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The focus of this study is on evaluating the impact of a school counselor-led 

program, Ready for Success (RFS) on the academic achievement of second- and third-

grade students.  The research question investigated in this study was: How do students in 

grades 2 and 3 who receive the RFS classroom intervention perform on the Scholastic 

Reading Inventory (SRI) when compared to students in grades 2 and 3 who do not 

receive the RFS classroom intervention. This study is significant because it addresses the 

need for more outcome research tying school counselor led interventions to student 

achievement. Research based interventions for school counselors that improve academic 

achievement directly address the current focus on student achievement outcomes as well 

as the need for accountability of school counselors.  

The sample for this study included 240 participants, 107 in the treatment group 

and 133 in the comparison group. Students were selected from all second- and third-grade 
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classes at four schools in South Florida. There were 66 participants in the second grade; 

37 were male and 29 were female. There were 174 participants in the third grade; 92 

were male and 82 were female.  

Academic achievement was measured using a standardized, objective, state-wide 

assessment instrument, the Scholastic Reading Inventory (SRI). The analysis used for this 

study was an analysis of covariance (ANCOVA). Pretest scores on the SRI were used in 

the study as covariates on the dependent variable to account for group differences at 

pretest. The statistical analysis shows that there was no significant difference between the 

comparison and treatment group reading achievement levels on the SRI.   

Upon further review of the research a significant, confounding variable was 

discovered. High concentration of non-ESOL students were in the comparison group as 

compared to the treatment group. Further data exploration led to a discovery of variance 

in the fidelity of treatment, which may have also accounted for the given results. The lack 

of a significant finding may suggest the need for elements of the program to be adjusted 

particularly when considering that the two programs upon which RFS was based have 

been consistently shown to be effective 
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CHAPTER 1 

 

INTRODUCTION 

 

The focus of this study is on evaluating the impact of a school counselor-led 

program, Ready for Success (RFS) (Brigman & Webb, 2007), on the academic 

achievement of second- and third-grade students in two Title I elementary schools in 

Palm Beach County, Florida. Specifically the RFS program is aimed at improving 

reading achievement. This study is significant because it addresses an identified need for 

more outcome research tying school counselor led interventions to student achievement 

(Dimmitt, Carey, McGannon, & Henningson, 2005).  

Education influences the opportunities and personal growth of children in addition 

to the social and economic progression of our nation. Young children‘s educational 

experiences promote the development of important skills and set children up for success 

in school (America‘s Children in Brief: Key National Indicators of Well-Being, 2006). 

Reading has been an area of significant concern because it is seen as the key to mastery 

of all other subjects. According to Davenport, Delgado, Meisels, and Moore (1998), the 

most important task of elementary schools is to teach students to read well. Strong 

reading skills are the key to success in both school and in life. 

The goal of all children reading on grade level by third grade has been set at the 

national level through both policy (Goals 2000; National Reading Panel, 2000; National 

Reading Summit, 1998) and federal legislative initiatives (No Child Left Behind Act 
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[NCLB], 2001; Reading Excellence Act, 1999). The fact that standardized tests show that 

some students are not reading at the desired level has resulted in increased emphasis on 

the use of testing and diagnostic tools to provide educators with direction in decreasing 

the gap in achievement (Wiliam, Lee, Harrison, & Black, 2004) Recently, the Florida 

Department of Education (FLDOE) reported that 31% of Palm Beach County third 

graders were reading below grade level. This correlates with the current dropout rate in 

Palm Beach County of 37% (Edwards, Olsen, & Swanson, 2007). The RFS intervention 

targets this important achievement issue, namely the 66% of children below proficient 

reading level nationally in fourth grade (America‘s Children in Brief: Key National 

Indicators of Well-Being, 2008). 

Researchers who have conducted longitudinal studies have found that 

disadvantaged third graders who have failed one or more grades and are reading below 

grade level are extremely unlikely to complete high school (Kelly, Veldman, & McGuire, 

1964; Lloyd, 1978). Similarly other researchers have found strong evidence that success 

or failure in the first 3 years of school is among the best predictors of long-term 

achievement (Meyers, Atwell, & Orpet, 1968; West, Denton, & Germino-Hausken, 

2001). The effects of the ready for success program on the reading achievement of 2
nd

 

and 3
rd

 grade students is a study that took place in two Title I schools, which by definition 

include a high proportion of disadvantaged students. Success in the early grades does not 

guarantee success throughout the school years and beyond, but failure in the early grades 

does virtually guarantee failure in later schooling. 

There is also wide agreement that students do not do well in school without 

certain school readiness skills (Hattie, Biggs, & Purdie, 1996; Marzano, Pickering, & 
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Pollack, 2001; Masten & Coatsworth, 1998; Wang, Haertel, & Walberg, 1994; Zins, 

Weissberg, Wang, & Walberg, 2004). The RFS program addresses a wide range of these 

readiness skills and strategies and includes social, cognitive and self-management skills. 

These skills and strategies have been associated with improved student academic 

achievement including reading. The RFS study fills a gap in a line of research on the 

Student Success Skills (SSS) model, which encompasses students in kindergarten through 

grade 12. Four studies have been conducted on the grade 5-9 Student Success Skills 

program which includes both classroom and small group interventions (Brigman & 

Campbell, 2003; Brigman & Webb, 2007; Campbell & Brigman, 2005; Webb, Brigman, 

& Campbell, 2005) and two studies on the grade PreK-1 Ready to Learn program which 

is a classroom only intervention (Brigman, Lane, Switzer, Lane, & Lawrence, 1999; 

Brigman & Webb, 2003). While the SSS studies were aimed at grades 5-9, and the Ready 

to Learn studies were aimed at grades pre-kindergarten through first grade, the current 

RFS study is focused on grades 2 and 3. 

Statement of the Problem 

The significant problem addressed in this study is the lack of research tying 

school counselor-led interventions with student academic achievement. In a recent Delphi 

study aimed at identifying the most important research questions facing the field of 

school counseling, the number one research question was related to how school 

counseling interventions impact student academic achievement (Dimmitt et al., 2005). In 

addition to the findings of the Delphi Study, a recent report (2005) issued by the National 

Panel for School Counseling Evidence-Based Practice, concluded that there is a gap in 

the current research base involving school counselor led interventions and student 
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academic achievement. (Carey, Dimmitt, Hatch, Lapan, Lee, & Whiston, 2005). The 

panel cites strong evidence of positively impacting both career and personal social 

development through school counseling interventions but limited research related to 

achievement.  

Specifically this study evaluated the impact of the RFS program on student 

reading achievement. While the Delphi study (Dimmitt et al., 2005) clearly identified this 

gap in the research, Whiston (2002) in her review of outcome research in school 

counseling cited reasons why this gap was so significant. Whiston concluded that, 

In the current educational environment, the lack of research has sizeable impact 

on school counselors currently employed and the future of the profession. School 

counselors have little data that can convince legislators, school board members, or 

school administrators on the values of hiring school counselors. School 

counselors may believe they make a difference but without ―hard data‖ to support 

these claims, school counselors run the risks of losing their positions. This is a 

critical time for leaders in school counseling to invest in the future of the 

profession and support school counseling research. (Whiston, p. 7) 

She also concluded that the most severe gap was associated with student academic 

performance.  

Purpose of the Study 

The purpose of this study is to evaluate the impact of the RFS program, a school 

counselor-led intervention, on the academic achievement as defined by reading scores of 

second- and third-grade students. The specific research question is: How do students in 

grades 2 and 3 who receive the RFS classroom intervention – the independent variable – 
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perform on the Scholastic Reading Inventory (SRI)—the dependent variable –when 

compared to students in grades 2 and 3 who do not receive the RFS classroom 

intervention? The RFS program involves five, 45-minute classroom lessons presented by 

the school counselor with the teacher present. The teacher then follows up the five 

lessons with modeling the strategies, cueing students to use the strategies, and coaching 

students to improve the application of the strategies, all within the context of the regular 

curriculum.  

Theoretical Base 

The RFS program incorporates Solution Focused therapy, Positive Psychology, 

Cognitive Behavioral theory, Choice theory, Social Learning theory, and Adlerian 

Theory. Specific techniques and strategies related to these theories are embedded within 

the program and have a strong research base linked to academic achievement. 

Elaboration regarding which strategies align with which theory is provided in Chapter 2. 

The RFS program is designed to help students develop strengths in five categories of 

strategies: setting goals, memory, managing anxiety, creating a caring, supportive and 

encouraging classroom, and healthy optimism. These strategies have been linked to 

improved well-being and increased academic performance (Hattie et al., 1996; Marzano 

et al., 2001; Masten & Coatsworth, 1998; Wang et al., 1994; Zins et al., 2004). Solution 

Focused therapy, Cognitive Behavioral theory, Choice theory, Positive Psychology, 

Social Learning theory, and Adlerian theory provide the theoretical base for these 

strategies. 
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Definitions 

 The following operational definitions are provided for terms used throughout the 

narrative of this study. 

Dephi Study: The Delphi method is an exercise in group communication among a panel 

of geographically dispersed experts (Adler & Ziglio, 1996). The technique allows 

experts to deal systematically with a complex problem or task. The essence of the 

technique is fairly straightforward. It comprises a series of questionnaires sent 

either by mail or via computerized systems, to a pre-selected group of experts. 

These questionnaires are designed to elicit and develop individual responses to 

the problems posed and to enable the experts to refine their views as the group‘s 

work progresses in accordance with the assigned task 

National Panel: The National Panel for School Counseling Evidence-Based Practice was 

established by the Center for School Counseling Outcome Research to improve 

the practice of school counseling by helping to develop the research base that is 

necessary for responsible and effective practice. 

Scholastic Reading Inventory – SRI: A computer based reading comprehension 

assessment that is a research-based reading assessment for Grades K–12 that 

measures students‘ level of reading comprehension and reports results using the 

Lexile Framework for Reading (Scholastic reading inventory interactive technical 

guide, 2007). 

Student Success Skills Model (SSS): A series of three programs, Ready to Learn, grades 

K-1(Brigman, Lane, & Lane, 1994); Ready for Success, grades 2-3, (Brigman & 

Webb, 2007); and Student Success Skills, grades 4-12, (Brigman & Webb, 2004), 
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all based on teaching skills associated with academic and social success. The 

three programs focus on three skills sets: (a) cognitive and meta cognitive skills 

such as goal setting, progress monitoring, and memory skills, (b) social skills such 

as interpersonal skills, social problems solving, listening, and teamwork skills, 

and (c) self-management skills such as managing attention, motivation, and 

anger.‖ 

School Effects: A school effect is any effect, positive or negative, that a school may have 

on test scores of students attending the school. Research has shown that the school 

attended can have an effect, either positive or negative, on the test scores of 

students in the school (Barton, 2005; Sanders & Rivers, 1996). 

Teacher Effects: A teacher effect is any effect, positive or negative, that teachers may 

have on test scores of students in their classrooms. Research has shown that 

teachers and teacher quality can have a bearing on test scores (Barton, 2005; 

Sanders & Rivers, 1996). 

Title I: Title I is part of the Elementary and Secondary Education Act of 1965 (20 U.S.C. 

