.3 
#15 3.8 3.6 
#16 4.0 3.6 
#17 4.0 3.6 
#18 4.0 3.6 
Provides Intellectual Principals Counselors 
Stimulation 
Questions 19-21 
#19 3.6 3.3 
#20 3.6 3.3 
#21 3.6 3.6 
Holding High Expectations 
Questions 22-24 

3.6 3.3 

#22 3.6 3.3 
#23 3.8 3.6 
#24 3.6 3.3 
Total Average of Mean Scores 3.66 3.54 
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principals, school board members, counselors and district administrators in the MVSD. 

Everyone was proud of the recognition received and recognized the work being done to 

implement a CCBG program for the elementary students. 

The second implication related to principals staying in the same school for a 

longer period of time instead of being moved to another school. The five principals 

interviewed in the study did remain at their schools for six to eight years, and this 

stability was a major factor in routinizing the CCBG program. Evidence of principals 

providing professional development for new staff members and providing updates for 

current staff members and parents assured the routinizing of the CCBG program. 

The third implication related to the gender of the principal and rated woman 

leaders as being more influential to change in a school. Two of the five principals 

interviewed were male and three were female. Research indicated that implementation 

was as successful in the schools where there was a male principal as the schools where 

there was a female principal. 

Evidence from the interviews and from the PLQ (Jantzi & Leithwood, 1996) 

indicated principals wanted to be seen as transformational leaders. Although the words 

transformational and transactional were seldom used in 1991, the principals perceived 

they were using these two leadership styles. This could be because they all had learned 

about several leadership styles since 1991 and had been using them in their daily work. 
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Principals' Attitudes and Beliefs 

In this section, the principals' attitudes and beliefs regarding the implementation 

of the CCBG program are examined. Principal comments are noted describing what they 

did or how they supported the counselor's work to implement the CCBG program. 

Principal Jackson affirmed that her attitude and beliefs were very positive towards 

implementing the CCBG program. Because Principal Jackson had a strong background in 

prevention programs, she understood the importance of teaching preventative and 

proactive lessons to the students. She believed that the program was an excellent way to 

get important preventative information to all students. "My attitude would be very 

positive and open to it (the CCBG program)." Principal Jackson conveyed her support of 

the CCBG program to the staff. She commented: "My attitudes and beliefs encouraged 

staff to buy into it." Her attitude and belief regarding the CCBG program was supported 

by her actions. 

Principal Jefferson, who was experiencing many new issues in the school, 

commented: I did make implementation of our CCBG program a mandate the second 

year we had a counselor." In addition, he also included the integration of CCBG as part 

of the teacher evaluation. The principal checked the teacher's lesson plans to be sure the 

school counselor was in the classroom teaching the CCBG competencies. Principal 

Jefferson and Counselor JJJ taught the teachers how to work with the counselor when she 

came into the classrooms to teach the CCBG guidance competencies. Principal Jefferson 

commented: "I did expect to see the CCBG lessons in their lesson plans, and I went over 
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lesson plans every week." If the counselor was not in each classroom weekly, the 

principal would look into the circumstances. 

Principal Johnson commented: "I embraced all of the strands (career, academic 

and personal/social) because we wanted our kids to be thinking about their lives and have 

choices." She also mentioned that the CCBG program fit in with the district philosophy 

to help students be the best they can be. A fiirther comment from Principal Johnson: "It 

was a district wide implementation. I think that counselors in other districts embraced it 

in their schools, but we had a district wide implementation. I don't think that happens 

very often." 

Principal Lincoln talked about her attitude and belief that all students benefited 

from the CCBG program. She comments; "It is the district's belief that they will achieve 

more through the skills they leam through the CCBG program. And they really will if 

they attain those skills." She discussed support from the governing board to add 

elementary counselors during a time when funds were short. This support was felt by the 

principals who then conveyed the support to their staff. Her attitudes and beliefs were 

influenced by the governing board's recommendation to add additional elementary 

counselors. 

Principal Washington commented that the attitude from the district administration 

and governing board about the need for an elementary CCBG program shaped his 

personal attitude and beliefs regarding implementation of the CCBG program. When 

asked how the implementation of the program was helped or hindered by the principals' 

attitudes and beliefs, Principal Washington responded: "I saw there was a real curriculum 
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in place, a real program in place. I just hoped to get out of the counselor's way and give 

her the support she needed." 

When asked about his beliefs and attitudes regarding the CCBG program. 

Principal Washington commented that the CCBG program was for all students. He felt 

all students should have access to the preventative, proactive lessons that are part of the 

CCBG program. He understood this to mean that the counselor would develop a 

schedule to teach the CCBG competencies in every classroom on a regular basis. In 

addition. Principal Washington would ask Counselor WA to provide yearly professional 

development workshops for the staff on the CCBG program. He publicly thanked the 

counselor for working with several students who needed more attention. For example: 

"I'm sure glad that Counselor WA is here" or "Isn't it great to have Counselor WA?" He 

felt this public acknowledgement showed his support of the CCBG program. 

Counselors addressed the question of principals' attitudes and beliefs with a great 

feeling of support. The three elementary counselors felt their principals all gave them the 

opportunity to be the advocates and leaders for their CCBG program. As Counselor JJJ 

was preparing to retire, she participated on the school's interview team for the new 

counselor. She was pleased to hear the principal tell the candidates, "I am going to 

expect you to teach a lot of classroom lessons because we are into prevention." 

Counselor WA commented that Principal Washington would seek her out to ask 

for help on various issues with students. She comments; "So I think that told me that he 

really thought the CCBG program was valuable and that I could make a difference." 

Counselor WA also felt the informal commvmication with Principal Washington 



141 

conveyed support for her and for the CCBG program. "He was very supportive." She 

said informal commxmication took place in the hallway, on the playground, before and 

after meetings, in the cafeteria, and at school events. The counselor mentioned that 

Principal Washington make supportive comments regarding the CCBG program at a 

faculty meeting. His statements publicly conveyed the importance of the CCBG 

program. 

Counselor JJJ commented that the three principals she worked with showed their 

attitude and beliefs about the CCBG program by providing a budget for her to purchase 

resource materials for the CCBG program. She also mentioned that Principal Johnson 

assigned her a classroom instead of a small office. This large space allowed an entire 

classroom of students to come to her room for the CCBG lessons. 

Comments from Ms. Jones indicated that the principals were eager to have school 

counselors who would implement a CCBG program. She felt the governing board 

directly influenced the principals' attitudes and beliefs about how the school counselor 

would be used. Ms. Jones comments, "The principals and counselors knew that they had 

to follow that board adopted program." From the various positions Ms. Jones held in the 

district, she always observed the positive support from the principals towards a CCBG 

program. Research indicates the attitudes and beliefs of school principals directly 

affected the implementation of the CCBG program. 
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Research Question 2 

How do the dynamics of the school district leadership influence the diffusion of a 

program? 

School District Leadership 

When the CCBG program was first implemented in the MVSD, everyone had the 

same philosophy about the CCBG program. According to Ms. Clark, the philosophy that 

permeated the district indicated the CCBG program should be available to all students. In 

1991, the MVSD governing board had their number one priority as meeting the needs of 

the students. Some principals in this district cormected the addition of elementary 

counselors to their school mission. Principal Jackson comments: "We had a mission 

about 1988 and there was a strong commitment to children and children's welfare beyond 

just academics . .. and I think the counseling program fit very nicely into that mission." 

Ms. Clark indicated that the district's vision was to help students realize their own 

potential and to create their own vision of what they wanted to do with their lives. The 

governing board was committed to ensuring that all programs implemented would 

support students in reaching their goals. With this tone set by the MVSD governing 

board, everyone in the district was working towards the same vision. 

Principals Washington and Jefferson commented that Mr. Smith enforced the 

directive from the governing board indicating that counselors were placed in the schools 

to deliver a CCBG program to all students. They were not to be therapists or assistant 

principals. Mr. Smith commented: "Individual counseling was not forbidden, but it was 

discouraged just because they couldn't make any kind of an impact doing that. .. there 
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was no time to be dealing with individual problems." He mentioned that he supported the 

counselors working in the classrooms and with groups where they would impact a larger 

number of students through the CCBG program. 

It was Ms. Jones who had a large impact on the role of the counselors while they 

worked at two and three schools that first year. She met with Mr. Smith and suggested 

that the counselors only do classroom and group counseling because they were at each 

school only two-and-a-half days a week. Under the leadership of Ms. Jones, the 

counselors established the CCBG program curriculum and implementation plan. 

Counselors WA, JJJ, and LBJ also met several times with Mr. Smith and the district 

curriculum committee to develop curriculum lessons and to coordinate the CCBG 

program during the first year of implementation. In addition, Ms. Jones met regularly 

with the elementary principals to provide current information regarding the 

implementation of the CCBG program. She also presented an annual end of the year 

report to the governing board. 

Governing board members in this district set the tone for the implementation of 

the CCBG program. Interviews with Mr. Smith and Ms. Clark indicated the strong 

commitment from the MVSD Governing Board to implement the CCBG program in 

grades K-12 and to add elementary counselors. Along with Ms. Jones, Ms. Clark guided 

and maintained this vision for the district. 

Data compiled regarding the work of the three MVSD district leaders is shown in 

Table 5.4 using the four themes discussed in the American School Counselor Association 

National Model: A Framework for School Counseling Programs (ASCA, 2003). 
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Table 5.4 

District Leadership Following the Themes of the ASCA National Model: A Framework 
for School Counseling Programs 

Leadership Advocacy Collaboration Systemic Change 
Ms. Clark, • Educated other • Spoke in favor • Discussed with • Provided 
Governing Board board of hiring other board direction to 
Member members. elementary members the administrators 

counselors. importance of regarding role 
• Had a strong adding of school 

voice for • Supported elementary counselor. 
adding school making the half counselors. 
counselors. time counselors 

fiill time. • Worked with 
• Provided administrators 

supportive to ensure 
information counselors 
regarding implemented the 
additional CCBG program. 
school 
counselors. 

Ms. Jones, • Continually • Met monthly • Talked with • Provided 
Student Services spoke about the with principals. principals. leadership in 
Director CCBG program teachers, parents the 

to school staff • Presented and advisory development 
and to parents. CCBG program council and 

to board each members to implementation 
• Revised CCBG year. support CCBG of the CCBG 

program every program. program. 
3-5 years. • Assumed 

leadership to • Helped • Taught CCBG 
• Presented at revise principals find classes at a 
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This district had the support of two influential administrators and one governing 

board member to implement the CCBG program. Principals and counselors were 

implementing the program with the same approach because clear and consistent messages 

were conveyed from the MVSD governing board, the assistant superintendent for 

curriculum, and the student services director. This district leadership supported the 

implementation of the elementary CCBG program in 1991. Expectations were 

established by the MVSD governing board. The assistant superintendent for curriculum 

and the student services director provided support to implement the CCBG program. 

Responses to Interview Questions 

Interview questions asked of the counselors, principals, board member, and 

administrators were based on the five stages in the innovation process in an organization, 

(Rogers, 1995). The first two steps, agenda setting and matching, are in the initiation sub 

process and the last three steps redefining, clarifying, and routinizing are in the 

implementation sub process. 

Agenda Setting 

Three people took the role of agenda setters in the diffusion of the Competency 

Based Guidance (CBG) program in the MVSD. Each held essential roles in the 

persuasion process. Agenda setters were Ms. Jones, Mr. Smith, and Ms. Clark. 

Ms. Jones had the vision to develop a K-12 CBG program in the late 1980s. 

Working with a small group of counselors, she designed a CBG program for all students. 
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Although there were no elementary counselors in the district in the late 1980s, there were 

some people who wanted to see the addition of elementary counselors. Ms. Jones 

provided leadership to the committee that was writing a the CBG program for grades 

K-12. When asked why she was writing a program for elementary counselors when the 

district did not have elementary counselors, she told her supervisor, "Someday we are 

going to have counselors in elementary schools." Then she took the leadership to present 

the agenda item to the governing board in 1987, and the CBG program was adopted for 

grades K-12 that year. In 1987, the CBG program was implemented in the middle and 

high schools. After four years of positive results at the middle and high school levels, 

Ms. Jones worked with the district administration to implement the elementary CCBG 

program in 1991. The program name was changed in 1990 from CBG to CCBG. 

Evidence of support for Ms. Jones from Principal Washington states, "The student 

services coordinator's advocacy was absolutely the key factor to our receiving additional 

counselors." Principal Johnson stated additional support for Ms. Jones: 

The guidance coordinator was able to sell the program to the governing board as 

being something that would be good for our district and good for kids. It was 

iimovative, and I think the governing board traditionally has been interested in 

doing the best for kids. 

Mr. Smith reinforced the governing board's directive that the elementary school 

counselor would deliver a CCBG program and would not be a disciplinarian or an 

assistant principal. This statement set the tone for the role of the elementary counselors 
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in the MVSD. All principals interviewed in this study echoed this view and did not even 

think of using their counselor in any non-counseling role. 

Counselor JJJ remembered how Mr. Smith instructed the elementary principals 

that the counselors were not to take over existing duties of any professional, but they 

were to implement the CCBG program. Counselor JJJ felt Mr. Smith carried this 

message of support and direction from the governing board to the principals in a positive 

maimer. Mr. Smith felt the principals knew that he would check up on them to be sure 

they were using their counselor to implement the CCBG program. 