6301 et seq.). SEC. 1001. STATEMENT OF PURPOSE provides the following 

description: The purpose of Title I is to ensure that all children have a fair, equal, 

and significant opportunity to obtain a high-quality education and reach, at a 

minimum, proficiency on challenging state academic achievement standards and 

state academic assessments. This program is intended to support overall 

improvements of teaching and learning for all students in schools with a student 

population of 40% or more at the lower income level. There are no identified 

eligible students; therefore, all students can be served with Title I supplementary 
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resources. States calculate an area‘s eligibility for Title I funds using a formula 

that includes the average amount the state spends on each student and the number 

or percentage of children, ages 5 to 17, from families with incomes below the 

poverty line. The formula also includes the number of children who are in 

families receiving AFDC payments, which exceed the current census poverty 

level, and the number of neglected and delinquent children who have lived in 

institutions for more than 30 days. Based on these data, the U.S. Secretary of 

Education sets each state‘s grant allocation (Florida Department of Education, 

2007). 

Assumptions 

1. It is assumed that the student scores and other information supplied by the 

school system will be accurate and were recorded accurately. 

2. It is assumed that no other factor significantly impacted the results, including 

school effects and teacher effects. 

3. It is assumed that the dosage level of five school counselor-led 45-minute 

classroom based lessons to introduce the strategies followed by teacher cueing students to 

use the strategies to master the regular curriculum is sufficient to show significant 

improvement. 

4. It is assumed that teacher observation of the school counselor leading the five 

RFS lessons is sufficient for adequate follow-up by the teachers. 

Limitations 

1. The study is limited in that all data were from one school district. 

2. Sample had adequate power but was relatively small. 



 

 

9 

3. The sample includes Title I schools, low socio-economic students. Further 

study will be needed to see the effectiveness of the program in other socioeconomic 

populations. 

4. This study covers classroom delivery by the school counselor using five 45-

minute lessons spaced one week apart. Other studies are needed to see if this delivery 

model is the most efficient way to impact reading achievement  

5. Treatment and comparison groups were not matched for ESOL students. 

6. Fidelity of treatment was compromised. 

 

Significance of the Research 

The significance of this study is that it addresses a pressing need for more 

outcome research showing the impact school counseling interventions have on student 

performance. Research-based interventions for school counselors that improve academic 

achievement directly addresses the current focus on student achievement outcomes as 

well as the accountability of school counselors (Dimmitt et al., 2005; Shadish, Cook, & 

Campbell, 2002; Whiston, 2002). One way school counselors can gain support for their 

programs is to tie their programs to achievement, which is the core mission of the 

schools. Schools have come under increasing pressure to conform to the public's 

expectations of higher student achievement. Moreover, the role of assessment and the use 

of high stakes tests have increased proportionally (Bober, 2004; Carsten, 2004; Glaser, 

Linn, & Bohrnstedt, 1997). Testing has become the tool of policy makers both for 

gauging student progress and for driving educational policy (Reutzel & Mitchell, 2005). 

School counselors can now use the same standardized testing to support their programs. 



 

 

10 

The American School Counselor Association (2004) and its relatively new national 

standards support this move. The national standards include three broad areas: academic, 

personal/social, and career. The RFS program addresses two of the three—academic and 

personal/social.           

 The RFS study fills a gap in a line of research on the Student Success Skills (SSS) 

model, which encompasses students in kindergarten through grade 9. Four studies have 

been conducted on the grade 5-9 Student Success Skills program which includes both 

classroom and small group interventions (Brigman & Campbell, 2003; Brigman & Webb, 

2007; Campbell & Brigman, 2005; Webb et al., 2005, and two studies on the grade PreK-

1 Ready to Learn program which is a classroom only intervention (Brigman et al., 1999; 

Brigman & Webb, 2003). While the SSS studies were aimed at grades 5-9, and the RTL 

studies were aimed at grades pre-kindergarten through first grade, up until now there has 

been a gap in this research line for grades 2-3 which are critically important years in 

predicting long term school success.  The current RFS study addresses this gap in 

research. 

This study adds to the body of knowledge in school counseling by specifically 

examining the impact of the RFS program on reading achievement as measured by 

standardized tests. These results will give counselors, school administrators, and policy 

makers important information to use as they make decisions about counselor-to-student 

ratios within the schools as well as a revamp of the current role of the school counselor. 

This knowledge will also allow counselors and administrators to recognize the value of 

school counselors in meeting the goal of raising student achievement in the schools.  
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Organization of the Study 

This study will be presented in five chapters. Chapter 1 includes the introduction, 

statement of the research problem, purpose of the study, theoretical base, operational 

definitions, limitations, and assumptions, significance of the study and the organization of 

the study. Chapter 2 consists of a comprehensive review of related literature. Chapter 3 

contains a description of the research design, sample descriptions, and specific 

methodology used in the study. Chapter 4 will present a description and analysis of the 

data. Chapter 5 will contain a summary of findings with possible implications and 

recommendations for policy makers and practitioners and for further research. 
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CHAPTER 2 

 

REVIEW OF THE LITERATURE 

 

This study addressed a pressing need for more outcome research showing the 

impact school counseling interventions have on student performance. The intent is to 

build on a line of research that focuses on helping students develop critical ―school 

success skills.‖ A series of studies has been done on the Student Success Skills with 

students in grades 5 through 9, (Brigman & Campbell, 2003; Brigman & Webb, 2007; 

Campbell & Brigman, 2005; Webb et al., 2005), as well as two studies completed using 

the Ready to Learn program, (Brigman et al., 1999; Brigman & Webb, 2003) which 

focuses on grades pre-K through first grade. The program used in this study, Ready for 

Success (RFS), is built upon the same research base and was implemented in second- and 

third-grade which are critically important years in predicting long-term school success. 

Up until now there has been a gap in this research line for grades 2-3 showing the impact 

school counseling interventions have on student performance. At the national level, both 

policy (Goals 2000; National Reading Panel, 2000; National Reading Summit, 1998) and 

federal legislation (No Child Left Behind Act of 2001 [NCLB]; Reading Excellence Act, 

1999) have set as goals that all students should be reading on grade level by grade 3, 

which is when standardized high stakes testing such as the FCAT begin. The fact that 

many students are not reading at the required levels has resulted in increased emphasis on 

the use of diagnostic tools to provide direction for educators in decreasing the gap in 

achievement (Wiliam et al., 2004). Additionally, the NCLB legislation (2001) 
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specifically requires states to disaggregate test scores to identify achievement gaps. This 

requirement has been the impetus for not only mandating new diagnostic reading 

assessments that measure early literacy skills but to identify and provide interventions to 

students who may be at risk for later reading difficulty. The research question for this 

study is: How do students in grades 2 and 3 who receive the RFS classroom intervention 

perform on a standardized measure of reading achievement when compared to students in 

grades 2 and 3 who do not receive the RFS classroom intervention? 

The following chapter will include five areas: (a) academic achievement/what 

helps children learn? (b) accountability; (c) school counselor-led interventions, such as 

classroom based interventions, RTL/SSS research, RFS theoretical base; (d) NCLB; (e) 

limited rigorous research; and (f) a chapter summary. The strategy used to search the 

literature was an electronic search using EZ Proxy in the databases PsychArticles, 

Psychinfo, Academic Search Premier, ERIC, Proquest Dissertation Abstracts, Google 

Scholar, and Psychology: A SAGE Full-Text Collection. A review of relevant articles 

and books was performed within education, psychology, school counseling, and outcome 

research in counseling. Those articles that were not available in the electronic form were 

either obtained from the Florida Atlantic University Library or via Inter-library loan. The 

search terms used were, school counseling, outcome research, counselor-led 

interventions, classroom guidance, social skills, academic achievement, student success 

skills, and reading achievement. 

 

 

Academic Achievement/What Helps Children Learn? 
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 The early years of schooling, prekindergarten through third grade (PK-3), are 

important and challenging because it is here that the child‘s future disposition and 

attitudes towards school and learning are developed (Elkind, 1989). As children enter and 

become engaged in education, judgments about their ability to learn and compete with 

others begins to develop. These judgments directly impact student achievement (Elkind, 

1989). Children's social skills are related to the quality and success of their school 

experiences (Meisels, Atkins-Burnett, & Nicholson, 1996). Students who enter school 

without at least minimal social competencies are at increased risk of eventually dropping 

out of school (Katz, 1986; Kupersmidt, Coie, & Dodge, 1990; Masten & Coatworth, 

1998; Newcomb, Bukowski, & Patee, 1993). There is also evidence that success or 

failure in the first 3 years of school is among the best predictors of long-term 

achievement (Meyers et al., 1968; West et al., 2001).  

 There is general agreement as to which skills and behaviors are crucial to school 

success. These skills and behaviors have been described in the literature (Cartledge & 

Milburn, 1978; Cobb, 1969, 1970; Davidson & Greenberg, 1967; Hops & Cobb, 1973; 

Kim, Anderson, & Bashaw, 1968; Lahaderne, 1968; Masten & Coatsworth, 1998; Shaw, 

1986; Strother, 1987; Swift & Spivack, 1968; Wang et al., 1994) and include attending, 

listening, working well with others, and following directions as well as certain cognitive, 

social and self management skills. Cartledge and Milburn, 1978; Katz, 1986; and 

Wooster and Carson, 1982, have tied these skills to school achievement. 

 The strategies for teaching the learning skills and social skills mentioned above 

have also been researched (Cobb, 1970; Fad, 1990; Ladd & Mize, 1983; Morrow, 1985; 

Slavin, Karweit, & Maden, 1989; Strother, 1987; Wang et al., 1994; Wooster & Carson, 
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1982). Although most of this research has involved individual or small-group 

intervention, significant improvement in these learning skills and in school achievement 

has been demonstrated (Thomas, 1974; Wooster & Carson, 1982). Classroom guidance 

interventions have not been as well investigated, even though the research literature has 

emphasized the need for more classroom instruction in learning skills and social skills 

(Brigman, 1991; Cartledge & Milburn, 1978; Masten & Coatsworth, 1998; Shaw, 1986; 

Wang et al., 1994). 

 Additional school success skills have been shown to significantly impact the 

achievement and competence of students. Wang et al. (1994) suggested that meta-

cognitive processes, home-environmental/parental support, student teacher interaction, 

and peer group interactions had a strong influence on school learning. Additionally, ―the 

frequency and quality of these interactions contribute to student‘s sense of self-esteem 

and foster a sense of membership in the class and school‖ (p. 76). 

 In addition to Wang et al. (1994), Masten and Coatsworth (1998) reviewed studies 

of competence, resilience, and interventions. These studies suggest that the quality of 

parent-child attachment relationships, cognition, and self-regulation foster and protect the 

development of competence in both favorable and unfavorable environments. Research 

conducted by Coleman (1988) indicated that children with more individual resources and 

social capital fare best in school  

  Academic competence is influenced by beliefs and attitudes about school, 

perceptions about one‘s academic abilities, and motivations to succeed or attributional 

style (Greene & Miller, 1996; Harter, 1982; Stevenson, Chuansheng, & Lee, 1993; 

Stevenson & Stigler, 1992; Stipek & Gralinski, 1996). Successful students usually credit 
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their success to being dedicated and working hard and their failures to a lack of effort 

(Masten & Coatsworth, 1998). Epstein (1983) indicates that peers also may influence 

academic achievement positively or negatively.  

In summary, certain skill sets were found to be critical to student success and 

academic achievement. These skills sets include: (a) cognitive and meta-cognitive 

processes, (b) social skills, and (c) self-management skills. Programs that develop the 

above mentioned skills in students may be successful at increasing student achievement 

as well (Masten & Coatsworth, 1998; Wang et al., 1994).  The Ready to Learn program 

includes additional specific learning skills that have been cited as predictors of long-term 

school success; (a) attending (paying attention, staying on task, and following directions); 

(b) listening comprehension (knowing the main idea and knowing when and how to ask 

questions to confirm understanding); and (c) social skills (self encouragement, 

persistence, and working cooperatively) (Hoge & Luce, 1979; Kagen, Moore, & 

Bredekamp, 1995; Masten & Coatsworth, 1998; Meyers et al., 1968; Sameroff & Haith, 

1996; Strother, 1987; Wang et al., 1994). 

Counselor Accountability 

  A word that embodies the culture of education today is accountability. Schools 

have come under increasing pressure to conform to the public's expectations of higher 

student achievement catapulting the role of assessment and use of high-stakes tests 

(Bober, 2004; Carsten, 2004; Glaser et al., 1997). Testing has become a tool that policy 

makers, are using for gauging student progress as well as for driving educational policy 

(Reutzel & Mitchell, 2005). Test-based accountability has become an important factor in 

school reform. Educational accountability has been cited as a major reason for the 
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expansion of testing in schools (Cook, 2003; Crain, 2003; Linn, 1993). Mandated testing 

programs, as a part of state accountability systems, have historically been seen by policy 

makers and the public as a key component to solving perceived problems with schools 

(Cook, 2003; Crain, 2003; Linn, 1993). This accountability has increased in recent years 

under NCLB (2001) legislation that mandates that students in grades 3-8 be given annual 

tests in reading, and that reading assessment for students in grades K-3 be increased. The 

goal of this testing is to increase student achievement in reading, with the expectation that 

all students will become successful readers by the end of grade 3 (NCLB, 2001). 

According to Myrick (2003), 

Accountable means being responsible for one‘s actions and contributions, it 

involves describing goals and what is being done to meet them. It entails 

collecting information and data that support any accomplishments that may be 

claimed. Accountability may also imply using documentation that shows 

compliance with state laws or school board directives. (p. 174)  

Governmental and private commissions continue to study the poor academic achievement 

of children and are asking schools and educators to account for the failure of our schools 

in this important area. This call for higher standards, accountability, and increased 

competencies has put pressure on educators, including counselors to change practices and 

implement a data driven orientation (Rowell, 2006). In response to these pressures, 

school counselors have chosen to align themselves with the larger school reform effort by 

adopting national standards and by developing a new model for school counseling 

programs that emphasizes data, accountability, and academic achievement. The American 

School Counselor Association‘s standards are directly linked to the ―current educational 
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reform agenda that focuses on raising expectations for teaching and learning‖ (ASCA 

2005, p. 1).  

School reform is driven by data.  The inability to show a significant positive 

impact can jeopardize school counseling jobs as well as the ability of school counselors 

to advance themselves in leadership positions (Nailor & Squier, 2004). The field of 

school counseling cannot ignore this trend of accountability in education, yet requiring 

that all children succeed academically may be challenging for some children. According 

to America‘s Children in Brief: Key National Indicators of Well-Being, 2006, an 

estimated 2.7 million children exhibit noticeable emotional or behavioral problems that 

may interfere with not only their family life, but their ability to learn, and make friends. 

The school counselor is in an advantageous position to provide services to needy 

children. Within the school setting, the child can be observed and assessed which can 

then allow professionals to recognize when an intervention is needed as well as the 

opportunity to evaluate whether that intervention is working (Whiston & Eder, 2006). 

Accountability allows counselors to evaluate, adjust, and improve their practice to better 

meet the needs of the students they serve (Nailor & Squier, 2004). Myrick (2003) states 

that a well designed system of accountability can help counselors to identify needs of 

their students and create plans to meet them effectively.  

Three specific points as to why school counselors need to measure the impact of 

their services resonates in Whiston (2002). The first point is that documentation is needed 

that shows counselors have a significant positive influence on student‘s development. 

Secondly, there is a deficit of research showing that school counseling programs produce 

positive results for students which places the profession itself at risk. Thirdly, the trend of 
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accountability itself creates the demand for counselors to show evidence of their positive 

influence on student performance 

School Counselor-Led Interventions 

According to the U.S. Department of Education, Institute of Education Sciences 

(Whitehurst, 2003), the field of education contains many different educational 

interventions which claim to both improve educational outcomes and to be supported by 

evidence. These programs such as reading and math curriculum, school reform programs, 

after school programs, and technologies many times consist of poorly designed and/or 

advocacy-driven studies. The process of sorting through a myriad of such claims to 

decide which interventions merit consideration for their schools and classrooms is usually 

a task taken on by state and local education officials as well as educators. Most of these 

programs promise dramatic gains, yet end up yielding very little in the way of lasting 

change. This perception is confirmed by the flat achievement results over the past 30 

years in the National Assessment of Educational Progress long-term trend (Whitehurst, 

2003) 

According to a recent report by the National Center for School Counseling 

Outcome Research (McGannon, Carey, & Dimmit, 2005) there is a gap in the current 

research base. There is research to support that school counseling interventions can 

positively impacting both career and personal social development. Conversely, there was 

weak evidence to support the link between school counseling interventions and academic 

development outcomes 

Whiston and Sexton (1998), completed a very broad and comprehensive 

qualitative review of the K-12 school counseling outcome literature. Their review 
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included a summary of 50 school counseling outcome studies published between 1988 

and 1995. This article included positive program findings in each of the ASCA domains. 

There were also many inconclusive results, however, and many recommendations for 

additional studies. A study conducted by Hutchison, Freeman, Downy, and Kilbreath 

(1992), investigated the outcome of a career counseling program on the career maturity of 

students with learning disabilities and at risk students. Positive results were found such 

that the maturity levels of the individuals were significantly enhanced. Lee (1993) found 

that students who participated in the succeeding-in schools-program had higher 

achievement in mathematics. In addition, Carns and Carns (1991) found that a study 

skills guidance program resulted in remarkable increases in students‘ standardized 

achievement scores.  

Gerler (1985) looked at the effects of counseling interventions at the elementary 

school level. Teacher consultations, counseling, and classroom guidance interventions 

were the focus of study. The outcome measures used within this study were academic 

achievement, self-esteem, and behavior. His conclusion was that classroom guidance can 

improve elementary school students' behaviors by helping children to explore feelings, to 

improve socially, and to enhance sensory awareness and mental imagery. 

St. Clair (1989) completed a comprehensive, qualitative review of school 

counseling outcome research at the middle school level. Relaxation training, group 

counseling, and career programs were the focus for this study. The outcomes that were 

measured included academic achievement, behaviors, self-concept, and attitudes. The 

results of this review were (a) a short academic skills workshop can increase middle 

school students‘ grades, (b) a short nontraditional career workshop can alter middle 
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school students‘ occupational stereotypes, and (c) a four-month long human relations 

training for middle school students can reduce referrals for disciplinary problems.  

Wilson (1986) focused on counselor interventions with not only low achieving 

students, but their parents to determine whether school counseling interventions were 

effective in boosting academic achievement as measured by grade point average (GPA). 

This review included 19 studies over a 25-year period. Summary information suggested 

that counseling interventions can have positive effects on academic achievement.   

Classroom-Based Counseling Interventions 

A review of the school counseling outcome literature that focused specifically on 

classroom guidance produced a number of studies that demonstrated positive outcomes. 

The overarching results in this arena show that when comprehensive curriculums about 

career, academic, and social/personal development are implemented, they can positively 

impact student knowledge in each of those domains (Bergin, Miller, Bergin, & Koch, 

1990; Gerler & Anderson, 1986; Gerler & Drew, 1990). The studies of classroom-based 

school counseling interventions that were reviewed for this study highlight the need for 

further documentation of this aspect of professional school counselors‘ work.  

Hadley (1988) found that elementary students who experienced classroom-based 

interventions from a few different personal/social skills curriculum such as Developing 

Understanding of Self and Others, Most Important Person, and 100 Ways to Improve Self 

Concept in the Classroom received higher reading scores than students who had not 

participated in the program. Lee (1993) looked at the effects of the Succeeding in Schools 

program on elementary students‘ standardized achievement test scores and found positive 

results. Carns and Carns (1991) showed an increase on standardized achievement test 
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scores after implementing a program that was designed to enhance elementary students‘ 

self-efficacy, meta-cognitive skills, and understanding of preferred learning style.  

Ready to Learn /Student Success Skills Research 

Brigman et al. (1994a) developed the Ready to Learn curriculum which focuses 

on teaching kindergarten students prerequisite learning skills cited most often in the 

research literature as predictors of long-term school success. There was a significant and 

positive difference regarding listening comprehension and behavior (total score on a 

teacher-scored behavior checklist that included attending, social skills, hyperactivity, and 

oppositional behavior) between children who received RTL training versus comparison 

students. The RTL research shows evidence that classrooms of students can be taught 

prerequisite learning and social skills and, in turn, show increases in school success 

behaviors. Additionally, students can transfer the new behaviors to other settings and 

continue to increase their achievement in the future (Brigman et al., 1994a; Brigman, 

Lane, Lane, & Switzer, 1994b; Brigman et al., 1999; Brigman & Webb, 2003).  

The Ready to Learn program is a classroom guidance curriculum that focuses on 

teaching kindergarten students prerequisite learning skills that according to research are 

predictors of long-term school success (Hoge & Luce, 1979; Kagen et al., 1995; Masten 

& Coatsworth, 1998; Meyers et al., 1968; Sameroff & Haith, 1996; Strother, 1987; Wang 

et al., 1994).  The skills taught in this program are (a) attending (paying attention, being 

on task, and following directions); (b) listening comprehension (understanding the main 

idea and knowing when and how to ask questions to clarify understanding); (c) social 

skills (learning to be encouraging to self, to increase persistence, and to increase ability to 

work cooperatively) and (d) cognitive skills (such as understanding story structure and 
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asking effective questions). Reading proficiency and school successes can be increased 

by developing these skills. The strategies used to teach the RTL curriculum are (a) 

modeling-coaching-cueing (Ladd & Mize, 1983); (b) peer reporting (Grieger, Kaufman, 

& Greiger, 1976), (c) storytelling (Hough, Nurss, & Wood, 1991); (d) story retelling 

(Koskinen, Gambrell, Kapinus, & Heathington, 1988; Morrow, 1985); and (e) the 

encouragement council (Dinkmeyer, McKay, & Dinkmeyer, 1980). 

The RTL curriculum focuses on teaching learning and social skills as part of the 

regular classroom curriculum and reinforced each day throughout the year. This 

reinforcement is key to providing students with enough practice for skill development 

and fits into the ongoing curriculum. The RTL model uses a tell, show, do, and coach 

approach which, according to Bandura (1977) and Wang et al. (1994), is an effective 

method of instruction. Two studies have been done on the grade PreK-1 Ready to Learn 

program, which is a classroom only intervention program, that demonstrate positive and 

significant gains in academic achievement and social skills for students participating as 

compared to students not receiving instruction in the program (Brigman et al., 1999; 

Brigman & Webb, 2003). The skills in the RTL program were chosen with careful 

attention paid to what research says helps kids learn. The skills and strategies used reflect 

the latest recommendations from the National Reading Panel‘s publication on teaching 

children to read (2000). The RTL research provides evidence that entire classrooms of 

students can be taught prerequisite learning and social skills, and, as a result, show an 

increase in school success behaviors. Most importantly, students can transfer their new 

behaviors to future learning experiences and continued achievement and success.    