Ms. Clark was an elementary teacher in another district and had worked closely 

with the elementary coimselor in her school. She knew the value of having full time 

elementary counselors in an elementary school, and she shared her personal experiences 

with the other governing board members. As the only educator on the governing board, 

she enlightened the other board members regarding some misconceptions pertaining to 

what teachers dealt with in the classrooms. She commented, "I could see as a teacher 

how much more need there was year after year to have some real professional help for 

kids and families." She was a critical voice, reinforcing how the school counselors could 

support the teachers through the CCBG program. As a result of her belief, she helped the 

other governing board members realize the important role of an elementary school 

covinselor. 

During the interview, this governing board member shared the district's vision in 

the early 1990s. It was to help all students realize their own potential and to create their 

own vision of what they wanted to do with their lives. She was aware that elementary 
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school counselors teaching the proactive, preventative competencies from the CCBG 

program in all classrooms was a strong source of support for all students. Ms. Clark 

commented, "If we can help the students at elementary school with their problems, we do 

not have the same problems at middle school. We all realize that." In addition, after the 

three elementary counselors were hired to work at seven schools, she was extremely 

supportive of changing the half time counseling positions to full time elementary 

counseling positions. She worked to include additional counseling flmds in the budget. 

Her longevity on the governing board has helped maintain the vision of full time 

coimselors in every elementary school. Support for Ms. Clark from Principal 

Washington includes: 

There was one board member who took the lead on counseling; she was also an 

educator ... she had a very realistic understanding of the elementary classroom. 

That was a very critical piece. Not every board member was as knowledgeable as 

her or as convinced that this was a good expenditure of fiinds. So we needed to 

make sure it (CCBG) was kept in the forefront. 

The Mountain Vista School District was privileged to have three strong agenda 

setters who all worked to carry out the governing boards' vision of implementing a 

CCBG program in each elementary school with a full time counselor. They worked 

together, and all had the same vision to fully implement the CCBG program in the 

MVSD. 
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Matching 

Matching is the second step in the initiation sub process and it occurs when a 

problem is conceptually connected with an irmovation to determine how well they fit. 

Principal Johnson felt it was important to have a counselor in the classroom to teach all 

students how to behave in a classroom setting. She had a background in prevention 

programs and emphasized that she wanted all the students to have skills in conflict 

resolution, problem solving, substance abuse, and peer mediation. The principal was 

grateful to have the counselor provide resources and information for the teachers as they 

were already over burdened with the many problems in the school. She felt that when the 

counselor came into the classroom to teach their preventative, proactive CCBG lessons, 

everyone at the school was a winner. Teachers learned new skills to use with the 

students; the students learned new skills to use with peers; and the counselor was able to 

reach all students through the classroom guidance lessons. 

Principal Jefferson felt the counselor brought continuity to the school by 

providing a program that used the same language and affected all the students. One of 

the curriculum pieces used by the counselor was ''Second Step" (Committee for Children, 

2002). With support from the principal, the teachers implemented the program in all 

classrooms. This effort also involved the counselor and teacher working together to 

implement this program through team-teaching. 

The middle and high school counseling programs were begirming to have 

structure in 1990 with the school counselors providing a CCBG program to all students. 

Therefore, the next logical step was to develop an elementary CCBG program. With 



foresight from Ms. Jones, the program had been written K-12 and was adopted by the 

governing board as a K-12 program. Timing was now right to add three elementary 

counselors. Two of the counselors worked at two schools and one of the counselors 

worked at three schools. Student/counselor ratios were quite high with 1,200-1,700 

students for each counselor. According to Counselor JJJ, Mr. Smith told the elementary 

principals that the role of the covinselor would be to implement a CCBG program, and 

they were not to use their counselors as assistant principals. Counselor WA mentioned 

that before 1991, elementary students were not receiving a school counseling program 

and the teachers and principals saw the addition of a CCBG program as a much-needed 

program in the school. By matching the needs of the schools to the CCBG strategies, a 

framework for a successful school counseling programs was developed. 

Redefining and Restructuring 

In this phase, the irmovation is modified and re-invented to fit the organization, 

and organizational structures are altered. Although the district had a board adopted 

CCBG program, each of the schools was allowed the flexibility to modify the 

competencies taught and to offer group counseling topics that meet the individual school 

needs. Common to all school CCBG programs was the delivery of preventative, pro

active classroom guidance lessons. In addition, counselors were not responsible for non-

guidance activities such as bus duty, testing, and lunch duty. 

Principal Johnson protected the counselor's time by not allowing her to deal with 

crisis situations. The principal comments: "She was there for teaching the curriculum 
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and for helping students in groups, and we handled crises in a different way." Principal 

Lincoln commented that the counselor worked with the teachers to integrate the 

counseling competencies with the classroom objectives. The counselor would offer 

different options to the teachers that would integrate the CCBG competencies in the core 

curriculum delivery. Principal Lincoln reported how the counselor approached this with 

the teacher, "I could offer you a lesson on multi-intelligence or I could come in and do a 

series of lessons on this or that... many of the core objectives are global and the 

counselor can address them too." 

Using the district CCBG program as the framework for each school's CCBG 

program, the school counselors and the principals worked together to redefine and 

restructure the CCBG program to match the specific needs of their school. 

At the sites, counselors and principals evaluated the first year of the CCBG program and 

made adjustments to the plans for the next school year. One of the adjustments included 

an increase in regular scheduled meetings between the principal and coimselor to increase 

communication. The biggest district change after the first two years was the need for an 

additional counselor. The opening of a new elementary school offered the opportunity to 

reduce Counselor JJJ's assignment from three schools to two schools. A new coimselor 

was hired with the assignment of the new school and one of Counselor JJJ's schools. 

District persormel work together to redefining the elementary counseling assigrmients. 
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Clarifying 

The relationship between the organization and the innovation is defined more 

clearly. Usually this step starts in year two or three of implementation and then continues 

each year. Principals used different strategies to obtain acceptance of the CCBG program 

from their faculty. 

Principal Jackson commented that Ms. Jones met with the principals to help them 

clarify how the counselor should spend their time in the CCBG model. Staff support of 

the CCBG program became easy at Jackson School because the principal allowed the 

teachers to have input into the CCBG competencies that the counselor would implement. 

"You can't adopt a program without all the input. We used shared decision making." 

Principal Lincoln asked the counselor to make presentations about the program at 

faculty and parent meetings and to discuss what the program would provide for the 

students. Counselor WA believed it was very important for the principal and counselor 

to be coordinated regarding program expectations. When she first became an elementary 

counselor, the teachers were interested in only lessons from the personal/social domain. 

As the counselor spent more time in the school, she was able to bring lessons from the 

academic and career domain to all students. It was necessary for the counselor and 

principal to teach the faculty how the total CCBG program met the mission of the school 

and district. 

Principal Washington said he would suggest teachers ask the counselor to teach a 

lesson to decrease bullying behavior. He would also make comments at faculty meetings 

to show approval of the counselor. Comments included "I'm sure glad Ms. WA is here" 



or "Isn't (sic) it great to have Ms. WA?" Principal Washington also commented that he 

validated the counseling program to the parents and faculty, thereby showing his beliefs 

and attitudes about the CCBG program. 

Counselor WA commented that during the first seven years of CCBG 

implementation, the elementary counselors met as a group to develop CCBG lesson 

plans. When Ms. Jones became the students services director in 1998, a committee of 

counselors revised the CCBG program and lessons. Revisions were taken to the 

governing board for approval. 

Clarification of the school coimselor's role in a CCBG program usually takes 

time. Once the counselor's role was understood, all elementary counselors implemented 

the same program. As new counselors were hired, they were trained to implement the 

CCBG program. Thus, all students in the MVSD were provided the same CCBG 

program. In the elementary schools studied, teachers, staff, parents and students 

experienced how a CCBG program related to student success. 

Routinizing 

The innovation becomes a constant element in the organization's activities and 

loses its identity as an innovation. This step occurs when the new idea has become a 

normal part of the organization and is no longer a separate initiative. When an innovation 

reaches the fifth step, routinization, it symbolizes the end of the innovation process for 

the organization. It has been 13 years since the innovation of a CCBG program was first 
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introduced in this rural school district. Those first three counselors worked at multiple 

schools where the norm is now to have a full time counselor in each elementary school. 

A disruptive student committee was formed in 1997 to look at the behavior 

problems that were occurring in the district K-12. This committee met for almost two 

years to determine what could be done to assist teachers with the disruptive students in 

the classroom. One of the recommendations from the committee was to provide more 

prevention and intervention programs for the elementary student through the CCBG 

program. Ms. Jones responded that full time elementary coimselors at each site could 

expand the CCBG program and positively affect all students. The committee agreed with 

this suggestion and believed the three-year phase in of full time elementary counselors 

would reduce the number of disruptive students. Two principals interviewed, as well as 

the governing board member, believe the disruptive student committee was the catalysts 

for turning the half time counseling positions into full time counseling positions. With 

support from the governing board and from the district administration, additional money 

was allocated to increase the half time counseling positions to fiill time at the elementary 

schools over a three-year period. Ms. Clark reported that when the newest school opened 

in 2001, the full time counselor was automatically built into the budget and was 

considered one of the required staff members. The CCBG program was to be fully 

implemented at this new school with a full time counselor. There was no question about 

whether or not they needed a counselor. The number of elementary schools in the MVSD 

district has grown from seven elementary schools to 11 elementary schools. Every 

elementary school now has a full time counselor who implements a CCBG program. 
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When talking to Principal Johnson about how the systemic change happened in 

the MVSD, she commented: "It (CCBG) was for every classroom, all students." 

Principal Johnson would review the teacher's lesson plans to be sure the school counselor 

was teaching the CCBG lessons on a regular basis. She found that some teachers did 

follow-up lessons to the counselor's lessons as a way of reinforcing some of the concepts 

that were taught by the counselor, 

Ms. Jones shared several important facts that attributed to the CCBG program 

becoming routinized in the district. They are: 

1. Elementary, middle and high school counselors who would use the CCBG 

program also wrote the CCBG program. 

2. CCBG was supported by the governing board and by the district 

administration. 

3. The CCBG Program was reviewed and revised by the MVSD counselors 

and taken back to the governing board for re-approval every three to five 

years 

4. Only counselors who understood the CCBG program were hired. 

5. Ms. Jones provided ongoing professional development. When she became 

the full time student services administrator, monthly meetings were held 

for the school counselors. 

Counselor JJJ felt teaching the classroom guidance lessons with the teachers 

present in the classroom helped routinize the school counseling program. She worked 
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with teachers to integrate core curriculum concepts in her lessons. She comments: "If I 

were a new counselor coming into a building now, I would only do classroom lessons." 

Counselor WA commented that she believed the CCBG program became 

routinized in Washington School because the principal helped define the CCBG program 

and the counselor's role in the school. He told the faculty that he supported the counselor 

implementing the CCBG program through small and large group work rather than 

through individual counseling. These instructions from Principal Washington and from 

Mr. Smith set the tone and implemented the governing board's directive that the school 

counselors would be teaching CCBG guidance lessons on a regular basis to all students. 

Summary 

The CCBG program in the elementary schools in the MVSD has become 

routinized. Interviews indicate that the school district leadership, not the site leadership, 

was responsible for the successful implementation of the CCBG program at the 

elementary level. Interview questions provided an opportunity to look at how the five 

stages in the innovation process in an organization (Rogers, 1990) were used in the 

implementation of the CCBG program at the elementary level. Three district leaders 

worked together to provide the vision and to guide the CCBG program through the five 

stages in the innovation process for an organization. They were Ms. Clark, Ms. Jones, 

and Mr. Smith. Working with the principals and counselors, they established the 

elementary CCBG program and continued the vision for many years. Because of the 

strong district support, the CCBG program has become routinized in the Mountain Vista 
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School District where the continued expectation is to have a fully implemented CCBG 

program with full time elementary counselors in every school. 

Themes 

Dr. Brown and this researcher read the typed script from all the interviews. They 

discovered some common themes from the data, and compared their lists to come up with 

four major themes represented in this study. They are: 

1. Communication 

2. Role of the school counselor 

3. Critical person/advocate 

4. Professional development 

Communication 

All three counselors commented that the communication between them and the 

principals was minimal that first year. With the counselors splitting their time between 

schools every week, they had little time for planned meetings. Both the principals and 

the counselors said they met when necessary. Meetings were held in the coimselor's or 

principal's office, on the playground, in the hall, or at staff meetings. As the principals 

and counselors reflected back to the second and third years of implementation, they all 

agreed that their communication increased significantly. Principal Lincoln responded; 

"When she needed to talk, we talked or if I needed to talk, we talked." Counselor WA 

commented that the informal meetings with Principal Washington met her needs and 



158 

were very productive. He always had an open door policy that allowed her to obtain 

immediate feedback. 

Communication of yearly data enlightened Principal Jackson regarding the way 

the counselor used her time. Documentation of the number of classroom visits, the 

lessons taught, student groups held, and other program activities provided the principal 

with a clear picture of the CCBG program. 

Role of the School Counselor 

Research in this study indicates that in the MVSD, the elementary school 

counselors have been working as school counselors, not mental health counselors since 

the first elementary school counselors were hired in 1991. The role definition for the 

elementary counselors came down from the governing board through Mr. Smith. He told 

the principals and coimselors that the counselors would work in the classroom with all 

students. He discouraged any individual counseling because the counselor's assignment 

of students was over 1,200 per counselor. Mr. Smith commented: "The principals I 

worked with knew that when I told them they were not allowed to use the counselors for 

administrative duties, I would also monitor the counselor's time." He told the principals 

there was not enough time for the counselors to be dealing with individual student 

problems. "We tried to get them (the counselors) to plan their program around groups .. 

. so they could have an impact on all kids." 

Counselor JJJ talks about her role as a school counselor. She comments: "My 

role as a counselor was changed because of the CCBG program. I was in the middle 
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school, and I was counseling as fast as I could. I would come out of my office and be 

confronted by a fight that was taking place at my door. 

Counselor JJJ reported that there were always many students who had signed in to 

meet with her. She advised her secretary to bring her up to date regarding the students on 

the waiting list following the established criteria. The secretary would then advise 

Counselor JJJ who should be seen immediately. Counselor JJJ never had enough time to 

see all the students who came into her office. The change to the CCBG program made a 

difference in this counselor's role. She comments: "I also like CCBG because it has 

encouraged me to give a skill base instead of a feeling base. It is like I'm a teacher. I'm 

teaching life skills." She found that by teaching the proactive lessons in the classroom, 

she had fewer students wanting to see her individually about issues. 

Counselor WA remembers the clear direction she received the first year about her 

school counseling role. Principal Washington and Mr. Smith told her that she was not to 

do individual counseling because of her large student load. At the first faculty meeting, 

she explained her role. "I had overheads about the CCBG program and went through all 

the elements talking about the amount of time I would spend in classroom, with groups, 

and consulting." When Mr. Smith met with the three elementary counselors, he told 

them, "I don't want you to do something that is already being done by someone else. 

You go in there and create something totally new." Counselor Washington believed the 

counselor's role was established because of the very clear directions to the counselors 

and principals from the governing board through Mr. Smith. When questions would 

come up about new activities for the counselor, the principal and counselor would discuss 
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it and decide if the activity fit with the counselor's role. If they had questions, they 

would talk to Mr. Smith, who had the final word. 

Principal Jackson commented that the directive from Mr. Smith was clear that 

counselors could not be used as an assistant principal or as a disciplinarian. As a result of 

the half time counselor delivering the preventative, proactive guidance lessons, the 

principal realized there was a difference in the behavior of her students. She then 

advocated for a full time counselor. She comments: "If our goals were to do the CCBG 

program and make sure that everyone had access to the counselor, we needed them on 

our campus more often." A few years later, this principal was part of a disruptive student 

committee where one of the ending results was the addition of full time counselors at all 

elementary schools to implement the CCBG program. 

Ms. Jones remembered that there was a difference of opinion about the 

counselor's role that first year of implementation. 

I think some of them (principals) saw the counselor as an administrative assistant 

position, but we were real clear what the board adopted. The advantage of having 

a board adopted program was that the principals and counselors knew they had to 

follow the board adopted program. 

Ms. Jones notice there was some confusion among the principals as to the 

counselor's role. To clarify what the counselor's role was in a CCBG program; Ms. 

Jones developed a counselor evaluation instrument. She based it on the counselor's role 

supervising and coordinating the delivery of the CCBG program. When principals used 

this evaluation, they were also reminded of the essential responsibilities pertaining to the 
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counselor's role in a CCBG program. Ms. Jones commented that the principals found the 

evaluation relevant, "... They said the counselors were evaluated on the counseling 

program implementation." Ms. Clark commented that she continually talked with the 

other board members about the counselor's role in an elementary school counseling 

program. She commented: "I had to do a lot of education with some of the board 

members because there were a number of misconceptions about what went on in the 

classroom." 

Critical Person/Advocate 

Three critical leaders in this school district provided the direction to implement 

the CCBG program and advocated to expand the number of school counselors in later 

years. Leadership to implement the CCBG program and to expand the program was 

provided by Mr. Smith, Ms. Jones and Ms. Clark. 

Outcomes based education was being used in this district in the early 1990s for 

many school programs. Mr. Smith felt the CCBG model would fit easily into the 

outcomes based model used in the district curriculum plan. Mr. Smith included two of 

the counselors on the committee during the developmental process. Mr. Smith 

comments: 

It was just natural for us to apply that same model to the counseling program. 

What do we want to do? How are we going to measure when we do it? And how 

are we going to get where we want to go? 
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He felt it was the context of what was going on at the time that lead to the adoption of the 

CCBG model because it fit with what the district was developing in other curriculum 

areas. He advocated for the CCBG program by including counselors on district 

committees, by meeting frequently with the elementary counselors, by reminding the 

principals how they could and could not use their counselors, and by providing needed 

support. 

Ms. Jones was mentioned in every interview as the critical person who had the 

vision to implement the CCBG program in all district schools. Principal Washington 

comments: "Certainly the guidance coordinator deserves a lot of credit... as an advocate 

for counseling." He reflected that as she became a national award winner for the 

district's 7-12 CCBG program development, the district leaders saw the need for 

implementing the CCBG program at the elementary level. 

Principal Jackson comments: 

With the guidance coordinator, we had the real nuts and bolts support. She even 

helped us search for good applicants.... She talked about the implementation of 

the program, about our expectations, and helped us envision how the counselors 

should spend their time. 

Ms. Clark mentioned that she learned how the CCBG program met the needs of 

all students K-12 through many discussions with Ms. Jones. Equipped with that 

knowledge, she proceeded to advocate for the addition of elementary counselors during 

her 16 years on the governing board. As a member of the disruptive student committee in 

1997, she recommended the addition of full time counselors to decrease the behavior 
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problems at the elementary schools. The governing board adopted this motion with a 

gradual phasing in of full time elementary counselors who would implement the CCBG 

program. 

Since the MVSD made major changes in their school-counseling program, several 

recognitions were received from the state school counseling association and from the 

national school counseling association. Starting in 1989, Ms. Jones was recognized by 

the state school counselor's association for her leadership in organizing and redirecting 

the district's guidance program. In 1991, the American School Counselor Association 

recognized her for this effort. The Mountain Vista District Governing Board was 

recognized in 1993 by the state counseling association as the advocate of the year. In 

1994, the American School Counselor Association recognized the governing board as the 

advocate of the year. Counselor WA was recognized in 1998 as the state elementary 

counselor of the year, and Ms. Clark was recognized as the state advocate of the year in 

2003. In addition, the elementary counselors in this school district have made 

presentations at the state school counselor conference to share their CCBG program with 

other school counselors. 

Professional Development 

Research in this study acknowledged the importance of professional development 

to keep a new program at the forefront. Ms. Jones made yearly presentations to 

principals and to the governing board to keep them up to date on the CCBG program. 

She comments: "I gave one presentation to all central office personnel at a joint meeting 
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the first year. Another year I gave an elementary presentation and a secondary 

presentation at the principal's meetings." She also reported: 

I think having professional development during the year, supporting the 

counselors in the field, and holding district wide meetings are also important. 

We usually have six district-wide meetings a year, and then we have level 

(elementary, middle, and high school) meetings as needed. 

Counselor WA attended the state counselor academy several times to stay current 

with state changes in the CCBG program. She also felt the annual state counselor 

association conferences provided the professional development she needed to continue to 

grow. She attended one conference sponsored by the American School Counselor 

Association when it was in her state and commented: "I really enjoyed the ASCA 

conference. I thought it was very valuable." During the early years of implementation 

Mr. Smith provided funding for the three counselors to attend a prevention workshop that 

supported the CCBG program. Counselor WA felt the district has been supportive of her 

professional development for many years. The principals had the beliefs and attitudes 

that the counselors should be empowered to develop their CCBG programs and that 

professional development was necessary to do this. 

Summary of Findings 

The original research in this study had only one question and it addressed the 

principals' leadership styles, attitudes, and beliefs regarding the implementation of an 

irmovation. That innovation was the Comprehensive Competency Based Guidance 
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program, also know as CCBG. The original research was looking at each school as an 

individual case study. The assumption was that there was a difference in how the 

program was implemented at each school. After interviewing the three elementary 

counselors, the five elementary principals, and the student services directors, data 

indicated that there was strong district leadership that affected the successful 

implementation of the CCBG program. Research indicated that the implementation 

success came from the governing board, the assistant superintendent, and from the 

student services director. All three district leaders conveyed the message to the principals 

that counselors would implement the CCBG program in the classrooms. Interviews 

indicated that all schools followed the same basic implementation plans for the CCBG 

program, and the counselors worked together to develop classroom lessons based on the 

CCBG competencies. Therefore, all schools were implementing a similar CCBG 

program following a district model. This research project was then modified to reflect a 

case study of a district. 

Question two was then added and additional interviews were conducted with Mr. 

Smith, and Ms. Clark, to study the influence of the district leadership. Ms. Jones had 

already been interviewed. Data indicated that it was the district leadership, not site 

leadership, which was directly responsible for the implementation and routinizing of the 

CCBG program. District leadership, attitudes, and beliefs provided the vision and set the 

tone to implement the CCBG program at seven elementary schools with three counselors 

in 1991. 
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Because of the major change made in the MVSD school counseling program, Ms. 

Jones received recognitions from the Arizona School Counseling Association, Inc. and 

from the American School Counseling Association in the early 1990s. Although she is 

now retired, she continues to teach counselor education classes at a local university and 

to provide professional development to other school districts regarding the CCBG model. 

Findings from every interview indicated that Ms. Jones, student services director, 

played a critical roll for 17 years in the implementation and routinizing of the CCBG 

program. She was the innovation champion who used her leadership skills to advocate 

for a CCBG program for all students in the MVSD. The respect and personal 

relationships that she developed with district administrators, school board members, site 

principals, and staff enabled her to continue developing, implementing, and refining the 

CCBG program. What started out in 1986 as a way to improve one high school 

counseling program grew to create systemic change in this district when the CCBG 

program is now routinized. 

Strong district leadership made the difference in the implementation of the 

innovation called CCBG. Although principal leadership was important at the site level to 

implement the program, it was the district leadership that provided the vision and set the 

tone to implement CCBG in all district elementary schools. 
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counselor's role in a CCBG program. Ms. Jones commented that the principals found the 

evaluation relevant, "... They said the counselors were evaluated on the counseling 

program implementation." Ms. Clark commented that she continually talked with the 

other board members about the counselor's role in an elementary school counseling 

program. She commented: "I had to do a lot of education with some of the board 

members because there were a number of misconceptions about what went on in the 

classroom." 

Critical Person/Advocate 

Three critical leaders in this school district provided the direction to implement 

the CCBG program and advocated to expand the number of school counselors in later 

years. Leadership to implement the CCBG program and to expand the program was 

provided by Mr. Smith, Ms. Jones and Ms. Clark. 

Outcomes based education was being used in this district in the early 1990s for 

many school programs. Mr. Smith felt the CCBG model would fit easily into the 

outcomes based model used in the district curriculum plan. Mr. Smith included two of 

the counselors on the committee during the developmental process. Mr. Smith 

comments; 

It was just natural for us to apply that same model to the counseling program. 

What do we want to do? How are we going to measure when we do it? And how 

are we going to get where we want to go? 



162 

He felt it was the context of what was going on at the time that lead to the adoption of the 

CCBG model because it fit with what the district was developing in other curriculum 

areas. He advocated for the CCBG program by including counselors on district 

committees, by meeting frequently with the elementary counselors, by reminding the 

principals how they could and could not use their counselors, and by providing needed 

support. 

Ms. Jones was mentioned in every interview as the critical person who had the 

vision to implement the CCBG program in all district schools. Principal Washington 

comments; "Certainly the guidance coordinator deserves a lot of credit... as an advocate 

for counseling." He reflected that as she became a national award wiimer for the 

district's 7-12 CCBG program development, the district leaders saw the need for 

implementing the CCBG program at the elementary level. 

Principal Jackson comments: 

With the guidance coordinator, we had the real nuts and bolts support. She even 

helped us search for good applicants.... She talked about the implementation of 

the program, aboqt our expectations, and helped us envision how the counselors 

should spend their time. 

Ms. Clark mentioned that she learned how the CCBG program met the needs of 

all students K-12 through many discussions with Ms. Jones. Equipped with that 

knowledge, she proceeded to advocate for the addition of elementary counselors during 

her 16 years on the governing board. As a member of the disruptive student committee in 

1997, she recommended the addition of full time counselors to decrease the behavior 



163 

problems at the elementary schools. The governing board adopted this motion with a 

gradual phasing in of foil time elementary counselors who would implement the CCBG 

program. 

Since the MVSD made major changes in their school-counseling program, several 

recognitions were received from the state school counseling association and from the 

national school counseling association. Starting in 1989, Ms. Jones was recognized by 

the state school counselor's association for her leadership in organizing and redirecting 

the district's guidance program. In 1991, the American School Counselor Association 

recognized her for this effort. The Mountain Vista District Governing Board was 

recognized in 1993 by the state counseling association as the advocate of the year. In 

1994, the American School Counselor Association recognized the governing board as the 

advocate of the year. Counselor WA was recognized in 1998 as the state elementary 

counselor of the year, and Ms. Clark was recognized as the state advocate of the year in 

2003. In addition, the elementary counselors in this school district have made 

presentations at the state school counselor conference to share their CCBG program with 

other school counselors. 

Professional Development 

Research in this study acknowledged the importance of professional development 

to keep a new program at the forefront. Ms. Jones made yearly presentations to 

principals and to the governing board to keep them up to date on the CCBG program. 

She comments: "I gave one presentation to all central office personnel at a joint meeting 
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the first year. Another year I gave an elementary presentation and a secondary 

presentation at the principal's meetings." She also reported: 

I think having professional development during the year, supporting the 

counselors in the field, and holding district wide meetings are also important. 

We usually have six district-wide meetings a year, and then we have level 

(elementary, middle, and high school) meetings as needed. 