The research on Student Success Skills has been conducted with grades 5 through 
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9. The three skill areas focused on were academic, social, and self-management skills. 

The initial research was conducted with students scoring between the 25th and 50th 

percentile on the state‘s standardized test, the FCAT NRT. The SSS classroom guidance 

format consists of five lessons that are taught once per week for five consecutive weeks. 

The classroom curriculum includes three main skill sets: (a) cognitive skills, which 

include memory strategies, goal setting, and progress monitoring; (b) social skills, which 

include conflict resolution, social problem solving, and team work skills; and c) self-

management skills, which include anger management, motivation, and career awareness 

(Brigman & Webb, 2007). 

The SSS Program approach is based on five key skill building areas: (a) goal 

setting and progress monitoring, (b) creating a caring, supportive and encouraging 

classroom, (c) memory skills, performing under pressure, (d) managing test anxiety, and 

(e) story structure and positive student story telling. Within each of these are specific 

skills and strategies students can learn to use to help them achieve academic success.  

An instruction model for teaching learning skills to students was identified by Bandura 

(1977) as most effective. This model emphasizes an ―ask, tell, show, do, feedback‖ 

method and was incorporated into the classroom lessons.  

Four randomized comparison group research studies involving school counselor 

led groups focused on Student Success Skills (SSS) showed positive results (Brigman & 

Campbell, 2003; Brigman & Webb, 2007; Campbell & Brigman, 2005; Webb et al., 

2005). The four studies included school counselors in 36 schools, working with over 

1,100 students in grades 5, 6, 8, and 9. The students represented the diverse student 

population in Florida. The results were consistent over the four studies for students and 
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showed that FCAT math scores improved for approximately 86% of SSS students. The 

average increase for treatment students was 30 scale score points, and the average gain 

for comparison students was 4-5 points. FCAT reading scores improved for 

approximately 78% of SSS students with the average increase for treatment students 

being 25 scale score points and the average gain for comparison students was 3-4 points.  

Since then, Leon (2009) studied a culturally translated version of the SSS 

program with Spanish speaking students in Palm Beach County. The sample for this 

study included 103 treatment and 98 comparison fourth and fifth grade students from 

three schools in South Florida. Academic achievement was measured using the Florida 

Comprehensive Assessment Test (FCAT). Results showed that the treatment group 

scored significantly higher than the comparison group in reading. There was not a 

significant difference in math for the treatment group. When fidelity of treatment was 

investigated a post hoc analysis found that groups with full implementation of the 

program scored significantly higher in math and in reading than the comparison group. 

Ready For Success  

The Ready For Success (RFS) program was developed using the same research 

base as the SSS and RTL programs. RFS uses a combination of skills from both 

programs. The overlap between RTL and RFS are attending, listening, social and 

cognitive skills, embedding skills into the regular curriculum with teacher follow up 

using modeling, coaching, cueing. The overlap between SSS and RFS are the five 

categories of goal setting/progress monitoring, creating a caring, supportive and 

encouraging classroom, cognitive and memory skills, performing under pressure, and 

healthy optimism. The RFS classroom curriculum includes three main skill sets: (a) 
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cognitive skills, which include memory strategies, goal setting, and progress monitoring; 

(b) social skills, which include conflict resolution, social problem solving, and team work 

skills; and (c) self-management skills, which include anger management, motivation, and 

career awareness.  

The SSS, RTL, and RFS model are based on three reviews of research: Masten 

and Coatsworth (1998), Hattie, Biggs, and Purdie (1996), and Wang et al. (1994). Masten 

and Coatsworth reviewed 25 years of research to determine factors connected with 

children and adolescents developing academic and social competence. Hattie et al. 

reviewed 50 years of research looking at ―What helps students learn,‖ and Wang et al. 

looked at 10 years of research on the effects of learning skills interventions on student 

learning to determine which were most effective. Additionally, recommendations from 

the National Reading Panel‘s 2000 publication on teaching children to read were 

incorporated. Three skill sets repeatedly emerged from these three large reviews of 

research and the National Reading Panel: cognitive skills, social skills, and self-

management skills.   These three skills sets have become the focus of the Ready for 

Success program as well as the Ready to Learn, and Student Success Skills programs. 

The Theories Behind the Research 

Within both Social Learning Theory and Positive Psychology there is a focus on 

identifying and nurturing an individual‘s strengths and virtues (Seligman & 

Csikszentmihalyi, 2000). In Social Learning Theory specifically, the concept of self-

efficacy, according to Bandura (1995), is ―The belief in one‘s capabilities to organize and 

execute the courses of action required to manage prospective situations‖ (p. 2). Social 
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learning theory also emphasizes the importance of observing and modeling the behaviors, 

attitudes, and emotional reactions of others. 

Social Learning Theory (Bandura, 1977) contributes to the development of the 

skill sets that are embedded within RFS, as well as the process of how those skills are 

taught. Reoccurring themes throughout the RFS classroom lessons are that students are 

encouraged to trust in their ability, envision their success, and learn from prior challenges 

and/or successes. Students will benefit by watching their peers who are successful and 

listening to reports from peers of successful strategies they used. Identifying situations 

when success has been attained allows for others within the group to learn new ways to 

problem solve that may not have already been tried. As new skills are taught and then 

reinforced through demonstrations, practice, and coaching learning develops through 

personalized and shared experiences with their peers. Additionally, the tell-show-do-

coach method used within the curriculum allows students to utilize team work and gain 

important skills all while identifying a support network including but not limited to 

parents, teachers and peers, as well as available resources in the school and community. 

 Social Learning theory is also one of the theories behind the specific skill sets that 

are utilized in the RFS program. The specific academic and social competence skills 

addressed in the RFS program, namely cognitive, social and self-management skills have 

been linked with higher levels of self-efficacy, confidence, and effort. As students further 

develop these skills, the outcome will be increased academic achievement.  

Cognitive- behavioral therapy aims to help others to become aware of thought 

distortions, which are causing psychological distress, and of behavioral patterns, which 

are reinforcing it, and to correct them (Gaudiano, 2008). The ready for success lessons 
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encourage communication with peers that allows for the identification of thought 

distortions as well as the opportunity to practice reframing skills. The reframing skills, 

which includes positive self talk, allows students to look at difficulties or challenges as 

opportunities, not  a lack of ability. Specifically, the concept of healthy optimism 

encourages students to doubt their strategy, not their ability, if what they have been trying 

is not working (Seligman, 2006). Working with peers in the classroom setting to practice 

these reframing techniques helps students to remain optimistic and differentiate between 

their ability and strategy.  

Reality Therapy (Glasser, 1969), is a method of counseling based on Choice 

Theory and aimed at helping individuals gain more effective control over their own lives. 

Individuals can also use it to improve their own effectiveness. This process has been 

proven effective in education, parenting, leadership, and management; it lends itself to 

any situation where people need to learn how to satisfy their needs in responsible ways. 

Reality Therapy is based on the belief that we all choose what we do with our lives and 

that we are responsible for our choices. Responsibility is defined as learning to choose 

behaviors that satisfy our needs and, at the same time, do not deprive others of a chance 

to do the same.  

 Some of the specific skills embedded in the RFS curriculum that address making 

responsible choices are modeling, goal setting, progress monitoring, implementing action 

plans, and weekly goal reporting (Brigman & Webb, 2007). These techniques encourage 

students to take responsibility for their behaviors and also the ability to make changes to 

behaviors not producing the desired outcome. The classroom setting also allows for 

positive peer pressure when reporting their successes/challenges, which leads to more 
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encouragement from peers. Even the recognition of the smallest improvement leads to an 

increase in positive self-image and acquired confidence in their ability to improve despite 

temporary setbacks 

Solution focused therapy (DeShazer, 1991) is a therapy that is based upon social 

constructionist philosophy. It focuses on what people want to achieve through therapy 

rather than on the problem(s) that made them look for help. The approach does not focus 

on the past, but instead, focuses on the present and future. The therapist/counselor invites 

the client to visualize their preferred future and then therapist and client start attending to 

any moves towards it whether these are small increments or large changes. To support 

this, questions are asked about the client‘s story, strengths and resources, and about 

exceptions to the problem. Identifying times in their current life that are closer to this 

future, and examining what is different on these occasions is also part of the process. By 

bringing these small successes to their awareness and helping them to repeat these 

successful things they do when the problem is not there or less severe, the client move 

towards the preferred future they have identified (DeShazer, 1991). 

Within the RFS Program, students are asked to look for times when their specific 

problem did not exist. Having students envision what their lives would look, feel, and 

sound like when their problem does not exist allows them to recognize the possibilities of 

life without this seemingly pervasive problem. When the students can imagine a change 

to their current problem and see the possibility of success, they are more likely to stay 

committed to resolving the problem.  

Adlerian theory is the basis of many of the activities used to teach social skills 

within the RFS program.  Adler posited that when we feel encouraged, we feel capable 
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and appreciated and will generally act in a connected and cooperative way (Adlerian 

Society of Arizona, 2008). When we are discouraged, we may act in unhealthy ways by 

competing, withdrawing, or giving up (Carlson, Watts, & Maniacci, 2007). It is in finding 

ways of expressing and accepting encouragement, respect, and social interest that help us 

feel fulfilled and optimistic. Throughout RFS, developing a community of caring, 

support, and encouragement is key as they learn and practice new skills. This supportive 

environment will allow students to practice their new skills with the understanding and 

recognition that mistakes are expected and germane to the learning process (Carlson et 

al., 2007).  

According to the National Association of School Psychologists (2002) [NASP], 

Adler‘s idea of social interest or social feelings, which was translated from the German 

term Gemeinschaftsgefuhl, could be interpreted as community feeling (Drescher and 

Stone, 2004). In addition to encouragement, the RFS lessons include activities that help 

students develop their social connectedness within that same environment of caring, 

support, and encouragement. According to Ansbacher and Ansbacher, 1967, Adler is 

quoted as saying, ―To see with the eyes of another, to hear with the ears of another, to 

feel with the heart of another. For the time being, this seems to me an admissible 

definition of what we call social feeling,‖ (pg. 153). Students are taught how to use the 

skills of attending, listening, and empathy skills to listen to each other by using their 

―eyes, ears, and heart‖ when sharing their ideas and giving and receiving feedback. 

Additionally, students create a list that describes what their classroom would look, sound, 

and feel like if it was a place where they were supported, encouraged, and cared about. 

This concept of ―looks like, sounds like, feels like‖ is reinforced weekly when students 
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are asked to recount their experiences with peers who have modeled these new skills 

throughout the period. Stories and activities that reinforce this theme run throughout each 

of the lessons. 

According to Adler and his concept of holism, it is believed that in order to 

understand people, we have to understand them more as unified wholes than as a 

collection of bits and pieces (Carlson et al., 2007). Built into each lesson of RFS is the 

concept of Kaizen. Kaizen is a Japanese term referring to small improvements. Kaizen 

also emphasizes the importance of continuous improvements in areas of initial mastery. 