Counselor WA attended the state counselor academy several times to stay current 

with state changes in the CCBG program. She also felt the annual state counselor 

association conferences provided the professional development she needed to continue to 

grow. She attended one conference sponsored by the American School Counselor 

Association when it was in her state and commented: "I really enjoyed the ASCA 

conference. I thought it was very valuable." During the early years of implementation 

Mr. Smith provided funding for the three counselors to attend a prevention workshop that 

supported the CCBG program. Coimselor WA felt the district has been supportive of her 

professional development for many years. The principals had the beliefs and attitudes 

that the counselors should be empowered to develop their CCBG programs and that 

professional development was necessary to do this. 

Summary of Findings 

The original research in this study had only one question and it addressed the 

principals' leadership styles, attitudes, and beliefs regarding the implementation of an 

innovation. That irmovation was the Comprehensive Competency Based Guidance 
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program, also know as CCBG. The original research was looking at each school as an 

individual case study. The assumption was that there was a difference in how the 

program was implemented at each school. After interviewing the three elementary 

counselors, the five elementary principals, and the student services directors, data 

indicated that there was strong district leadership that affected the successful 

implementation of the CCBG program. Research indicated that the implementation 

success came from the governing board, the assistant superintendent, and from the 

student services director. All three district leaders conveyed the message to the principals 

that counselors would implement the CCBG program in the classrooms. Interviews 

indicated that all schools followed the same basic implementation plans for the CCBG 

program, and the counselors worked together to develop classroom lessons based on the 

CCBG competencies. Therefore, all schools were implementing a similar CCBG 

program following a district model. This research project was then modified to reflect a 

case study of a district. 

Question two was then added and additional interviews were conducted with Mr. 

Smith, and Ms. Clark, to study the influence of the district leadership. Ms. Jones had 

already been interviewed. Data indicated that it was the district leadership, not site 

leadership, which was directly responsible for the implementation and routinizing of the 

CCBG program. District leadership, attitudes, and beliefs provided the vision and set the 

tone to implement the CCBG program at seven elementary schools with three counselors 

in 1991. 
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Because of the major change made in the MVSD school counseling program, Ms. 

Jones received recognitions from the Arizona School Counseling Association, Inc. and 

from the American School Counseling Association in the early 1990s. Although she is 

nov^ retired, she continues to teach counselor education classes at a local university and 

to provide professional development to other school districts regarding the CCBG model. 

Findings from every interview indicated that Ms. Jones, student services director, 

played a critical roll for 17 years in the implementation and routinizing of the CCBG 

program. She was the innovation champion who used her leadership skills to advocate 

for a CCBG program for all students in the MVSD. The respect and personal 

relationships that she developed with district administrators, school board members, site 

principals, and staff enabled her to continue developing, implementing, and refining the 

CCBG program. What started out in 1986 as a way to improve one high school 

counseling program grew to create systemic change in this district when the CCBG 

program is now routinized. 

Strong district leadership made the difference in the implementation of the 

innovation called CCBG. Although principal leadership was important at the site level to 

implement the program, it was the district leadership that provided the vision and set the 

tone to implement CCBG in all district elementary schools. 
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CHAPTER 6 

SUMMARY AND DISCUSSION 

Introduction 

This chapter provides an overview of the study including a statement of the 

problem, the specific research question being studies, and a brief description of the 

methodology used in the study. Next, a summary and interpretation of the findings are 

presented. This interpretation includes relating the findings to the literature, discussing 

the implications for practice, and concludes with recommendations for further research. 

The principals' leadership, attitudes, and beliefs were analyzed in this research 

study to recognize how they affect the diffusion of an irmovation. Transformation 

leadership practices have been shown to have significant effects on the successfiil 

implementation of many school restructuring initiatives (Leithwood, 1994). A premise of 

transformation leadership theory is that transformational leaders raise their colleagues 

and subordinates to higher levels of awareness about important issues (Bass, 1985). 

Principals who demonstrate a transformational leadership style are likely to involve their 

teachers in the decision making process (Leithwood, 1994). 

Statement of the Problem 

Many educational innovations are introduced to schools; some innovations are 

successful, while others are quickly forgotten. While numerous factors affect the success 

of an innovation, principals are often seen as the gatekeepers for new programs entering 



168 

the school (Fullan, 2001). This research study examined the effect that principals' 

leadership styles, attitudes, and beliefs, and the district leadership have on the successful 

diffusion of a new innovation in elementary schools. The Comprehensive Competency 

Based Guidance program, also know as the CCBG program, was the irmovation studied 

in this research project. 

Description of the Methodology 

Using nominations from three experts, the Arizona career counseling and 

curriculum specialists, the coordinator of the 2002 Arizona Counselor Academy, and this 

researcher, a rural school district that had been implementing an elementary CCBG 

program for at least 10 years was selected for the study. In the selected district, the 

student services director identified the seven original schools that had the first elementary 

counselors and were the first in this district to implement an elementary CCBG program. 

The district's human relations administrator identified the counselors and principals who 

were at the seven schools in 1991. The three original elementary counselors, four of the 

seven original principals, one teacher who became a principal in 1993, and the student 

services director were interviewed. Data from these interviews indicated that district 

leadership played a major role in the diffusion of the CCBG program, and the decision 

was made to also interview an assistant superintendent, and one governing board 

member. Eleven interviews were conducted for this research project. Interviewees were 

asked to respond to interview questions that were developed based on the major areas in 

the literature review and on Rogers (1995) model of the five stages in the irmovation 
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process in an organization. Comments were tape-recorded and hand written notes were 

taken. Interrater reliability was completed to gain additional insight and to establish four 

themes related to the research questions. 

Research Questions 

The following research questions were examined in this study: 

1. What relationship exists between the principals' leadership styles, attitudes, 

and beliefs about diffusion and the diffusion of a program? 

2. How do the dynamics of the school district leadership influence the diffusion 

of a program? 

Summary of the Findings 

Question 1. What relationship exists between the principals' leadership styles, attitudes, 

and beliefs about diffusion and the diffusion of a program? 

Sergiovanni (1992) suggests that cultural change is realized when the 

principal develops a shared vision that is rooted in history, values, and beliefs. The 

researcher investigated why everyone in this district was so positive about the 

implementation of the CCBG program. Why did all the principals demonstrate the same 

attitudes and beliefs? All principals involved in this study were very supportive of the 

implementation of the CCBG program. Subjects interviewed reported that the principals 

showed support of the program implementation with the staff, parents, and the 

community. Several of the principals interviewed were serving on a county prevention 
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committee and were very aware of the value of prevention programs. Their attitude and 

beliefs reflected this positive value as the CCBG program became institutionalized. 

Principals were found to exhibit several leadership styles including situational, 

transformational, and transactional as indicated in the Jantzi and Leithwood (1996) PLQ 

instrument given to principals and to counselors. Principals did a self evaluation and 

counselors evaluated one of their principals. Similar scores were reported by both 

groups. This would indicate that several leadership styles were necessary in managing 

the diffusion of an innovation. Principals used situation leadership to help their staff 

grow as leaders working through the four leadership areas of telling, selling, 

participating, and delegating. Transactional leadership was necessary to manage the 

organization's day-to-day activities, while transformational leadership supported 

individual and organizational change. Transformational leadership achieves significant 

change by reflecting the interests of a group of people who are interested in making a 

change. 

The diffusion of the CCBG program in the MVSD is an example of 

transformation leadership (Bennis & Nanus, 1997) with all elementary schools 

implementing the CCBG program in the same way. Systemic change was evident with 

strong district leadership supporting the site principals as they implemented the CCBG 

program. These ideas are consistent with the theory of Hersey, Blanchard, and Johnson 

(2001) who maintain that subordinate maturity determines leadership style. Most of the 

principals said they used an open style of leadership with their staff. Although the 

principals did not identify using a particular leadership style during the interviews, their 
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reporting of the strategies they used to implement the CCBG program in their schools 

indicated they used several leadership styles. 

Bennis (1989) lists twelve differences between leaders and managers and suggests 

that a leader achieve a balance of both to successfully work with followers. He suggests 

principals work to achieve a balance between the leader and manager traits. Evidence 

from this study indicates that to implement the CCBG program, the district leadership 

should resemble the qualities of leaders while the site leadership might resemble the 

qualities of a manager. Leaders implementing a new innovation would need to possess 

the qualities of a leader rather than the qualities of a manager. An example of one of 

Bennis (1989) traits is leaders exhibit a long-range perspective rather than a short-range 

view which is typical of a manager. 

Although principal leadership for the CCBG program was strong at the 

elementary schools, research in this study indicated that the district leadership, not the 

site leadership, was responsible for the district vision to implement the CCBG program. 

Therefore, district leadership will be addressed next. 

Question 2. How do the dynamics of the school district leadership influence the diffusion 

of a program? 

Research in this study indicates that it was the district leadership, not principals' 

leadership that was responsible for implementing the CCBG program. This is not a 

surprise as Janzi and Leithwood (1996) reported that the successful implementation of the 

Intermediate Program was related to district level support in the following ways. (1) 
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District level administrators provided support with assistance in planning and 

implementing the Intermediate Program, (2) the district administrators made 

implementation of the Intermediate Program a priority for district-level activities, (3) the 

district administrators provided additional funds to support implementation of the 

Intermediate Program, (4) the district administrators provided staff development 

opportunities to support the Intermediate Program. 

Leithwood (1994) and his colleagues from the Ontario Institute for Studies in 

Education (Toronto, Canada) did research on transformational leadership theory, which 

emerged as the prominent leadership model in the late 1980s (Leithwood, 1994). This 

was the leadership theory that MVSD leaders were using to implement the CCBG 

program. All principals interviewed indicated similar styles of leadership; there was not 

a clear difference between the five principals interviewed. This finding would be an 

implication for further research. In a study conducted by Jantzi and Leithwood (1996), 

six dimensions of leadership were studied. These six dimensions are correlated to the 

district leadership in Table 6.1 regarding the diffusion of the CCBG program. 

Following interviews with Ms. Clark, Governing Board member, Mr. Smith, 

Assistant Superintendent for Curriculum, Ms. Jones, Student Services Director, the 

counselors and the principals, it was evident the leadership, attitude, and belief came 

from the district level. Ms. Jones started the vision in 1987 when she investigated school 

counseling programs that were successful. When the MVSD governing board approved 

the CBG program in 1987, their vision was then adopted by the governing board and the 

district administration. The governing board set the guidelines for adoption of the CCBG 
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program, the assistant superintendent and student services director delivered the message 

to the principals and counselors allowing everyone to move in the same direction 

regarding implementation of the CCBG program. Mr. Smith required each elementary 

principal to submit a monthly report to him regarding implementation of the CCBG 

program. His clear directions to the elementary principals carried the message regarding 

the role of the school counselors. Ms. Jones had the vision for the district to have 

elementary counselors in all schools, and she quietly worked for seventeen years with the 

governing board members, the administrative staff, the principals and the counselors to 

realize this vision. Ms. Clark worked with a number of governing board members during 

her four terms on the MVSD Governing Board. During this time, she continually 

provided updates and direction regarding the anticipated growth of elementary counselors 

and the success of the CCBG program. It was her leadership on the governing board that 

continued the long range vision to implement the CCBG program K-12. 

Discussion of the Findings 

There were three dynamics affecting the implementation of the CCBG program. 

First, the culture in the MVSD responded to top down initiatives. Second, the MVSD 

administrative staff believed this approach worked and they enforced directives that came 

down from the MVSD Governing Board. Third, knowledge was provided to counselors, 

principals, and district leaders by Ms. Jones regarding the CCBG program. 
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Question 1. What relationship exists between the principals' leadership styles, attitudes, 

and beliefs about diffusion and the diffusion of a program? 

This study started out as a case study of five individual schools. At the beginning 

of the study, this researcher believed the findings would indicate that the individual 

schools each implemented the CCBG program in a different way. After the initial data 

collection, it was clear that the process each school used showed little variation. 

Additional data were collected and the case study focused on the district, not on 

individual schools. A district assistant superintendent and a governing board member 

were then interviewed to obtain a district perspective. 

On the basis of this study alone, it is difficult to be certain about the factors 

accounting for the implementation of the CCBG program in the MVSD without fiirther 

study. Data from this study did not identify differences in the principals' leadership 

styles, attitudes or beliefs regarding the implementation of the CCBG program. 

Question 2. How do the dynamics of the school district leadership influence the diffusion 

of a program? 

In a study conducted by Janzti and Leithwood (1996) six dimensions of leadership 

were studied. These six dimensions are correlated to the diffusion process of the CCBG 

program in the MVSD school district in Table 6.1. 



175 

Table 6.1 

Six Dimensions of Leadership Used to Implement the CCBG Program 

Dimensions of 
Leadership (Jantzi & 

Leithwood, 1996) 

Mountain Vista School District Leadership 

Identifying and 
articulating a vision 

Ms. Jones 
• Developed the vision to implement the CCBG program 

in grades K-12 in 1986. 
• Was the keeper of the vision for seventeen years 
• Guided the district to add elementary counselors. 
• Identified the need for elementary counselors in 1986 

when the 7-12 counseling program was remodeled. 
• Articulated her vision to everyone in the MVSD from the 

time she was a high school counselor until she was 
promoted to be the student services director. 

• Worked with the governing board members, district 
administration, and school principals for seventeen years 
to implement the vision. 

Providing an appropriate 
model 

Ms. Jones 
• Met with a consultant from the Arizona State Department 

of Education. 
• Researched and studied successful school counseling 

models in the late 1980s. 
• Recommended a model to the counselors, to district 

administrators, and to the governing board. 
• Worked to implement the model when she was a school 

coimselor. 
• Supported implantation of the CCBG model from her 

principal and student services director positions. 
• Worked with the counselors and administrators to 

develop the school counseling model that would reflect 
the best program for all students. 

Fostering and acceptance 
of group goals 

Governing board 
• Gave the directive to implement the CCBG program. 

Mr. Smith 
• Acceptance of disfrict goals was supported by the district 

administration 
• Ensured that principals understood the focus the CCBG 

program. 
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Dimensions of 
Leadership (Jantzi & 

Leithwood, 1996) 

Mountain Vista School District Leadership 

Ms. Jones 
• Provided frequent updates and in-services for the school 

principals and district administrators to keep them all 
working towards the common goal of the successful 
implementation of the CCBG program for all students. 

Providing individualized 
support 

Counselors 
• Received support from their school principals, from the 

district administrators, and from the governing board. 
• Met on a regular basis to develop cvirriculum for the 

CCBG program. 
• Meet monthly with the district curriculum committee. 

Intellectual stimulation Counselors 
• Were motivated by Ms. Jones to develop their CCBG 

elementary program and to keep it current. 
• Met monthly to develop classroom curriculum to address 

the competencies in the CCBG program. 
• Attended workshops to collect additional ideas to 

address the CCBG program implementation and the new 
role of the school counselor. 

• Worked together as a team. 

High performance 
expectations 

Governing board 
• Set high expectations for elementary counselors to 

implement the CCBG program. 
Principals 
• Indicated they supported the governing board's 

expectations for the counselors to work with all the 
students in their school and to address the special issues 
that some children were experiencing at home. 

• Believed the implementation of the CCBG program 
would ultimately help students improve their academic 
performance in class. 

Ms. Jones 
• Received media attention from the state and national 

counselor associations for having an exceptional school 
counseling program. 
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In viewing the implementation of the CCBG program through these six 

dimensions of leadership, it was clear that each dimension was important in the diffusion 

process of the CCBG program. District leadership was necessary to successfully 

routinize the CCBG program. In addition, because everyone was working together 

towards the same vision, the CCBG program was successfully implemented in the 

MVSD. 

Henderson (1997) discusses the systemic change in a school-counseling program 

occurring since the 1980s in a school district in Texas. During those seventeen years, the 

program became routinized and now serves all students. Three suggestions are given by 

Dr. Henderson to replicate this change in other districts. First, a counselor with strong 

leadership skills either at the site or district level must be the keeper of the vision. 

Second, include counselors, students, administrators, and parents on the advisory 

committee from the early planning stages of implementation. Third, move slowly and do 

things right. These suggestions are similar to the CCBG implementation in the MVSD. 

Although the original intent of this study was to explore the leadership of the 

principals in the MVSD, findings indicate the long term and important role that Ms. Jones 

played at the district level. As a high school counselor in 1986, she advocated to improve 

the school guidance program in the high school and in two middle schools. She started 

by contacting the state guidance coordinator to locate successful school counseling 

programs and resources. Then, she lobbied to change the school counseling program by 

writing curriculum, advocating with the governing board and district administrators, and 

seeking out new ideas to continue the development of the CCBG program. Data from all 
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informants confirmed that she was the primary person responsible for the routinizing of 

the CCBG program. Replication of Henderson's (1997) model worked in the MVSD 

because Ms. Jones was the keeper of the vision. Everyone interviewed commented that 

Ms. Jones used her leadership skills, attitudes, and beliefs to influence and change this 

districts school counseling program. Interviews indicated that she worked tirelessly with 

principals, teachers, administrators, governing board members, and school staffs to 

inform them about the CCBG program and to routinize the program. 

The second recommendation from Henderson (1997) was to include counselors, 

students, administrators, and parents on the advisory committee from the early planning 

stages of implementation. When Ms. Jones chose the advisory committee members in 

1990, she was aware of the suggested make-up and included these same members on the 

committee. During the interview, Ms. Jones reported that she had attended several 

workshops with Dr. Gysbers, who co-authored several books on developmental 

counseling with Henderson (Gysbers & Henderson, 2000; Henderson & Gysbers, 1998). 

Ms. Jones had learned the importance of including key representatives on the advisory 

committee from Dr. Gysber's workshop, and selected members who would influence 

change in the MVSD. 

The third suggestion from Henderson (1997) was to move slowly and do things 

right. When the elementary CCBG program was first implemented in 1991, two 

counselors worked at two schools and one counselor worked at three schools. Up imtil 

1997, each counselor had two schools, and when a new school was opened, a half time 
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counselor was added. All elementary schools had a full time elementary counselor by 

1999. 

The systemic change that took place in the MVSD over a 17-year period is similar 

to the systemic change that happened in Henderson's school district. The three factors 

mentioned were common in both school districts. Strong site and district leadership is 

important for an innovation to be successfully implemented. 

Fullan (2001) indicates that relationships are crucial to making changes. Rogers 

(1995) suggests that change agents have a strong background in change theory to enable 

them to create situations where their followers can also be change agents. Information 

regarding the work of Ms. Jones over a seventeen year period indicated a systems change 

agent could be someone in a school site with a strong vision and commitment to making 

change. A change agent is not always the superintendent or a principal. In this case, it 

was Ms. Jones. She continued her vision as a high school counselor, as a site principal, 

and as the student services director. Her vision was supported by Ms. Clark, and she was 

determined to build a CCBG program in the MVSD that would serve all students. 

Relationships were one of Ms. Jones's strong points, and they played an important role in 

the change that happened in the MVSD school counseling program since 1986. Ms. 

Jones made it a priority to have successful interactions with the other leaders in the 

district. She provided in-services and updates to the principals and to the governing 

board to always keep the CCBG program in the center of things. When other schools or 

school districts are making the change to a new innovation, it would be important for the 
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change agent to spend some time building relationships with key people and to also 

thoroughly understand the change process (Rogers, 1995). 

Leadership styles, attitudes, and beliefs of school principals and district personnel 

strongly supported the implementation of the CCBG program. With very clear directions 

from the MVSD Governing Board, the CCBG program was first implemented in 1991 

with three counselors, and grew to eleven full time counselors in 2003. Successful 

implementation of the CCBG program happened because everyone embraced the vision 

from the governing board to fully implement the CCBG program. Research indicated 

that district leadership, not principal leadership, was responsible for the successful 

implementation of the CCBG program. The six leadership dimensions studied by Janzti 

and Leithwood (1996) correlated to the difftision process of the CCBG program. Ms. 

Clark, Governing Board member, provided leadership during her four terms on the 

MVSD governing board to implement the CCBG program. Mr. Smith took the role of 

enforcing the directive from the governing board indicating that the counselors would 

implement the CCBG program and not work as a therapist. Data collected in this study 

confirmed that Ms. Jones exemplified the role of a change agent. Her strong vision and 

excellent leadership skills enabled her to be the innovation champion who advocated for 

the growth of the CCBG program over a 17-year period. In addition, her relationship 

skills with district administrators, principals, and counselors contributed to the successful 

implementation of the CCBG program. 
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Implementation of a CCBG Program 

A thorough search of the literature related to school counseling revealed very few 

articles have been written concerning the implementation of a school counseling 

program. However, research on implementation in similar areas such as health and 

technology helped to inform this study. A review of the literature in both fields revealed 

a number of articles related to program implementation. 

In a study institutionalizing an alcohol and other drug prevention programs, 

DeJong and Moeykens (1995) identified seven common characteristics to ensure that an 

iimovation becomes institutionalized in a school district after federal funds have ended. 

The characteristics to ensure institutionalization of an irmovation and the research 

findings are described in Table 6.2. 

Although these seven characteristics were written regarding the implementation 

of a health program, the same characteristics apply to other programs being implemented 

like the CCBG program. Implementers of new innovations are advised to consider these 

seven characteristics to assure institutionalized in a school district. 

DuFour and Eaker (1992) comment that professional development is the 

foundation for assuring that an initiative will be successfiil in a school. School staffs 

must have ongoing professional development for schools to improve, and principals must 

empower leadership capacity within the staff. Some of the results from the principal 

interviews are shown in Table 5.2. Results are displayed in the four skill area for 

counselors discussed in the ASCA National Model: A Framework for School Counseling 

Programs (ASCA, 2003). Professional development is included in several areas showing 
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Table 6.2 

Seven Characteristics to Assure Institutionalization of an Innovation 

Characteristics Study Findings 
Collaboration with faculty 
members to build linkages 
between the new innovation 
and the classroom 
curriculum. 

Principals and counselors 
• Provided professional development opportvmities for 

faculty and staff to leam about the CCBG program 
and to incorporate the CCBG program into their 
classroom curriculum. 

• Counselors were in all the classrooms on a regular 
basis teaching the preventative, proactive 
competencies of the CCBG program. 

Commitment of top 
administrators. Programs 
have a better chance of 
surviving when top 
administrators who advocate 
for the program are 
committed to its 
institutionalization, and 
understand how the program 
can interface with every 
department in the school. 

Mr. Smith 
• Advocated in 1991 to add elementary coimselors. 
• Supported the counselors with a budget, curriculum 

materials, and the opportunity to develop an 
elementary curriculum for the CCBG program. 

Ms. Jones 
• Provided program leadership as the counselors were 

developing curriculum materials. 
• Provided on going information and support to the 

governing board, to district administrators, to 
principals, and to counselors regarding 
implementation of the CCBG program. 

Development of a long-range 
plan for program 
implementation. 

• The long-range plan for expanding the number of 
elementary counselors in the MVSD came directly 
from Ms. Jones, and from Ms. Clark. 

• Ms. Jones and Ms. Clark guided the long-range 
addition of elementary counselors from their 
positions. Both sat on the Disruptive Student 
Committee where they influenced the decision to 
make the half time counselors full time as a solution 
to the problem. 

Incorporating the program 
objectives with the school's 
mission. 

• In 1986, the five original counselors wrote the CCBG 
program K-12 to include the district's mission. 

• Counselors and principals mentioned the work they 
did to incorporate their school mission with the 
CCBG program mission. 

• Several schools had committees that worked on this 
project. Ms. Clark, reported that the MVSD 
Governing Board realized that the district and CCBG 
mission and philosophy integrated very well. 
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Characteristics Study Findings 
Networking in the 
community shows support for 
the program. 

• Coimselors and principals indicated they provided 
parent information workshops. 

• Counselors collaborated with community agencies to 
access services for students. 

Program accountability • Ms. Jones and the 7-12 counselors developed a 
counselor evaluation tool in the late 1980s to clarify 
the role of the counselor and to start the 
accountability process for counselors. 

• This evaluation tool reflected the CCBG program 
and described how counselors would be accountable. 

• When the CCBG program was implemented in 
elementary schools in 1991, this evaluation tool was 
used by the elementary principals. 

Development of a public 
relations plan 

• The name CCBG was adopted and used to identify 
the program. 

• A logo with two hands joined was also adopted. 
• Monthly reports to the principals, district 

administrators, and to the governing board were 
written by the counselors. 

• The CCBG curriculum was published and made 
available to principals and teachers. 

• Brochures for school counseling programs were 
written and distributed to parents. 

• Counselor's comer was written monthly for site 
newsletter. 

how the principals supported the professional development of their staff regarding the 

CCBG program. Four of the live principals mentioned that they used professional 

development activities to keep the staff current regarding the CCBG program. In 

addition they supported the professional development of the counselors and provided 

fiinds when necessary. 

Successfiil program implementation relies on the leadership, advocacy, and 

collaboration used by the leader to create systemic change. Principals used their 

leadership skills to promote and support the CCBG program with the staff and 
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community through regularly planned professional development workshops. Evidence 

indicates that all five principals were student advocates and worked with teachers, 

counselors, and with parents to support the CCBG program for all students. All principals 

reported they collaborated with the counselor on an as needed basis the first year of 

CCBG implementation. Collaboration results mentioned by principals included the 

implementation of a peer mediation program, team teaching with the teacher and 

counselor, and finding solutions for various student issues. Data from the interviews 

indicate that systemic change happened to routinize the CCBG program because the 

district personnel including the governing board, the assistant superintendent, and the 

student services director, were working together to change the paradigm of school 

counselors. No one mentioned that they were creating systemic change, but everyone 

knew that the implementation of the CCBG program in elementary schools would have a 

positive effect on students K-6. 

Two questions that Gysbers et al. (1999) asked a group of school counselors in 

Missouri can be applied to the CCBG program in the MVSD. The first is whether the 

structural and program components of the Missouri Counseling and Guidance Program 

model were being implemented. Respondents felt the program and structural components 

were in place with local school board adoption. This approval from the school board 

provided a more defined role for school counselors through the formalized guidance 

program. Similar results were found in the MVSD research. Since the governing board 

approved the CCBG program and structural components, district administrators and site 

principals in the MVSD knew the value of the CCBG program. In addition, they knew 
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how the CCBG program would benefit elementary students. Several subjects interviewed 

referred to the importance of having the CCBG program approved by the governing 

board. They felt this approval made implementation of the CCBG program mandatory 

for all principals. 

The second question in Gysbers et al. (1999) addressed the effect of more fully 

implemented programs. He found that when a program is fully implemented, less non-

guidance work is asked of the counselor. Also, the longer the program had been 

implemented, the stronger the counselors became in adapting to program change. In the 

MVSD study, the three counselors worked at seven schools. Their schedules made it 

impossible for the counselors to even consider doing non-guidance work. Subjects 

interviewed in this research did not mention non-guidance work as one of the 

responsibilities of the counselor. The result of successful implementation of the CCBG 

program was counselors deliver a CCBG program for all students with a clear 

imderstanding of the counselor's role. 

District level administrators provided the vision and advocacy for the 

implementation of the CCBG program at the seven elementary schools in 1991. 