Students are taught a ―hand play‖ that they recite at each lesson to help them remember 

the concept of Kaizen, which is to recognize their small improvements. The concept of 

Kaizen helps students to not be discouraged when they do not reach immediate success 

and to appreciate the ―baby steps‖ they are accomplishing. Students receive the 

encouragement needed to understand that the summation of all the baby steps will in turn 

lead to successful goal attainment.  

The Adlerian concepts of social interest, the encouragement process and holism 

within the RFS model provide an environment that supports healthy optimism, the 

courage to try new strategies, and the ability to recognize their small improvements along 

the way. Participating in RFS encourages students to trust their ability and try new 

strategies when they are not successful. This positive environment helps students to 

sustain their effort toward positive goals and at the same time learn how to be 

encouraging to their peers. The results have been consistently positive in terms of 

academic and social gains (Harris, Thoresen, & Lopez, 2007).    

No Child Left Behind 
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The No Child Left Behind Act of 2001 (Public Law 107-110), commonly known 

as NCLB, is a United States federal law that reauthorizes a number of federal programs 

that aim to improve the performance of America's primary and secondary schools. NCLB 

legislation is forcing school systems across the nation to focus on student outcomes. This 

focus on accountability and outcomes puts pressure on administrators, teachers, and 

school counselors (McGannon et al., 2005). These professionals are responsible for 

making the changes that are mandated within NCLB and all need to be involved in the 

process of increasing student achievement, reducing the achievement gap, improving 

school attendance and graduation rates, and ensuring sufficient levels of safety within 

school systems (NCLB, 2001).  

Features of NCLB (2001) include greater emphasis on quantitative measures 

related to academic achievement, attendance rates, graduation rates, as well as school 

safety. There is also a requirement to separate the outcome data in all of these areas to be 

able to show where gaps exist, and to demonstrate adequate yearly progress (AYP), as 

determined by the state, by raising the achievement levels of subgroups of students such 

as African American, Latino, low-income students, as well as special education students 

to the level of proficiency indicated by the state. Additionally, NCLB provides parents 

flexibility in choosing which schools their children will attend, and endorses a greater 

focus on reading. By reauthorizing the elementary and secondary education act of 1965 

(ESEA), NCLB also states that all students must be proficient by the 2013/2014 school 

year. Assistance is provided to students who are in schools that continually show no 

improvement and there are repercussions for schools that are not able to demonstrate 

sufficient accountability in the appropriate areas. Dahir and Stone (2003) state that ―all 
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educators, including counselors, must share in the accountability for student 

achievement‖ (p. 214). In welcoming accountability as a tool for success, school 

counselors can address the mandates of the NCLB, which calls for states, school districts, 

and schools to demonstrate their impact on the academic achievement of all students 

(NCLB, 2001).  

Limited Rigorous Research 

In light of the above comprehensive reviews of the existing literature, it remains 

true that there is limited rigorous well designed research that shows promise regarding 

the impact of school counselor led interventions on student achievement (Shlonsky & 

Gibbs, 2004). To define well designed rigorous research, the Institute of Education 

Sciences (IES) provides an explanation (Whitehurst, 2003). According to the Whitehurst,  

―Educational practice should be based on scientific research, which is research that 

involves the application of rigorous, systematic, and objective measures in order to obtain 

reliable and valid knowledge germane to educational activities and programs‖ (pg.7). 

This type of research will need to involve data analyses sufficient to test hypotheses and 

justify the conclusions that are drawn and will rely on methods and instrumentation that 

are found to be both reliable and valid.  The design of the research is also important. 

Rigorous research uses either experimental or quasi-experimental designs, which include 

treatment and control groups. There is a preference for randomization, or other designs to 

the extent that those designs contain within-condition or across-condition controls. 

Randomization is very important because it assures that the participants being compared 

have the same characteristics across groups. Without randomization, there is no way to 

determine whether any differences found between the two groups resulted from 
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conditions that existed before an intervention was implemented. Randomized trial studies 

are the ―gold standard‖ of research methodology (Whitehurst, 2003; Florida Department 

of Education, 2007). Further, to qualify as rigorous, studies should be presented in 

detailed fashion with clarity and an easy to follow plan that allows for duplication as well 

as the opportunity to build on the findings (Whitehurst, 2003; Florida Department of 

Education, 2007).    

The empirical investigation of school counseling interventions does not always 

seem to be a priority in the profession as reflected in Schmidt, Lanier, and Cope‘s (1999) 

finding that only 26% of the articles published in the Elementary School Guidance and 

Counseling journal during the last 20 years it was published were research studies. 

According to Sexton (1996), counseling researchers are the least likely to study the 

outcomes of school counseling interventions. In 1996, Sexton found little research that 

examined school counseling programs and that the majority of the research studies 

examined responsive services activities. Whiston and Sexton (1998) concluded that there 

was empirical support for social skills training, career counseling, and groups to assist 

students with family issues. Moreover, they found variation in the degree to which some 

typical school counseling interventions were supported empirically. They did not, 

however, find compelling evidence regarding guidance curriculum interventions, which 

are proposed to be a major component of most comprehensive school counseling 

programs (Gysbers & Henderson, 2000). Borders and Drury (1992) concluded that there 

was support for school counseling programs, but their review included both research 

studies and statements from professional associations. In a detailed review of research 

studies published between 1988 and 1995, one particular review of research reinforces 
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the need for further research on school counselors‘ impact on student performance. Prout 

and Prout (1998) conducted a meta-analysis of 17 school-based studies and found an 

effect size of .97 across all studies and outcome variables. A .97 effect size is significant 

in showing true outcomes or results and says that students receiving the interventions 

were significantly better off than approximately 97% of the comparison students. Most of 

the studies involved group counseling and all were conducted in schools, however, most 

interventions were not school counselor led groups. While this is a positive review, it also 

highlights weaknesses such as weak outcome measures (self reports) and non-school 

counselor led interventions. Additionally, the outcome measures were weakly related to 

improvements in academic performance.  

The 2005 American School Counseling Association‘s (ASCA) National Model 

recognizes the importance of finding and developing school counseling interventions that 

improve students' academic achievement. According to ASCA, school counselors can 

reach greater numbers of students by utilizing developmental classroom-based 

interventions. School counselors should be able to use research literature to identify 

classroom-based interventions that they can use to increase academic achievement. The 

current school counseling research literature base contains relatively few outcome studies 

that document the impact of classroom-based interventions on students' academic 

achievement (Gerler, 1985; Whiston & Sexton, 1998). This lack of research tying school 

counselor led interventions and student achievement may have considerable impact on 

school counselors currently employed as well as the future of the profession. The recent 

emphasis on research in NCLB Legislation 2001, and the ASCA National Model has 

moved the need for rigorous research forward. The ASCA National Model stresses that 
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school counseling programs include learning objectives that are based on measurable 

student outcomes and that are data driven and accountable for student outcomes. These 

current ASCA guidelines and NCLB mandates makes clear that school counselors can no 

longer avoid conducting research and using empirical research to make decisions. A 

research study that examines both the effectiveness of school counseling as well as the 

effectiveness of the measure is crucial to the validity of the results. Indicating that school 

counseling programs are effective has little value if the outcome measure is not 

meaningful (Whiston, 2002). 

The Center for School Counseling Outcome Research (CSCOR) conducted a 

Delphi Study in 2005. The study was completed to help address the need for additional 

research in the field of school counseling. The study determined the critical research 

questions and proposed a research agenda for the school counseling field. This recent 

Delphi study of research needs identified research that studies the outcomes of specific 

interventions on academic achievement to be of vital importance (Dimmitt et al., 2005). 

According to the study, the number one question based on importance to the field and 

ranked by leading counseling professionals asked, which specific school counseling 

interventions result in the greatest gains in student‘s academic development and 

achievement? In light of the limited rigorous research supporting the link between 

academic achievement and school counselor led interventions, it is imperative that 

counselors use scientifically based school counseling outcome research to help to answer 

the question of ―How are students different as a result of what we do?‖ (Isaacs, 2003; 

Wong, 2002) 

Chapter Summary 
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The combination of increased accountability and an emphasis on achievement 

outcomes creates a unique opportunity for school counselors to become more closely tied 

to the educational process affecting academic outcomes. School counselor led 

interventions have great potential to help students increase academic achievement, make 

wise vocational/career choices, and develop pro-social attitudes and skills. The RFS 

program, which is built on a line of well designed and well received research, focuses on 

helping students develop critical school success skills and addresses the pressing need for 

more outcome research showing the impact school counseling interventions have on 

student performance.  
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CHAPTER 3 

 

METHODOLOGY 

The purpose of the study was to evaluate the impact of implementing a school-

counselor-led intervention, the RFS classroom program, on student academic 

achievement in second and third grade students. The purpose of the study was also to 

help provide a link between school counselor-led interventions and improved outcomes 

for second and third grade students. The chapter will address the methodology of the 

present study, including research design, participants, intervention, and description of 

instrumentation and data analysis. 

Sample 

The sample for this study included 240 participants, 107 in the treatment group 

and 133 in the comparison group. Students were selected from all second- and third-grade 

classes at four schools in South Florida. There were 66 participants in the second grade; 

37 were male and 29 were female. There were 174 participants in the third grade; 92 

were male and 82 were female. Of the participants, 14% were black non-Hispanic, 61% 

Hispanic, and 19% white non-Hispanic.   

Research Design 

A quasi experimental research design was used in this study. The research design 

for this study was a single factor, univariate design (Goodwin, 2002). The independent 

variable had two levels, a treatment group and a comparison group. The independent 
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variable is the school counselor led classroom guidance using the RFS program with 

second and third grade students. 

There was one dependent variable in this study: standardized reading 

achievement. The dependent variable was measured by using a standardized, objective, 

statewide assessment instrument, the (SRI). In order to control for individual differences 

in achievement, participants‘ previous (before intervention) SRI score was used as a 

covariate. Thus both a between subjects and within subjects design are used.    

Instrumentation and Intervention 

The Scholastic Reading Inventory (SRI), a standardized achievement measure 

measuring reading performance at grades 2 and 3 was used as a dependent measure. The 

RFS curriculum is the independent variable and is a grade 2-3 curriculum that teaches 

students a series of cognitive, social and self-management skills associated with school 

success.  

Scholastic Reading Inventory   

The Scholastic Reading Inventory (SRI), measures how well students in grades K-

12 understand literary and expository texts of varying degrees of difficulty. The SRI 

measures reading comprehension by focusing on the skills that readers use when studying 

written materials from various content areas. The skills encompassed in reading 

comprehension as defined on the SRI are: ―paraphrasing information in the passage, 

drawing logical conclusions based on information in the passage, making an inference, 

identifying a supporting detail, or making a generalization based on information in the 

passage‖ (Scholastic reading inventory interactive technical guide, 2007, p. 5). The 

assessment is based on the Lexile Framework for reading and can be used for two 
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purposes: (a) to assess a student‘s reading comprehension level and (b) to match students 

with appropriate texts for successful reading experiences. Additionally, the Lexile 

Framework provides a common metric for combining different sources of information 

about a reader into a best overall judgment of the reader‘s ability. SRI test items are 

based on authentic passages taken from textbooks, literature, and periodicals and consist, 

for each passage, of multiple-choice items with a fill-in-the-blank format. Because the 

different choices for each item could correctly fit in the blank when the item is 

considered separate from the passage, students are required to understand the material 

they have read in order to give a correct answer. This ―embedded completion‖ item 

format had been shown to measure the same core competency measured by norm 

referenced, criterion referenced, and individually administered reading tests (Stenner, 

Smith, Horiban, & Smith, 1987). Example: 

Wilbur likes Charlotte better and better each day. Her campaign against insects 

seemed sensible and useful. Hardly anybody around the farm had a good word to 

say for a fly. 