Counselors and principals acknowledged this strong support from district leaders. 

Diffusion Theory 

Senge's (1990) research looked at the influence of a leader to diffuse an 

iimovation. He found that innovations that are not successful usually do not have clear 

guidelines and do not have someone who is guiding the implementation. Principals play 
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an important part in the diffusion by providing professional development, modeling the 

change strategies, and being involved in all aspects of the diffiision process (Szabo, 

2002). Research in this study indicated the strong support from the school principals for 

the implementation of the CCBG program. All principals discussed the need for a school 

counselor who delivered the CCBG program. In addition, the principals supported the 

diffusion of the CCBG program by providing staff professional development meetings 

and parent information meetings to learn about this program. Several principals reflected 

how they modeled the importance of the CCBG program with faculty and parents and 

how they collaborated with the counselor to address some more difficult issues. 

Ms. Jones was the leader at the district level with the clear vision of what needed 

to be done to implement the CCBG program. This district was small enough that 

everyone knew each other and there were relationships established between principals 

and administration. Knowing everyone allowed Ms. Jones to continue building 

relationships and work through the implementation of the CCBG program. She was well 

respected by everyone. Her leadership skills were evident in the district wide 

implementation of the CCBG program, the support from the governing board, the 

administration, the principals, counselors, and the community. When Ms. Jones received 

state and national recognition for the CCBG program, school and community leaders 

recognized that the program was credibility and that this was a worthy program to 

implement in the MVSD. 

Eight criteria are suggested in the subjective Bayesian model (Bosworth et al., 

1998) to use in predicting the successful implementation of an innovation. This model 
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has a measurable definition of successful implementation by identifying eight factors 

with forty questions that are relevant for predicting successful program implementation. 

Qualitative interview results indicated that this model identified factors used to predict 

successfiil implementation of the CCBG program. Results comparing the research 

findings to the actual happenings in the MVSD are described in Table 6.3. 

The model did not give an order, but it identified factors used to predict 

successful implementation. Implementers of innovations would want to consider using a 

model such as the Bayesian Model (Bosworth et al., 1998) to predict the success of an 

implementation. 

Rogers (1995) and his co-workers studied how innovations are spread through the 

members of the affected society. All members do not adopt and implement an innovation 

at the same time because of their beliefs and reactions to the innovation (Figure 2.2). 

Rogers identifies five adopter categories based on the time it takes for an individual to 

adopt an innovation. These are discussed in relationship to the implementation of the 

CCGG program in the MVSD. 

Innovators - They tend to be venturesome and are very eager. Ms. Jones and the 

four counselors in 1985 in the MVSD were in this role. Ms. Jones researched ways to 

improve the school counseling program and she worked with the other counselors to 

develop a program for the MVSD students. When Ms. Clark was elected to the 

governing board, she provided strong support for the CCBG program over 16 years. 



188 

Table 6.3 

Findings Comparing the Bayesian Probability Factors and Components to the MVSD 

Implementation of the Comprehensive Competency Based Guidance Program 

Probability 
Factors 

Components Mountain Vista School District Study Findings 

Facilitation 
process 

Planning, training, 
coaching, 
mentoring, and 
communicating. 

District did not have a plan to implement the CCBG program in 
1986. It was developed by Ms. Jones with the following strategies. 
Ms. Jones 
• Consulted with Arizona Department of Education guidance 

specialists 
• Attended a workshop with Dr. Norman Gysbers to learn about 

developmental guidance programs 
• Met monthly with five original counselors in the MVSD, 

wrote CCBG plan K-12 and presented it to the governing 
board for approval in 1987 

• Provided training, mentoring and coaching to counselors 
Resources Materials, staff, 

fiinds, daily time, 
implementation 
time frame, and 
facilities 

District 
• Provided fimds for counselors to attend workshops 
Principals 
• Provided funds for curriculum related supplies 
• Facilities for the counselors were sparsely furnished in 1991 
Mr. Smith 
• Reinforced the governing board's directive that elementary 

counselors work daily in the classroom delivering the CCBG 
program. 

Ms. Clark and Ms. Jones 
• Advocated implementing the CCBG program in the district 

elementary schools and providing funds to support the CCBG 
program 

Counselors 
Two elementary counselors were hired to work at two schools; 

one counselor was hired to work at three schools 
School based 
leadership 

Principal, program 
leader, team 
structure & 
function, and 
priority 

Principals 
• Provided professional development to their staffs to educate 

them regarding the CCBG program 
• Supported the CCBG program 
Did not help write the CCBG curriculum, but they encouraged the 
counselors to write curriculum 

Implementers Professional 
preparation, 
commitment to 
CCBG program, 
implementation 
skills, enthusiasm, 
perception of role 
compatibility, 
perception of 
relative advantage 

Counselors 
• Held masters degrees in school counseling 
• Adopted vision from Ms. Jones and Ms. Clark 
• Were self motivated to develop the elementary 
CCBG curriculum 
• Wrote the elementary CCBG curriculum. 
• Implemented the CCBG program at their schools 
• Knew that elementary students would benefit from the CCBG 

program. 
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Probability 
Factors 

Components Mountain Vista School District Study Findings 

External 
environment 

Turbulence, 
support, 
opposition, 
guidelines, 
bureaucracy 

• Community supported the CCBG 
• Counselors provided parent workshops at their schools. 

Was supportive of this program. 

Compatibility Priorities, 
structure, student 
needs, culture, past 
success 

District leaders 
• Responded that the CCBG program would be compatible with 

other district programs 
• Believed the CCBG program directly relating to students' 

success 
• Implementation of the CCBG program happened slowly, but 

consistently. 
• CCBG was the accepted counselmg approach 
Principals 
• Indicated a strong desire to implement the CCBG program to 

support family and student issues at their schools. 
• Believed the CCBG program would be compatible with 

existing school programs 
Reported that CCBG program would improve school culture 

External 
Leadership 

Community 
support, level of 
disruptions outside 
the school, support 
for innovation 
through district, 
state, or federal 
policies, level of 
bureaucratic 
hurdles at the 
school levels 

MVSD governing board 
• Voted to add the CCBG program in seven elementary 

coxmselors in 1991. 
• Provided opportunities for counselors to be released during the 

school day to develop the CCBG curriculum 
Ms. Jones 
• Worked as a high school counselor when the CCBG program 

was adopted by the MVSD governing board 
• Took the leadership to develop the CCBG program K-12 and 

present it to the governing board for approval in 1986. 
• Attended a national conference to learn about the 

developmental guidance program developed by Dr. Norman 
Gysbers. 

• Provided on going professional development to the site 
principals and district administrators to educate them 
regarding the CCBG program. 

• Met monthly with counselors to write curriculum for the 
elementary CCBG competencies. 

• Provided professional development for the school counselors, 
principals, and district administration to keep them updated on 
the CCBG program. 

Innovation 
characteristics 

Complexity, 
relative advantage, 
ease of use 

Characteristics of the CCBG program 
• Easy to implement in an elementary school because the time 

distributions were firm, the expectations were clear, and there 
was a model to follow. 

• For all students. 
• Is preventative and proactive 
• Implementation help was readily available from Ms. Jones. 
• Perceived as an improvement for the elementary schools 

because they did not have a counselor before. 
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Early adopters - They serve as role models, are respected by their peers, and have 

strong leadership in their social systems. Research indicated the principals and three 

coiinselors in this study were early adopters. They worked together, were respected by 

their peers and they all supported the CCBG program and the need to implement this 

program in all elementary schools. 

Early majority adopters - They provide interconnectedness between the early 

adopters and the late majority adopters. When the CCBG program was adopted in 1991, 

this group was not evident since all the principals and counselors wanted to implement 

the CCBG program immediately. As new counselors were added after 1993, this would 

have been true, but the research did not include these years. 

Late majority adopters - They are skeptical of a new innovation and peer pressure 

motivates them to adopt. This was not evident in the research. Ms. Jones was very 

careful to hire only counselors who knew how to implement the CCBG program. She 

would screen the candidates and refer only counselors who strongly supported the CCBG 

program to the principals for interviews. 

Late adopters or laggards - Traditionally, this group is the last to adopt the 

irmovation. This group was not evident when the CCBG program was adopted in 1991. 

In the interviews conducted, no one mentioned that there were any laggards. 

There were innovators and early adopters in the implementation of the CCBG 

program in 1991. However, research evidence did not conclude that elementary 

counselors or principals were in the three later categories. The strong support from the 

governing board, the district administration, the counselors, and the community allowed 
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everyone to be accepting of the CCBG program. Preparation had been done by Ms. 

Jones and her committee. It is possible that teachers in the seven schools were 

represented in all five adopter categories, but research in this study did not look at the 

perception of the teachers. 

A school district beginning to implement an innovation like CCBG would want to 

consider the process individuals go through when accepting a change. Typically, the five 

categories would be represented in the social system going through the change. The 

leader or innovation champion would provide professional development addressing these 

reactions to change and attempt to guide the laggards and the late majority adopters to 

move quickly with the program. With the Federal Government mandating some new 

programs in schools, principals must be equipped to work with the staff regarding their 

level of innovativeness. Leadership styles, attitudes, and beliefs are very important in 

implementing change. 

Rogers (1995) identified five steps in the innovation process in organizations. 

Interview questions were written to address these five steps and the principals' leadership 

styles and beliefs. Responses from the subjects interviewed integrated into this model in 

the following way. 

1. Agenda setting - Three district leaders worked in the powerful role of agenda 

setting to bring about the implementation of the innovation, CBG. What started 

as one counselor in search of strategies to improve the high school counseling 

program in 1986 grew to become a K-12 model CCBG program. All three 

district leaders in this study had the same vision and worked together to achieve 
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the implementation of the CCBG program with fiill time elementary 

counselors. Each leader worked in their position to bring about the change for 

the CBG program. Cooperation between administration and the governing 

board helped to make implementation a successful process. 

2. Matching - Occurs when a problem is conceptually connected with an 

innovation to determine how well they fit. Ms. Jones searched for a school 

counseling model that could be used to improve the program at the Mountain 

Vista High School by attending several conferences and talking with leaders in 

the school counseling field. During this time, she was looking at sample 

programs and determining how they could be matched to meet the needs in the 

MVSD. She brought programs to the committee; they discussed the way the 

MVSD program could be written. The five counselors then wrote the K-12 

CBG program and presented it to the governing board in 1987. After four years 

of implementing a successfiil 7-12 program, in 1991, the governing board 

decided to add three elementary counselors to implement the CCBG program at 

seven schools. 

3. Redefining or restructuring - This step occurs when the innovation is modified 

to fit the structure and needs of the organization. During the four years the 7-12 

counselors implemented the CBG program, Ms. Jones spearheaded the writing 

of a counselor evaluation that would reflect the role of the school counselor, 

curriculum based on the CBG competencies, and a crisis manual. The five 

counselors at that time worked with Ms. Jones to define each piece. When the 
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three elementary counselors were added in 1991, Ms. Jones worked with them 

to restructure the curriculum to meet the elementary competencies. (The 

program was called CBG from 1986-1990. In 1990, the name was changed to 

CCBG). 

4. Clarifying - This step occurs in an organization as the members become more 

knowledgeable about the innovation. Rogers (1995) suggests that this step be 

approached slowly. The addition of full time elementary counselors to 

implement the CCBG program occurred over an eight year period. The MVSD 

administration, governing board, principals and counselors were supporting the 

CCBG program. Fullan (1993) supports the idea that change takes three to five 

years to achieve the best results. 

5. Routinizing - This step occurs when the new idea has become a normal part of 

the organization and is no longer a separate initiative. The CCBG program is 

now routinized in the MVSD. Principals expect to have a full time coimselor 

who is implementing the CCBG program, and the governing board is 

supportive. When the new superintendent started in July, 2003, he modified the 

student service director's position to allow the new coordinator to spend fifty 

percent of her time working with the counselors and the CCBG program. 

Using the five steps of the innovation process in organizations (Rogers, 1995) to 

organize the interview questions was successful. The researcher was able to take 

responses from each of the steps and learn how each step applied to the CCBG 
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implementation in the MVSD. The researcher was able to study the innovation process 

during a seventeen year period by reflecting on the implementation process since 1986. 

Although the innovation, CCBG, was started at the elementary level in 1991, the 

researcher discovered the work that was done before 1991 to prepare for the 

implementation. In addition, the successful routinization of the CCBG program in the 

MVSD since 1991, included the addition of full time elementary counselors, and 

demonstrated the commitment of the school district leaders for the CCBG program. It is 

suggested that fiiture implementers of an innovation use this model. 

Delimitations of the Study 

Some of the findings in this study may lack the ability to be generalized and are 

noted as delimitations. First, there were seven principals in 1991 who worked with their 

counselors to implement the CCBG program. Only four of the seven principals could be 

located to interview as three of the principals had moved out of town. Two of the 

principals who could not be located worked with Counselor LBJ. Although Principal 

Lincoln was interviewed for the study, she did not start working with Counselor LBJ 

until 1993. These particulars permitted the researcher to interview only four of the 

original principals from 1991. Perhaps there would have been some noticeable 

differences if all seven principals had been interviewed. 

Second, the interview with counselor LBJ did not produce substantial remarks 

that could be used in the analysis of the data. This required the researcher to rely on 
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comments from only two counselors instead of three. If Coimselor LB J had had a more 

informative interview, there might have been better data to use from her two schools. 

A third delimitation is the length of time that has passed since 1991. During the 

12 years since the first CCBG program was implemented in the MVSD, some of the 

specific details may have been forgotten. Some of the interviewees may remember things 

differently now then they would have 12 years ago. 