Flies spent their time pestering others. The cows hated them. The horses hated 

them. The sheep loathed them. Mr. and Mrs. Zuckerman were always 

complaining about them and putting up screens.  

Everyone_____________about them. 

A. Agreed C. laughed 

B. Gathered D. Learned 

From Charlotte’s Web by E.B. White, 1952, New York: Harper and Row. 
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The SRI is a computer-adaptive assessment designed to measure how well readers 

read narrative (literature) and expository (non-fiction, non-story) texts of varying 

difficulties. Teachers provide information about each student to the system, such as how 

the student scored on their last standardized assessment in reading, and the teacher‘s 

judgment of the student‘s reading level. The student will then be prompted to read a 

passage with questions selected at the student‘s level. Questioning will then proceed 

either easier or more difficult based on the student‘s response. The process takes between 

20 and 30 minutes. The SRI applies a Bayesian scoring algorithm that uses past 

performance to predict future performance. This methodology connects each test 

administration to every other administration to allow for more exact measurements when 

compared with independent assessments (Scholastic reading inventory interactive 

technical guide, 2007). 

 Reliability, or the consistency of scores obtained from an assessment is a major 

consideration in evaluating any assessment procedure. Although most scales‘ reliability is 

computed using Cronbach‘s alpha, the SRI was developed using a one parameter Rasch 

model in order to determine the reliability of the measure across several versions of the 

test. The use of this procedure (item response theory) is particularly useful when 

developing computer adaptive tests such as the SRI. This procedure utilizes standard 

error of measurement (SEM) to determine reliability across a wide range of abilities, such 

that students at different reading levels and different grades can be meaningfully 

compared (see Scholastic Reading Inventory for more details).   

The SRI is a criterion-referenced test. It provides a scaled score in the form of a 

Lexile Level. The Lexile Levels typically range from 200-1700 but they can go below 
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zero (reported as beginning reader) and above 2000. These levels are matched to 

expected performance levels at each grade level. Four standards have been identified to 

describe student performance at each grade level, ―At Risk,‖ ―Basic,‖ ―Proficient,‖ and 

―Advanced.‖ These can be further interpreted as ―Significantly Below Grade Level,‖ 

―Below Grade Level,‖ ―On Grade Level,‖ and ―Above Grade Level‖ (Lennon & Burdick, 

2004). The SRI demonstrated acceptable content, construct, and criterion related validity. 

Sixteen different research studies investigating criterion, and construct validity were 

notable for their use of school districts all across the U.S. In addition several of the 

studies cited showed that the SRI could be used to assess student gains in reading 

following an intervention (Scholastic reading inventory interactive technical guide, 

2007). 

According to Knutson (2002), the SRI statistically correlates to end-of-year state 

tests, specifically the Florida Comprehensive Assessment Test (FCAT). Due to this 

strong correlation, teachers can obtain the reading comprehension data they need 

throughout the year to monitor student progress, set goals, and adjust instruction 

appropriately. Most importantly, implementing the SRI supported this school district‘s 

goal of ensuring that all students achieved reading success. 

Description of the Intervention 

The RFS curriculum was used as the intervention for treatment groups. The RFS 

classroom curriculum includes three main topics: (a) cognitive skills, which includes 

memory strategies, goal setting, and progress monitoring; (b) social skills, which includes 

conflict resolution, social problem solving, and team work skills; and c) self-management 

skills, which includes anger management, motivation, and attention focusing.  
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The Ready for Success curriculum contains five 45-minute lessons designed to be 

presented once per week for five weeks beginning in early September. Three booster 

sessions are then presented starting in January and spaced one month apart. The RFS 

program has a detailed manual that supports treatment fidelity (Brigman & Webb, 2007). 

See Appendix A for a sample lesson. Each of the five lesson plans combines strategies 

aimed at helping students develop the academic, social, and self-management skills 

associated with student success. The beginning and end of each lesson focus on goal 

setting, goal reporting, and progress monitoring related to the three skill areas (academic, 

social and self management skills). The middle of each session focuses on identifying 

strategies and skill sets directly related to student success. Each week, during the lesson, 

the students were asked to respond to a checklist dealing with ―student success skills.‖ 

The checklist is geared to the three success skills that anchor the program: academic, 

social, and self-management skills. Embedded in the checklist are skills such as goal 

setting, progress monitoring, and memory skills and represent three effective cognitive 

skills associated with successful students (Brigman & Webb, 2007). 

Procedures 

  Two schools were chosen to be treatment schools from the 62 Title I Elementary 

schools in the Palm Beach County School district. This district was chosen due to 

proximity and availability as well as its diversity and size. Two additional schools were 

then chosen to be comparison schools.  The comparison schools that were chosen were 

matched to the treatment schools by demographic and socioeconomic similarities. All 

second- and third-grade students in the treatment schools received the RFS program 

while the comparison second and third graders did not receive any additional services. In 
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September 2007, current standardized test scores that were used as a covariate were 

retrieved from the school district‘s information system and then documented as the 

pretest for academic achievement. The RFS Program was delivered to all participants‘ in 

the treatment group in October and November of 2007 by two trained professional school 

counselors. The counselors followed a scripted manual that was designed for use with the 

program. Once the program was complete, the November 2007 standardized tests were 

administered to both groups, results were retrieved from the school districts‘ information 

system, documented and evaluated to determine the effectiveness of the RFS program on 

the academic achievement of the participants to evaluate if there was any immediate post 

programming achievement. Additional and final posttest scores from August 2008 

standardized test scores were also retrieved from the school districts‘ information system, 

documented and evaluated to determine the effectiveness of the RFS program on the 

academic achievement of the participants after approximately one year. 

The primary intervention that was provided by school counselors was the 

structured classroom guidance lessons, using the RFS curriculum. The training provided 

to participating school counselors focused upon three areas: the RFS curriculum, the 

classroom guidance session format, and counselor classroom discussion and leadership 

skills. The researchers believe that the use of a three-phase, structured format (Beginning, 

Middle and End) helped to ensure that the counselors conducted the specific sessions as 

they were designed. Each of the three phases of the format required the use of specific 

skills. A manual was developed that provided detailed plans for each session. All of the 

lessons began October, 2007. The lessons took 45 minutes, once a week, for 5 weeks. 

Booster sessions were included in the manual, one of which was given in January.  
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Two master‘s level certified school guidance counselors participated in the study 

and received training specific to the implementation of the classroom task with second- 

and third-grade students. The training involved one full day in September and weekly 

online and phone contacts thereafter. The training included demonstrations of sessions by 

the trainer emphasizing leadership skills. Counselors were provided with a manual that 

followed a structured format for each session. A feedback tool to measure the degree of 

adherence to the model was developed that included Likert ratings of the specific skills as 

well as whether each component of the format was followed. 

The following five strategies were used to facilitate high fidelity of 

implementation: (a) standardized curriculum with scripted lessons was used for 

PowerPoint presentations, stories, and goal setting, progress monitoring, memory, anxiety 

management and healthy optimism strategies and prompts; (b) standardized training; (c) 

surveys on program implementation each month. Each survey included information such 

as what is being implemented, perception of student understanding and ability to apply 

strategies, success stories, and any challenges to implementation; (d) classroom 

observation of program implementation by trained observers; and (e) Interviews with 

participating teachers and school counselors. These interviews provided perception data 

regarding how the program was being implemented, perceived usefulness of program, 

and recommendations for improving implementation. In 2007, Dimmitt, Carey, and 

Hatch stated that: 

It is particularly important to monitor treatment fidelity when more than one 

person is responsible for implementing the intervention. A reasonable degree of 

standardization across implementers can be assured by adequate training, detailed 
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implementation manuals, and periodic monitoring of the actual sections 

(audiotape, videotape, live peer supervision, or written logs). (p. 83)  

Data Analysis 

The study evaluated the impact of a school counselor-led intervention, the RFS 

program, with students in second and third grade. The dependent variable for this study 

was academic achievement as measured by SRI test scores. Analysis of covariance 

(ANCOVA) was used to analyze the data for this study. The level of significance used in 

this study was .05.  The ANCOVA procedure controls for the effects of additional 

continuous independent variables or covariates. Covariates are variables which can affect 

the dependent variables, but whose effects are of no interest to the researcher. In quasi 

experimental design, although covariates can have an effect on the dependent variables, 

these variables are not controlled by the experimenter (Goodwin, 2002). In the study, 

students‘ pretest scores from September 2007 were co-varied on the dependent variables 

to account for group differences at pretest.  

Chapter Summary 

This chapter explained the methodology employed in the study and described the 

criteria used for selecting the samples and the population demographics from which the 

samples were derived. In the next chapter the results of the analysis of the data collected 

will be presented to determine if the null hypotheses were rejected. 
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CHAPTER 4 

 

ANALYSIS OF THE DATA 

 

Design 

The objective of this study is to evaluate the impact of implementing a school 

counselor-led intervention, RFS, on student academic achievement in students in second 

and third grade. 

A quasi experimental research design was employed for this study. The research 

design used for this study was a single factor, univariate design (Goodwin, 2002). The 

independent variable had two levels, a treatment and comparison group. The treatment 

group consisted of a school counselor led classroom guidance program, RFS. Participants 

in the comparison group did not receive the program. 

The dependent variable was reading achievement test scores. This variable was 

assessed using the reading score of the Scholastic Reading Inventory (SRI), a 

standardized, objective, statewide assessment instrument. 

Restatement of the Research Question and Hypotheses 

 The research question investigated in the study was: Does second- and third- 

grade student participation in the RFS classroom guidance program increase achievement 

as measured by standardized reading tests? 
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Research Hypotheses 

Null Hypothesis 1: 

There is no difference in average SRI reading test scores between students 

receiving the RFS program and comparison students who did not receive the program. 

Alternative Hypothesis 1: 

There is a significant difference in average SRI reading test scores between 

students receiving the RFS program and comparison students who did not receive the 

program. 

Analysis 

The analysis used for this study was an analysis of covariance (ANCOVA). 

 Pretest scores on the SRI were used in the study as covariates on the dependent variable 

to account for group differences at pretest. The study evaluated the impact of a school 

counselor led intervention, the RFS program, on reading achievement of students in 

second and third grade. 

Table 1 presents the means and standard deviations for males and females. A 

series of three univariate ANOVA tests were conducted to determine if there were any 

differences between male and female participants SRI scores in reading for the pretest, 

immediate posttest and final posttest. There was no significant differences between girls 

and boys in pretest scores (F (1, 238) = 3.506, p>.05). There was significant difference 

found in the immediate posttest (F (1, 238) = 5,800, p <.017) reading scores (see Table 

1), but no significant difference found and the final posttest (F(1,238 =.224, p>.05) 

reading scores one year later. Further analysis determined that the ratio of males and 
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females were evenly distributed between the intervention and comparison groups (
2 
(1) 

= 2.04, p = .153). As a result, the analysis continued as planned. 