These three delimitations of the study were taken into account in the analysis of 

the data. 

Implications for Practice 

As school districts across the country are now realizing the importance of 

implementing a CCBG program, the research in this study will provide valuable 

information for all educators. Assessing whether the leadership, attitudes and beliefs of 

principals directly contribute to implementation of a CCBG program will be an 

increasing focus of researchers looking at the diffusion of the ASCA National Model: A 

Framework for School Counseling Programs (ASCA, 2003). Additionally, the effect of 

a school district's leadership will need to be investigated in more detail. 

The results of this study suggest that there is a strong relationship between the 

implementation of the CCBG program and the support from district administrators and 

the governing board members. Ms. Clark felt that her support with the governing board 

and with the district administrators provided a solid foimdation and vision for the 

implementation of the CCBG program. Mr. Smith recognized the important role he 
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played in conveying the governing board's directive to the principals and counselors. 

Ms. Jones started in 1986 to improve the school counseling program at a high school, and 

went on to implement the vision to have a CCBG program in all schools K-12. She was 

the innovation champion who worked vigilantly to implement the CCBG program. 

Principals who participated in the study felt that their leadership styles, attitudes, and 

beliefs helped routinize the CCBG program. They appreciated the support from the 

district leaders to provide funds for the CCBG program. 

School districts preparing to implement an innovation like CCBG can choose an 

implementation model from this study that would assist them in the diffusion of the 

innovation. School principals and district administrators could model the MVSD method 

of obtaining total district acceptance of a new innovation, like CCBG, with strong 

support from the governing board. 

It is important to note that Ms. Jones followed a process she learned in 1986 and 

1987 from Dr. Norman Gysbers to assure successful implementation of a school 

counseling program. Ms. Jones followed the facilitation process suggested in the 

Bayesian Probability model which included planning, training, coaching, mentoring and 

communicating. This researcher observed the program implementation done by Ms. 

Jones over a seventeen period to successfully routinize the CCBG program. 

An innovation champion or a keeper of the vision is necessary to ensure 

routinizing of an innovation. This person could work at a school site like Ms. Jones did 

from 1986-1997. During this time period, she was given released time to coordinate the 

CCBG program implementation. Other times, the innovation champion is in a 
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coordinator or director role at the district level as Ms. Jones was from 1998-2003. 

Working at this level allows the opportunity to meet with middle management in 

designing the implementation plan and working towards routinizing of the innovation. 

School district coordinators of guidance, school principals, and site guidance 

leaders can provide ongoing professional development for counselors and teachers 

helping them create and maintain a program like CCBG. New and experienced 

counselors and principals would benefit from updated information regarding the impact 

the CCBG program has on student success. Principals, counselors, and teachers would 

benefit from training related to the implementation of a program and working together to 

affect change. 

Implementers of new programs must be knowledgeable, resourceful, and 

confident in their own ability. It is important that implementers of a CCBG program also 

have a backgroimd in change theory. Rogers (1995) suggests that change agents have a 

strong background in change theory and xmderstand how to create situations where clients 

can help themselves. When counselors demonstrate these qualities, principals are likely 

to get out of their way and allow them to get to work. 

Recommendations for Further Research 

This study found significant relationships between the implementation of an 

innovation and the support from the school district governing board and administration. 

However, the nature of this relationship is complex and may vary depending on the size 

of the district and the relationship the district leaders have with the principals and other 
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educators. Personnel in the MVSD district responded positively to directives from the 

governing board. The positive interpersonal relationships in this district further 

supported the implementation of the innovation. However, there are still some 

unanswered questions regarding program implementation. Based on the findings in this 

research project, several recommendations are suggested for additional research. 

This study was limited to a focus on leadership behavior and did not address 

school culture. To better understand how the culture of a site affects the implementation 

of an innovation, a study is suggested that would use the Bayesian Probability Factors 

and Components (Table 2.1, Bosworth et al., 1998) model. There are eight factors in this 

model with specific components to guide the questions for counselors, principals, and 

district administrators. Because the factors are more detailed, the researcher would be 

able to go into greater depth to find the answers to how an innovation is successfully 

routinized. Results from this new study could be compared with the results from this 

researcher's study to identify similar and different results. 

Although research indicated the need for continual professional development 

when an innovation is introduced, data from this study did not produce many examples of 

professional development used in 1991. A study could investigate the site, district, and 

state professional development opportimities regarding the CCBG program. It could also 

look at how the professional development made a difference in the routinizing of the 

CCBG program in the MVSD. 

In this study, one person emerged as the innovation champion for the CCBG 

program. Is an innovation champion necessary to successfully routinize an innovation? 
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A study looking at other districts that successfully implemented a CCBG program over a 

five to ten year period could be considered to see if there was an innovation champion or 

whether the program was successfully implemented without one. The results of the 

districts studied could then be compared with the findings in this study evaluating the 

work of the innovation champion in the MVSD. Gathering data over a five to ten year 

period would show the type of work of an innovation champion over time to successfully 

implement and routinize an innovation. Principals, superintendents, counselors, and 

parents could be interviewed to collect a broad array of data. 

One of the questions unanswered in this case study is, would the CCBG program 

have been successfully implemented if the governing board had not given the top dovm 

direction to implement this program? It is suggested that several focus groups consisting 

of four to six counselors be conducted in other districts to address this question. A new 

case study of three districts that have had an elementary CCBG program implemented for 

at least five years could be used in this study. Questions would address how and why the 

counselors and principals in other districts implemented their CCBG program. Did they 

have top down directives from the governing board and the district administration? 

Elementary counselors used in this study could be from sites that were implementing the 

Met Life training from the Educational Trust (The Education Trust, 2002). This training 

focuses on advocacy, leadership, collaboration and systemic change. 

Additional research is recommended to answer some of the questions that were 

not included in this study. 
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Summary 

Although this study was designed to look at the principals' leadership styles, 

attitudes, and beliefs in the diffusion of a program, data collected indicated that district 

leadership, not principal leadership, was responsible for the successful implementation of 

the CCBG program in the elementary schools studied. Mr. Smith and Ms. Jones used a 

leadership style that enforced a top down directive from the governing board to ensure 

that school counselors would spend the majority of their time delivering the CCBG 

program. Ms. Clark and Ms. Jones provided a clear vision to fully implement the CCBG 

program by adding full time elementary counselors at all district elementary schools. 

Principals provided the site support for the implementation of the CCBG program 

while district leaders keep the focus on using counselors appropriately and working to 

fund additional elementary counselors. School counselors interviewed felt they had the 

support of their principal and of district leaders during those first years of 

implementation. Interviews with the principals and counselors indicated similar site 

implementation plans during the first year the CCBG program was implemented. 

In this case, the successful implementation of an innovation in a school is tied 

directly to the support from the governing board and the district administration. The 

district leadership provided strong direction to principals to implement a CCBG program. 

District leaders shared a common vision to fully implement the CCGB program. A 

governing board member, an assistant superintendent, and the student services director 

were the influential district leaders. School principals use their experience and 

knowledge as leaders to guide their staff through the site implementation process. 
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Changes usually take several years to fully implement with all educators working 

in the same direction. In a diffusion model, new ideas are invented, discussed, and 

adopted or rejected. The decision to adopt or reject the innovation is a process and thus 

takes time. Often in the change process, there is someone who has the vision and works 

towards the realization of that vision. Research indicated that the iimovation champion 

was Ms. Jones. She was an advocate for 17 years to implement a K-12 CCBG program 

that would serve all students. Working with the governing board, district administrators, 

and school principals, she was able to achieve her vision of a fiill time elementary 

counselor in every elementary school. In addition, other district leaders also had that 

vision and these district leaders worked as a team to realize the vision. When the last 

elementary school was built in the MVSD, the standard was to have a full time 

elementary counselor who would deliver a Comprehensive Competency Based Guidance 

(CCBG) Program for all students. 

School districts and states implementing any irmovation would want to study 

some of the implementation models in this study as well as change theory to achieve a 

successful routinization. 
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APPENDIX A 

PROGRAM EVALUATION 
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Arizono Con^>rehensive Competency Based (^iclance Program 

Prooram Evoluotien 

School: Counselor. 

CCB& Component Level of Implementation 

Needs Improvement Operating Well Mastered 
FOUNDATION: 
Mission Statement 1 2 3 4 5 
Philosophy 1 2 3 4 5 
Goals 1 2 3 4 5 
Competencies i 2 3 4 5 

DBlVB^y syST^: 
Cio^room ̂ donce Curriculum 1 2 3 4 5 
Individual Planning I 2 3 4 5 
Responsive Services 1 2 3 4 5 
System Support 1 2 3 4 5 

MANAGEMENT SVSTEM 
Documentation 1 2 3 4 5 
Counselor / Principol Agreement 1 2 3 4 5 
School Plan 1 2 3 4 5 
Master Calendar 1 2 3 4 5 

ASSesSMBMT SVSTEM: 
Advisory Council 1 2 3 4 5 
Needs Dato 1 2 3 4 5 
Student Results I 2 3 4 5 
Prognm Evaluation I 2 3 4 5 
Cwnselor Evaluation 1 2 3 4 5 

Comments: 
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COUNSELOR INTERVIEW QUESTIONS 
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Counselor Interview Questions 

Initiation 

Agenda setting 

1. Tell me how and when the elementary CCBG program started in your school 
district. 

a. Describe the district CCBG program at the middle and high schools at 
this time (1991). 

b. Describe the planning you went through regarding the implementation of 
the CCBG program. 

2. Describe how you became familiar with the CCBG program. 
a. Describe any mentoring or coaching you received from other counselors 

and from the principal. 

3. Describe the leadership style of the principal. 
a. In what ways did the principal use their leadership style to encourage the 

faculty and staff to be supportive of the CCBG program? 

4. In what ways did the principal convey their beliefs about the importance of a 
CCBG program? 

a. Describe how you helped the principal become familiar with the CCBG 
program. 

Matching 

1. Describe what district problems you were trying to address with the 
implementation of a CCBG program. 

2. Describe any problems that arose as you matched the CCBG mission to the 
school mission. 

3. Tell me how the principal and staff saw that the addition of a CCBG program 
would help the school. 

Implementation 

Redefining/restructuring 

1. Describe the changes you made in adapting the state CCBG model to fit the 
needs of your school. 
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2. Describe the changes you made in adapting the Mountain Vists School District 
CCBG model to fit your school's needs. 

3. Give examples of communication between you and the principal that facilitated 
the implementation. A. Describe the attitude and beliefs of the principal during 
the implementation process. 

Clarifying 

1. Give me some examples of times when you and the principal worked together to 
implement the CCBG program? 

2. Describe the communication with the principal during the implementation years. 
a. How often did you meet with the principal? 
b. Where did you meet? 
c. When did you meet? 

3. Describe the principal's leadership style used to encourage the faculty and staff 
to work towards the establishment of the CCBG program in the school. 

Routinizing 

1. Describe how you and the principal collaborated to create systemic change 
using the CCBG program. 

2. How has your role as a school counselor developed because you and the 
principal worked to establish a CCBG program? 

3. What was most helpful in implementing the CCBG program? (The AC A, 
district support of CCBG, principal support or other workshops). 

Reflections: 
1. Give some examples how the CCBG program changed your role as a 

counselor. What changes might have happened if your principal had the 
attitude and belief that a CCBG program wasn't necessary? 

2. As you reflect back to your first position as an elementary counselor, what 
suggestions would you give to a principal and counselor just starting to 
implement the CCBG program? 
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Principal, Administrator, Governing Board 

Interview Questions 

Initiation 

Agenda setting 
1. Tell me how and when the elementary CCBG program started in your school 

district. 
a. Describe the district CCBG program at the middle 

and high schools in 1991. 
b. Describe the planning you went through regarding the implementation of 

the CCBG program. 
2. Describe how you became familiar with the CCBG program. 

a. Describe any workshops or classes you attended to leam about the CCBG 
program. 

b. Tell me how the school counselor helped you become familiar with the 
CCBG program. 

3. Describe the leadership style you used to support the CCBG program. 
a. How did your leadership style provide encouragement and support to the 

faculty and staff as they learned about the CCBG program? 
4. In what ways did you convey your beliefs about the importance of a CCBG 

program? 

Matching 
1. Describe what district problems you were trying to address with the 

implementation of a CCBG program. 
2. Describe any problems that arose as you matched the CCBG mission to the school 

and district missions. 
3. Tell me how you and the staff believed the addition of a CCBG program would 

help the school. 

Implementation 

Redefining/restructuring 
1. Describe the changes you and the counselor made in adapting the district CCBG 

model to fit the needs of your school. 
2. Give examples of coirmiunication between you and the counselor that facilitated 

the implementation. 
3. Describe what your attitude and beliefs were regarding the implementation of the 

CCBG program. 
a. Tell me how your attitude and beliefs about the CCBG program helped or 
hindered the implementation process. 
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Clarifying 
1. Describe the type of support you had for the CCBG implementation from the 

Governing Board, the Superintendent and the Guidance Coordinator. 
2. Give some examples of times when you and the counselor worked together to 

implement the CCBG program. 
3. Describe the communication with the counselor during the implementation 

years of the CCBG program. 
a. How often did you meet with the counselor? 
b. Where did you meet with the counselor? 

4. Describe the leadership style you used as the faculty and staff were becoming 
familiar with the CCBG program. 

Routinizing 

1. Describe what you and the counselor did to accomplish the systemic change 
that implemented the CCBG program and made it routine. 

2. Tell me how you see the counselor's role changed because there was a CCBG 
program in comparison to when there wasn't a formal program. 