Table 1   

Means and Standard Deviations on SRI Reading Scores for Males and Females 

  Boys Girls  

Test Mean  (Standard Deviation) Mean (Standard Deviation) PValue 

Pretest                    362.38 (213.510)   413.70 (209.61) NS 

Immediate Posttest 446.28     (233.81)   519.86 (238.55) .017 

Final Posttest          580.38     (211.29) 593.85 (228.89) NS 

 

Results of Hypothesis Testing 

An analysis of covariance (ANCOVA) was used to test the study‘s hypothesis. 

The ANCOVA allowed comparing reading posttest scores by holding constant the pretest 

scores of the same variable. A priori power estimate was calculated using G* Power 

Program (Faul, Erdfelder, Lang, & Buchner, 2006). In order to obtain a medium effect 

size (
2
=.25) and power greater than .95, each group should have approximately 100 

subjects. Since the overall sample size equaled 241 (107 in the comparison group and 134 

in the treatment group), it was deemed that there was a sufficient sample to achieve the 

desired power.  
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Table 2  

Means and Standard Deviations on SRI Reading Scores for the Treatment and 

Comparison Groups 

Test Treatment Comparison 

 Means (Standard Dev) Means (Standard Dev) 

Pretest 307.74    (181.85) 449.17     (215.56) 

Immediate Posttest 394.83    (215.54) 549.09     (234.27) 

Final Posttest 508.39    (188.38) 649.53     (222.68) 

 

Research Hypothesis 1a: Comparing Pretest Scores to Immediate Posttest Scores of 

Reading Comprehension 

 Table 2 presents the means and standard deviation for the pretest, immediate 

posttest and final posttest for the treatment and comparison groups. Levene‘s test for the 

equality of error variances, which tests the null hypothesis that the error variance of the 

dependent variable is equal across groups, was conducted. The results were not 

significant (F(1, 238) = 1.571, p = .211). As a result, the planned analysis of covariance 

was conducted. The univariate statistic did not reveal a significant effect for group  (F (1, 

237) = 3.523, p>.05, 
2
= .015, d=.464) which suggested that immediate posttest scores 

on the SRI test in the treatment group were not significantly different from the immediate 

posttest scores of the comparison group even when pretest scores were covaried.  

Research Hypothesis 1b: Comparing Immediate Posttest Scores to Final Posttest Scores 

of Reading Comprehension 
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  Levene‘s test for the equality of error variances, which tests the null hypothesis 

that the error variance of the dependent variable is equal across groups, was conducted. 

The results were not significant (F(1, 238) = .284, p = .595). As a result, the planned 

analysis of covariance was conducted. The univariate statistic did not reveal a significant 

effect for group  (F (1, 237) = 2.204, p>.05, 
2
= 0.009, d= .315) which suggested that 

final posttest scores on the SRI test in the treatment group were not significantly different 

from the final posttest scores of the comparison group even when immediate posttest 

scores were covaried.  

Research Hypothesis 1c: Comparing Pretest Scores to Final Posttest Scores of Reading 

Comprehension 

  Levene‘s test for the equality of error variances, which tests the null hypothesis 

that the error variance of the dependent variable is equal across groups, was conducted. 

The results were not significant (F(1, 238) = .110, p = .740). As a result, the planned 

analysis of covariance was conducted. The univariate statistic did not reveal a significant 

effect for group  (F (1, 237) = 3.445,  p>.05, 
2
= 0.014, d= .456) which suggested that 

final posttest scores on the SRI test in the treatment group were not significantly different 

from the final posttest scores of the comparison group even when pretest scores were 

covaried.  

Figure 1 graphically illustrates the results. While the comparison group appears to 

have outperformed the treatment group at each interval, the trajectory of the treatment 

group from the initial posttest to the final posttest seems to show slightly more 

accelerated gains than the comparison group over the same time period. 
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Figure 1. SRI Reading Scores for Treatment and Comparison Groups. 

 

Follow-up Analysis 

Contrary to previous reported findings (Brigman & Campbell, 2003; Brigman & 

Webb, 2007; Campbell & Brigman, 2005; Webb et al., 2005; Brigman et al., 1999; 

Brigman & Webb, 2003) the results of the present study were not significant. It was 

decided to review the data to determine if there were any unforeseen anomalies. Upon 

further review, several variances in implementation were noted.  It was found that 

students in both schools started the RFS program in October, at least one month after the 

suggested early September begin point. The idea of an early start has to do with students 

using the newly learned strategies to master the day-to-day curriculum and the notion of 

beginning a new school year with a fresh start on being successful with these new 

SRI Reading Scores for Treatment and Comparison Groups

0

100

200

300

400

500

600

700

PreSRI Post SRI Post SRI (2008)

S
R

I
 R

e
a

d
in

g
 S

c
o

r
e

s

Comparison

Treatment



 

 

53 

strategies. This one month delay may have a significant impact on overall performance. 

In addition, it was found that the time per lesson was shortened to 30-40 minutes versus 

the recommended 45 minutes. A last variance noted in implementation was that one of 

the treatment schools school did not receive any of the required booster sessions and the 

other treatment school provided one of three required booster sessions.  These booster 

sessions are designed to continually reinforce learned skills in regular intervals 

throughout the school year. This may account for the differences found in the results. As 

Dimmit et al. (2007) stated ―unless the intervention is implemented as designed, there is 

no reason to expect positive results‖ (p. 83). 

In addition, upon taking a closer look at the composition of the groups, an 

anomaly was discovered. Specifically there were twice as many non-ESOL students in 

the comparison group than in the treatment group (see Table 3). 

Table 3 

ESOL Students Counts 

 Yes No 

Treatment Group 65 42 

Comparison Group 47 86 

 

A chi square analysis showed that the distribution of ESOL students was 

significantly different from chance. (
2 
(1) = 1.538, p < .001). A post hoc analysis of 

ESOL students revealed that performance on the SRI was significantly lower than non-

ESOL students at pretest (F (1, 237) = 14.618,  p <.001, 
2
= 0.058, d= .968), immediate 

posttest (F (1, 237) = 28.644,  p<.001, 
2
= 0.107, d= 1.00), and final posttest (F (1, 237) 
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= 47.223,  p<.001, 
2
= 0.166, d= 1.00). See Table 4 for means and standard deviations of 

ESOL and non-ESOL students. This also may account for the unexpected results found in 

the analysis 

Table 4 

Means and Standard Deviations of ESOL and non-ESOL Students 

 ESOL NON ESOL 

Test Means/(Standard Dev) Means /(Standard Dev) 

Pretest 331.50       (161.04) 433.91     (240.08) 

Immediate Posttest 396.96       (186.51) 553.24     (255.03) 

Final Posttest  491.44      (166.63) 669.88     (226.30) 

 

Summary of Findings 

The statistical analysis presented in this chapter shows that there was no 

significant difference between the comparison and treatment group reading achievement 

levels on the SRI.   

Based on statistical results, Chapter 5 will discuss findings. 
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CHAPTER 5 

DISCUSSION 

Restatement of the Purpose 

The lack of research tying school counselor led interventions with student 

academic achievement is the significant problem addressed in this study. In a recent 

Delphi study aimed at identifying the most important research questions facing the field 

of school counseling, the number one research question was related to how school 

counseling interventions impact student academic achievement (Dimmitt et al., 2005). 

The purpose of the present study was to evaluate the impact of implementing a school 

counselor-led intervention, RFS program, on student academic achievement. The early 

years of schooling, prekindergarten through third grade (PK-3) are important because it is 

here that the child‘s future disposition and attitudes towards school and learning are 

developed (Elkind, 1989). There is also evidence that success or failure in the first 3 

years of school is among the best predictors of long-term achievement (Meyers et al., 

1968; West et al., 2001).The research question investigated in this study was: ―How do 

students in grades 2 and 3 who receive the RFS classroom intervention, the independent 

variable, perform on standardized measures of academic achievement when compared to 

students in grades 2 and 3 who do not receive the RFS classroom intervention?‖ 

This study addressed the need for more outcome research tying school counselor 

led interventions to student achievement. Research based interventions for school coun-

selors that improve academic performance directly address the current focus on student 
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achievement outcomes, as well as the need for accountability of school counselors. 

Schools have come under increasing pressure to conform to the public's expectations of 

higher student achievement. Testing has become the tool of policy makers both for 

gauging student progress and for driving educational policy. School counselors can now 

use the same standardized testing to support their program. 

Major Findings 

Participating students comprised all second- and-third grade classes at four 

schools in South Florida; the study included 107 treatment and 133 comparison students 

in total. The sample used included 14% Black non-Hispanic, 61% Hispanic, and 19% 

White non-Hispanic students. The schools selected for the study are Title I elementary 

schools (75% or more students on free and reduced lunch). Academic achievement was 

measured using a standardized, objective, statewide assessment instrument, the Scholastic 

Reading Inventory (SRI). The procedure used to analyze the results for this study was an 

analysis of covariance (ANCOVA). The ANCOVA procedure controls for the effects of 

additional continuous independent variables or covariates. 

The results of the study (as discussed in Chapter 4) showed that implementing a 

school counselor-led intervention, specifically the RFS program presented to second and 

third graders did not show a positive impact on academic achievement in reading. Upon 

further review of the research, significant confounding variables were discovered. First, a 

high concentration of ESOL students was found in the treatment group relative to the 

comparison group.  ESOL students may not be able to understand an English version of 

the RFS program. According to Smith-Adcock, Daniels, Lee, Villalba, and Arce (2006), 

programs that are specifically targeting the language and culture of ESOL students are 
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superior in improving reading compared to those that do not. Leon (2009), studied a 

program similar to RFS that targeted the language and culture of ESOL students. Leon 

found that when the program is implemented as designed and full doses of the program 

were employed, significant differences in reading and math scores of the treatment group 

were found. 

In addition to differences in number of ESOL students, variance in the fidelity of 

treatment was found in multiple places including starting date, time per lesson, booster 

lessons and teacher follow-up. These differences may have affected the results. 

Regarding booster sessions, the follow up booster sessions were not given in full in either 

treatment school. Booster sessions are meant to be given once a month until testing to 

reinforce the skills learned throughout the lessons. Another area of importance to mention 

in regards to fidelity of treatment is teacher follow up. The lesson are designed to be 

taught to the class by the guidance counselor with the teacher present so as to be able to 

follow up with the students on a day-to-day basis using the same skills sets in the regular 

classroom setting. Albeit anecdotal, according to the counselors‘ verbal reports the 

teachers did not follow up with the skill sets taught throughout out the five classroom 

sessions. Although field research can be difficult for some when working in a school 

setting, additional steps can be taken to ensure better treatment fidelity. Issues such as 

teacher non involvement and follow up could be addressed by requesting better access to 

the teachers involved from the beginning. Additionally, if the principals are ―on board‖ as 

well, issues such as time limited access to perform classroom guidance lessons can be 

addressed. These are areas that merit investigation in future studies. 

Comparison of Findings With Related Literature 
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The ESOL Population 

Smith-Adcock et al. (2006) states that schools need to start implementing 

innovative programs that address the unique needs of ESOL children and families. 

Schools are in a unique position to assist these students and help them feel more 

successful academically. School counselors are well positioned to assist them with their 

needs and concerns. In a recent study by Leon (2009), a research-based program was 

adapted and culturally translated to help the ESOL students, specifically Hispanic 

students. This study also revealed the effectiveness of cultural translated programs for 

Hispanic students and their impact on academic achievement and was a response to the 

fact that Hispanic students are at high risk of academic failure (Smith-Adcock et al., 

2006). The results show that after the students participated in the culturally translated 

Student Success Skills, achievement scores in reading improve at similar levels for all 

students. This study provided a link between school counselors led interventions and 

improved outcomes for students. The culturally translation of the SSS is an example of 

the kind of programs needed in our diverse American schools.  

Legislative policy, including the federal No Child Left Behind Act (NCLB, 2001), 

focuses on improved achievement outcomes and the enhancement of educational 

opportunities for all students. Schools are charged with showing that all students make 

adequate yearly progress. This has led school leaders, educators, and policy makers to 

examine the effectiveness of interventions directed at disaggregated groups of students, 

based on ethnicity, in an effort to increase academic achievement. The SSS,  RTL and 

culturally translated version of SSS studies document the importance and necessity of 

programs implemented by the school counselors based on theoretical and empirical 



 

 

59 

support for the inclusion of cognitive, social, and self-management skills in improving 

academic outcomes for all students including culturally translated ones for those in need 

so as to achieve the maximum benefit (Brigman & Campbell, 2003; Brigman & Webb, 

2007; Campbell & Brigman, 2005; Webb et al., 2005; Brigman et al., 1999; Brigman & 

Webb, 2003; Leon, 2009). 

Literature That Addresses the Importance of Teacher/Counselor Collaboration 

Numerous research studies can be found that states the importance of teacher 

presence, buy in, and follow up as it relates to information given by the guidance 

counselor. The majority of a child‘s school day is spent with teachers—more than any 

other professionals in the school setting—placing the primary responsibility for student 

learning on teachers (Clark & Amatea, 2004). In order to develop an effective school 

counseling program, it is crucial for school counselors to build a strong relationship with 

teachers in the school. Teachers have more control over student time than any other 

school staff, and they are also the main referral source for counseling services. It is 

extremely difficult to provide comprehensive services to students if teachers don't support 

your program. Therefore, effective counselor-teacher collaboration is an integral part of 

any school counseling program 

According to Amatea and Clark (2005) and Clark and Amatea (2004), it is critical 

for professional school counselors to collaborate with teachers and administrators to 

promote student success in the context of today‘s educational agenda. Collaboration is 

defined by the American Heritage Dictionary (2006) as ―to work together, especially in a 

joint intellectual effort.‖ Lee (1993) cited many studies in which a positive link between 

classroom guidance and academic achievement were found. Both work toward the mental 
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health of students, but they rarely collaborate. The impetus for professional collaboration 

among counselors and stakeholders, as a component of the school counselor‘s role, is 

provided by the American School Counselor Association‘s (2005) National Model for 

School Counseling Programs. Counselors are expected to demonstrate how their work 

positively benefits student achievement and development (Foster, Young, & Hermann, 

2005; Gysbers, 2004; Webb et al., 2005). With the myriad of potential challenges present 

in the learning environment, the perspective of all professionals and stakeholders is 

important in order to accurately design, implement, and evaluate the efficacy of 

interventions aimed at removing educational barriers and fostering student learning. 

Specifically, according to Marlow, Bloss, and Bloss (2000), 

It is becoming more evident that it does ‗take a village‘ to educate children. In 

fact, it can be said that it takes a whole school to educate a child…Therefore, 

teachers and counselors must work to begin to provide information regarding their 

attitudes towards collaborative teaching, planning and facilitation in order to work 

together to best produce a nurturing educational environment. (p. 668) 

Counselors have the knowledge and skills to facilitate this type of collaboration 

with teachers (Littrell & Peterson, 2001). School counseling has its original roots in 

teachers providing primarily vocational guidance in schools. Through the last century, 

school counseling evolved from a position, to a set of services, to a multifaceted 

developmental program. The notion of a guidance curriculum has endured throughout, 

and it is widely accepted that classroom guidance remains critical for a developmental, 

sequential, and systemic school counseling program (Gysbers & Henderson, 2000). 
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  Several authors have advocated for including teachers in the planning and 

delivery of developmental classroom guidance (Sciarra, 2004; Vernon, 2004). The skills 

needed to facilitate classroom guidance encompass a wide range of abilities, and the 

curricular nature of classroom guidance requires planning and delivery skills similar to 

those demanded of teachers. The use of questioning, discussion techniques, and 

classroom management strategies are important when delivering classroom guidance 

units (Sears, 2004). Also, collaboration between counselors and teachers is essential to 

ensure that the guidance curriculum complements regular instruction (Sciarra, 2004). The 

combined expertise and collaboration efforts of the classroom instructor and school 

counselor can deliver an integrated unit focused on the developmental needs of the 

students. Again, similar to teachers, school counselors must also be cognizant of 

appropriate pacing as well as the developmental and learning profiles of each student in 

order to effectively meet their needs. 

Literature That Addresses the Importance of Further Research on Classroom Guidance 

In their review of school counseling outcome research, Whiston and Sexton 

(1998) catalogued studies using the four components of a comprehensive developmental 

guidance program. ―Although the guidance curriculum component is philosophically the 

center of a counseling program (Gysbers & Henderson, 2000), it is not where the 

preponderance of the current research is conducted, with only 24% of the studies being 

classified in this area‖ (Whiston & Sexton, p. 414). Of the 12 outcome studies reviewed 

by Whiston and Sexton (1998) that examined classroom guidance, few provided support 

for the efficacy of classroom guidance, especially in regards to enhancing self-esteem or 

self-concept (8 studies). Although some of the other classroom guidance studies 
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documented positive effects (Gerler & Anderson, 1986; Lapan, Gysbers, Hughey, & 

Arni, 1993), only two studies examined guidance units for high school students and only 

one study involved the middle school level. While limited scope and moderate rigor may 

be characteristic of school counseling research as a whole, the absence of evidence is 

puzzling considering the longevity and fundamental status of classroom guidance for the 

role of the school counselor. 

Some have attributed the limited research support to inadequate program 

development and intensity rather than an indication of limited effectiveness (Nicoll, 

1994). Although all school counselor interventions are fairly complex, classroom 

guidance has inherent variance that includes how systematically it reaches all students, 

how sequential it is (building on previous curricula), how classroom dynamics such as 

subject, teacher, and student configurations interact, and how a multitude of classroom 

dynamics operate (e.g., teacher- or student-centered lessons, lecture or activity based, 

classroom management). Minimal research literature has explored these components 

(e.g., planning and delivery) of classroom guidance. 

Conclusions 

This study addressed the question: Is there a difference in the achievement 

outcomes of second- and third-grade students who participate in an RFS program 

compared to students who did not participate in the program? The development of the 

RFS program was a response to the a recent Delphi study (Dimmitt et al., 2005), calling 

for more research that shows school counselors make a difference related to academic 

and social outcomes. The lack of a significant finding may suggest the need for elements 

of the program to be adjusted particularly when considering that the two programs upon 



 

 

63 

which RFS was based have been consistently shown to be effective. In addition the 

results of this study implore the need to continue the line of Student Success Skills 

research especially in the direction of culturally translated programs when dealing with 

the ever rising ESOL population, as well as more rigorous attention to teacher/counselor 

collaboration and follow up. 

Limitations of the Study 

The present study had some limitations. First the study is limited in that all data 

were from one school district. Second, the sample includes Title I schools, low 

socioeconomic students. Further study will be needed to see the effectiveness of the 

program in other socio-economic populations. Third, this study only covered classroom 

guidance with delivery by the school counselor. Another study might be needed to see if 

classroom guidance and group together are more effective than classroom alone, or 

utilize delivery by teacher. In addition pairing the classroom program with a parent 

involvement component, needs to be investigated. Fourth, the sample while having 

adequate power was relatively small. Therefore, replication studies are recommended. 

Fifth, treatment and comparison groups were not matched for ESOL students, and sixth, 

the fidelity of treatment was compromised. 

Recommendations for Further Study 

While this study did not provide significant results related to counselor led 

interventions on academic achievement, it does suggest several remaining questions and 

issues that require further research. Based on the results of this study, the following are 

recommendations for further study. 
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1. There is a need for replication of this study with other groups of students 

outside of South Florida. 

2. Longitudinal studies are needed to determine the long-term effects of this 

intervention 

3. More research is needed with regards to additional ways to measure treatment 

fidelity. 

4. This study measured the impact of the RFS classroom guidance program on 

academic achievement of students. However a small group version of RFS is not yet 

available, nor is a parent education component. Further studies that focus on the 

development of and inclusion of combining treatment of small group, classroom guidance 

curriculum and parent education are needed to see if results would be different. It is 

important to continue research in this area to further identify the interventions that can 

help improve student academic performance. 

Implications of the Study 

The goal of all children reading on grade level by third grade has been set at the 

national level through both policy (Goals 2000; National Reading Panel, 2000; National 

Reading Summit, 1998) and federal legislative initiatives (NCLB 2001; Reading 

Excellence Act, 1999). The fact that standardized tests show some students are not 

reading at the desired level has resulted in increased emphasis on the use of testing and 

diagnostic tools to provide educators with direction in decreasing the gap in achievement 

(Wiliam et al., 2004). 

Facets of academic performance, such as mathematics, reading, and proficiency in 

other core subjects, in addition to finishing high school, create opportunities for advanced 
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education and potential employment. Currently, too many students are reading below 

grade level and as a result are retained in third grade. Recently, the Florida Department of 

Education reported that 31% of Palm Beach County third graders were reading below 

grade level. This correlates with the current dropout rate in Palm Beach County of 37% 

(Edwards et al., 2007). The RFS intervention targets this important achievement issue, 

namely the high number of third grade students who are not at grade level in reading 

(Florida Department of Education, 2007). Although this study was not able to show 

significant change in the reading achievement of the second- and third-grade students 

involved, it is clear that this topic is of great importance to research further.  

Summary 

The combination of increased accountability and an emphasis on achievement 

outcomes creates a unique opportunity for school counselors to become more closely tied 

to the educational process affecting academic outcomes. School counselor-led 

interventions have great potential to help students increase academic achievement, make 

wise vocational/career choices, and develop pro-social attitudes and skills. This study 

attempted to show that the RFS program addressed the pressing need for more outcome 

research showing the impact school counseling interventions have on student 

performance. This study also attempted to show a marked improvement in the academic 

achievement of second- and third-grade students. Although the results did not show a 

significant difference between treatment and comparison groups in reading achievement, 

much knowledge was gained on the importance of teacher/counselor collaboration as 

well as school counselors taking action to ensure that students from ESOL backgrounds 

have access to appropriate programs that will help close the achievement gap for them.  
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The purpose of this study was to evaluate the impact of implementing a school-

counselor-led intervention, the RFS program, on student academic achievement. This 

study helped to provide a link between school counselors led interventions and the 

importance of finding improved outcomes for students. 
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APPENDIX A 

Ready for Success Lesson Plan 
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