Reflection 

1. How has your role changed because there is a CCBG Program? 
2. Tell me how the CCBG program might have looked if you had not believed in 

the need to fully implement this program? 
3. As you reflect back to implementing the first CCBG program at your school, 

what suggestions would you give to a principal and counselor just starting to 
implement the CCBG program? 
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Principal Leadership Questionnaire 
Teacher Form 

Please answer the following questions by considering how well the statements apply to your principal's 
actions in relation to his or her work with the school's faculty. Use this scale to answer the following 
questions: 

1 - Strongly disagree 2 - Disagree 3 - Agree 4 - Strongly Agree 

The principal: 

1. Has both the capacity and judgement to overcome most obstacles. ® (D (3 

2. Commands respect from everyone on the faculty. ® d) (I 

3. Excites faculty members with visions of what we may be able to accomplish if we work 
together. ® (D <| 

4. Makes faculty members feel and act like leaders. ® (D (3 

5. Gives the faculty a sense of overall purpose for its leadership role. (£) ® d 

6. Leads by "doing" rather than simply by lelling." ® @ (g 

7. Symbolizes success and accomplishment within our profession. ® d) @ 

8. Provides good models for faculty members to follow. ® @ <3 

9. Provides for our participation in the process of developing school goals. ® @ @ 

10. Encourages faculty members to work toward the same goals. ® ® (S. 

11. Uses problem solving with the faculty to generate school goals. ® d) (§: 

12. Works toward whole faculty consensus In establishing priority for team goals. ® (D (3 

13. Regularly encourages faculty members to evaluate our progress toward achievement of 
team goals. 

14. Provides for extended training to develop my knowledge and skills relevant to being a 
member of the school faculty. 

® (D 

15. Provides the necessary resources to support my implementation of the school program. ® (D ® 

16. Treats me as an individual with unique needs and expertise. ® (D ® 

17. Takes my opinion into consideration when initiating actions that affect my work. ® (D ® 

18. Behaves in a manner thoughtful of my personal needs. ® (D ® 

19. Challenges me to reexamine some basic assumptions I have about my work at the 
school. ® ® (D 

20. Stimulates me to think about what i am doing for the school's students. ® ® ® 

21. Provides information that helps me think of ways to implement the school program. ® ® ® 

22. Insists on only the best performance from the school faculty. ® ® ® 

23. Shows us that there are high expectations for the faculty as professionals. (S> ® ® 

24. Will not settle for second best in the performance of our work as a faculty. ® ® ® 

@ 

® 

® 

® 

® 

Developed by the Middle Level Leadership Center, Uicas and Valentine, based upon the woiK of Jartzi&LeHhwood, 1996 
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MARANA UNIFIED SCHOOL DISTRICT 

11279 W. Oder Road • Marana, Arizona 85653 • (520)682-3243 

GOVERNING BOARD 

Dan Post, President 
ADMINISTRATION 

Wade McLean, Ed.D., Superintendent 
Richard Lesko, Assistant Superintendent 

Scott Mundell, Ed.D., Assistant Superintendent 
Ron Rickel, Ed.D., Assistant Superintendent 

Debbie Schmich, Vice President 

Bill Kuhn, Member 

Janice Mitich, Member 
Sandi Nielsen, Member 

January 30,2003 

Judy Bowers 
10015 E. Lorian Street 
Tucson, AZ 85748 

Ms. Bowers, 

I have completed my review of your research proposal. I am happy to permit you to conduct your 
research in the Marana Unified School District pending appropriate documentation of Human Subjects 
Approval. 

I have forwarded a copy of your proposal to the appropriate principals and counselors. The final decision 
as to whether they participate in your study rests with the individuals involved. 

I wish you the best of luck with your research and studies. Please let me know if I can be of further 
assistance. 

Sincerely, 

Ron Rickel, Ed. D. 
Assistant Superintendent 

"Striving for Excellence " 
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January 26, 2003 

Dear Participant, 

The Marana Unified School District has given permission for me to conduct a study 
investigating the effect of principal leadership styles, attitudes, and beliefs on the 
diffusion of a program. You are being asked to participate because you worked at one of 
the seven elementary schools in 1991 that started the Comprehensive Competency Based 
Guidance (CCBG) program. This research is being done as part of my doctoral degree in 
Educational Leadership at the University of Arizona. 

Participation in this study is completely voluntary. You may withdraw from the study at 
any time. Please be assured that all information you provide during the interview will be 
held in the strictest confidence. Aliases will be used for purposes of publication of the 
dissertation. If you agree to participate in this study, I would compensate you for your 
time with a gift certificate. 

The study will consist of individual interviews for ninety minutes. I will ask questions 
related to the implementation of the CCBG program. The interview will be tape-recorded 
and handwritten notes will be taken. The interviews will be conducted at your school 
during a time that is convenient to you. Please contact me at the phone number listed 
below to set up a time and date for the interviews if you are interested in participating. 

If you have any questions regarding your participation in the study or about your rights as 
a research subject, you can call the University of Human Subjects Committee office at 
626-6721. 

Sincerely, 

Judy Louise Eichelberg Bowers, Principal Investigator 
Tucson Unified School District 
Guidance and Counseling Department 
2025 E. Winsett Street 
Tucson, AZ 85719 520-2225-4921 or 520-885-3870 

For further information, you may contact: 
Kris Bosworth Ph.D., Faculty Advisor 
Educational Leadership Department 
The University of Arizona 
Tucson, AZ. 85721 
520-626-4964 
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Invitation to Participate Letter 
(Interview) 

Title of Project: The Influence of the Principals' Leadership Styles, Attitudes and Beliefs 
on Program Diffusion. 

You are being invited to voluntarily participate in the above titled research study. The 
purpose of the study is to determine the influence of the principal on program diffusion. 
You are eligible to participate because you were an elementary counselor, principal, or 
administrator when the elementary Comprehensive Competency Based (CCBG) 
Guidance Program was diffused in your district. 

If you agree to participate, your participation will involve one interview(s) about the 
diffusion of the CCBG program. The interview (s) will take place in a location 
convenient for you and will last approximately ninety minutes. You may choose not to 
answer some or all of the questions. During the interview (s), written notes and audio 
recordings will be made in order to help the investigator review what is said. Your name 
will not appear on these notes. 

Any questions you have will be answered and you may withdraw from the study at any 
time. There are no known risks from your participation and no direct benefit from your 
participation is expected. There is no cost to you except for your time and you will 
receive a gif certificate for your participation. 

Only the Principal Investigator Judy Bowers, M. Ed will have access to your name and 
the information that you provide. In order to maintain your confidentiality, your name 
will not be revealed in any reports that result from this project. Interview information 
will be locked in a cabinet in a secure place. 

You can obtain further information from the principal investigator, Judy Louise 
Eichelberg Bowers, M. Ed at (520) 885-3870. If you have questions concerning your 
rights as a research subject, you may call the University of Arizona Human Subjects 
Projection office at (520) 626-6721. 

If you are interested in participating in this project, please call Judy Bowers at 885-3870. 

Thank you. 

Judy Louise Eichelberg Bowers, Principal Investigator 
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APPROVED BY UNIVERSITY OF AZ IflB 

documeJT'^'----
DATE: * 

SUBJECT'S CONSENT FORM 

RESEARCH PROJECT: The influence of the principals' leadership styles, attitudes, and beliefs on program 
diffusion 

I AM BEING ASKED TO READ THE FOLLOWING MATERL4L TO ENSURE THAT I AM INFORMED OF 
THE NATURE OF THIS RESEARCH STUDY AND OF HOW I WILL PARTICPATE IN IT, IF 1 CONSENT 
TO DO SO. SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I 
GIVE MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO 
PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AlvID RISKS OF 
MY PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND 
INFORMED MANNER. 

PURPOSE 
I am being invited to participate voluntarily in the above-titled research project. The purpose of this project is to 
examine the effect that the principals' leadership styles, attitudes and beliefs have on the successful 
implementation of a new innovation in elementary schools such as a Comprehensive Competency Based 
Guidance program. 

SELECTION CRITERL4 
I am being invited to participate because I was one of the three counselors or one of the seven principals who 
implemented the fiirst CCBG program for elementary coimselors in the Marana Unified School District. 
Approximately 10 subjects will be enrolled in this study. 

PROCEDURE (S) 
If I agree to participate, I will be asked to consent to participate in one interview for approximately 90 minutes. 
The interviews will be audio taped. The questions will relate to the strategies and leadership styles used by the 
principal to diffuse a new school-counseling program. 

RISKS 
There are no known risks to participation in the study. 

BENEFITS 
There are no guaranteed direct benefits associated with participation in this study, but the subjects may 
value the reflection of knowing that the steps they followed to adopt an innovation was successfuL 

CONFIDENTIALITY 
All data will be kept confidential. Principal Investigator Judy Louise Eichelberg Bowers M.Ed., her advisor Kris 
Bosworth, Ph.D., and interrater Thea Canizo, Ed.D. will be the only persons with access to the data from the 
study. Collected data will be securely stored in a locked cabinet in the College of Education in Room 218. The 
Principal Investigator, immediately follovnng publication of the Pi's dissertation and confirmation of her degree, 
will dispose of transcripts and audiotapes. In the final report, all schools, school districts, and school personnel 
used will have ahases. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 
There are no costs for participation in this study ofter than approximately 90 minutes of my time. The Principal 
Investigator will compensate interview participants for their time with a $20 gift certificate to any store at Park 
Place. 
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CONTACr^ 

I car. obta;n fijrther mformalion fern; the principal mves,»,igat!>r Judy Louise Eichelherg Bowers, Ed.D. canduiaic 
at 520-225-4931, If I h3\'e quesiitms cont'crning my rights as a research subjiscl.! may call the Human Subjects 
Committee Office at (520) 626-672 L 

AUTHORIZATION 
BEKORK GI\ING MY CXINSEN'T BY SIGNING THIS FORM. TTIE METHODS, IN(-OKV£VrEKCES. 
RISKS, AKD BEKEFOS tlAVE BEES* EXFLALNED TO ME AND MY QUESTIONS HAVE BEEN 
ANSWfcRfel). 1 MA.Y ASK QUESTIONS AT ANT TIME AND 1 A?.l FREE TO WTHDRAW FROM THE 
PROJECT AT ANT TIME WITHOUT CAL'SNG BM) FEELINGS. MY PARTJCIPATION IN TIUS 
PRO,TECT MAY BE ENDED BY THE INT'ESTIGATOR FOR REASONS THAT WOULD BE EmAlNED. 
NEW INFORMATION DEmOPED DURING TIIE COURSE OF THIS STODY WHICH MAY AFFHCT 
MY WILLINGNES;!; TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVT'N TO ME AS fl 
BEC0.M5S AVAILABLE, Ti-US CONSENT FORM mL BE FH-EDLN AN .AREA DESIGNATED «Y IME 
HUMAN SUBJECTS COMMITTEE U'lTH ACCESS RESTRICTED TO THE PRINCIPAL IN-VESTIGATOR, 
JUDY LOLISE HCHEEBKRO BOWTRS, M.Ed OR ALTHORIZED REPRESENTATIVT; OF TIIE 
EIWCATION LEADERSHIP DEPARTMENT ] DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY 
SIGNING THIS FORM. A COPY OF THIS SIGNT-D CONSENT FORM WILL BE GJ\TN TO ME. 

Suiyccl's Signature Date 

Parentlegal G^aardian (if neccssa^) Date 

Witness {jfnecessan) Date 

imTlSTIGATOR'S AFFIDAVIT 
I hgve carefully explained to the subject the nature of the above project. 1 hereby certify that to the best of my 
taiowledge the person who is siping ^is consent form u.nderstai5ds tlearly the iHture, demands, benefits, and 
riiiks in\'olve(J in hisTjer participation and histe signature is legally ^-alid. A raedical problem or language or 
educational banicr has not prccludcd ihis understandttg, 

Signature of Investigator Dale 
l/20(Kt 
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Page 1 of 1 

Bowers, Judy 
From: Kenneth Leithwood [kleithwood@oise.utoronto.ca] Seiit:Tue 10/14/2003 8:59 AM 
To: Bowers, Judy 
Cc: 
Subject: Re; Permission 
Attachments: 

X-Scanned-By; MIMEDefang 2.37 
Return-Path: kleithwood@oise.utoronto.ca 
X-OriginalArrivalTime: 14 Oct 2003 15:59:49.0194 (UTC) FILETIME=[322562A0:01C3926C] 

"Bowers, Judy" <Judy.Bowers@tusd.kl2.az.us> writes: 
>Dr. Leithwood, 
> 

> I am a graduate student at the University of Arizona in Tucson, 
>Arizona in the Educational Leadership department. Dr. Quinn introduced 
>meto 
>your leadership survey in one of his clases and I would like to use it in 
>my 
>dissertation study. Would you grant me permission to use the survey? 
> 

> Thank you. 
> 

> Judy Bowers 
> 

> 520-885-3870 
Permission granted. Please let me know what you learn. 

mailto:kleithwood@oise.utoronto.ca
mailto:Judy.Bowers@tusd.kl2.az.us
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Lee Instructional Resource Center 
2250 E. Winsett Street 
Tucson, AZ 85719 

Dear Ms. Bowers; 

In reviewing the transcripts of all the interviews you conducted, I found the following 
four themes to be present and consistent in all the documents: 

1. Counselors' role 
2. Communication 
3. Professional Development 
4. Critical person/advocate 

Please contact me for further clarification if needed. 

Sincerely, 

Thea L. Canizo, Ed. D. 
Tucson Unified School District 
Dept. of Professional Development/Academics 
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