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Abstract

This study was conducted in order to examine the self-efficacy of pre-service school
counselors and their attributions and attitudes towards poverty. The population for this study
consisted of Master’s level school counseling students from two southeastern schools. All data
were obtained via self-report measures and were collected using an internet survey and paper
surveys. Instruments used in the survey included a demographics questionnaire developed by the
researcher, the School Counselor Self-Efficiacy Scale (Bodenhorn & Skaggs, 2005), Attitudes
About Poverty Scale (Yun & Weaver, 2010), and the Attributions of Poverty Scale (Bullock,
Williams, & Limbert, 2011). The study utilized a multiple regression analysis in an attempt to
explore the relationships between attitudes and self-efficacy and attributions and self-efficacy.
The results of the study show that the pre-service school counselors who participated in this
study held similar attitudes and attributions towards the general American population, which are
primarily negative. This study also found no significant relationship between self-efficacy and

attitudes or attributions.
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CHAPTER I. INTRODUCTION

Poverty is a growing epidemic in the United States. Currently there are 46.2 million
people living in poverty in America (DeNavas-Walt, Proctor, & Smith, 2012). Of those 46.2
million people, children make up 24 percent of the total population and represent 34 percent of
all individuals living in poverty (Addy & Wight, 2012). At the beginning of the century, more
than 12 million American children lived in poverty; as of 2010 this number has increased to 15.7
million (Macartney, 2011). Poverty does not discriminate. White children make up the largest
number of children living in poverty; while African American, American Indian, and Hispanic
children have a higher proportion of poor children among their entire population (Addy,
Engelhardt, & Skinner, 2013).

Poverty impacts children in a multitude of ways; it contributes to developmental
challenges, physical health problems, as well as several mental, emotional, and behavioral issues
(Komro, Flay, & Biglan, 2011). In addition, low-income children characteristically live in poor
neighborhoods and attend lower quality, underfunded schools with high teacher turnover and low
morale (Brooks-Gunn, Linver, & Faith, 2005). Children living in poverty are often perceived
less positively by their teachers, receiving less positive attention and less reinforcement for good
performance (McLoyd, 1998).

Both teachers and counselors-in-training are prepared during their programs to work with
various diverse populations. It is unknown to what degree the training impacts stereotypes,
assumptions, and attitudes for counselors. Research has shown many teachers prefer to teach in a
school with similar ethnic and social class backgrounds to their own, and are resistant to teach in
high poverty schools (Wolffe, 1996; Zeichner, 1996; Groulx, 2001). With an ever-increasing
number of children living in poverty and the severe implications of poverty on children, there is

a high likelihood that teachers and counselors-in-training will work in schools with students who
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live in poverty. New teachers and counselors may find themselves in high poverty schools,
creating a need for teachers and counselors to have attitudes and skills that enable them to work
effectively with students of diverse backgrounds and of low socioeconomic status. Teachers and
counselors who are uneducated on reaching low-income students are unprepared and may be
biased in how they meet the needs of children living in poverty.

In an attempt to educate qualified school counselors to work in high-poverty schools,
there is a need to better understand the attitudes and preconceptions prospective school
counselors hold towards individuals living in poverty. School counselors have an important role
in the academic, personal/social, and career development of all students, including students
living in poverty (ASCA, 2012). The American Counseling Association’s (2005) code of ethics
asks counselors to “recognize diversity and embrace a cross cultural approach in support of the
worth, dignity, potential, and uniqueness of people within their social and cultural contexts
(Preamble, Para.1). School counselors are in a position to meet the needs of students and
families living in low-income situations through counseling, consultation/collaboration,
leadership, and advocacy (ASCA, 2005).

There are several factors school counselors must consider when meeting the needs of the
students in their school. First, it is important for school counselors to have an understanding of
different groups of students and their developmental needs (Williams, 2003). Students’ living in
poverty is one such group. Next, it is important to look at school counselors’ attitudes towards
poverty and what they believe attributes to individuals living in poverty (Van Velsor, & Orozco,
2007). Finally, it is important to consider a school counselors’ understand of advocacy and their
own self-efficacy as it relates to their ability to perform their duties (Van Velsor, & Orozco,

2007).



In the school counseling field, counselor education preparation programs have
concentrated on developing counselor awareness and knowledge in multiple areas and
multilayered components including gender, race, ethnicity, ability, sexual orientation, and social
class (Brinson, Brew, & Denby, 2008; Constantine, 2002; Wakefield, Garner, Pehrsson, & Tyler,
2010). The American School Counselor Association (ASCA) National Model has developed
multiple competencies to help school counselors develop or maintain a comprehensive school
counseling program to address academic, career planning, and personal/social development
(ASCA, 2012). These competencies are used for school counselors, school administrators, and
school counselor education programs in order to meet the needs of all students in multiple areas.
With this information, although there is a focus to develop counselor awareness and knowledge
of all students in multiple areas, there remains a paucity of counseling literature that addresses
the issues of working with low-income students and families.

Significance of the Study

In the past ten years, America has seen an increase of over 3.7 million children living in
poverty (Macartney, 2011). Of the total population of children living in poverty, 24 million live
in urban areas, while 5.7 million children live in rural areas (Addy & Wright, 2012). Due to the
ever increasing number of children living in poverty in America, there is a high likelihood that

school counselors will have children in their schools living in poverty.

Although researchers have spent decades looking at the impact of multicultural biases on
counseling (Burkard, Ponterotto, Reynolds, & Alfonso, 1999; Sue & Sue, 2008; Gelso,
Fassinger, Gomez, & Latts, 1995; Gushue, 2004; as cited in Smith, Mao, Perkins, Ampuero,
2010), counselors’ attitudes towards poverty have been rarely considered. The research that has

been done has shown negative attitudes and attributions exist towards poverty and individuals
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living in poverty (Cozzarelli, Wilkinson, & Tagler, 2001; Bullock, Williams, & Limbert, 2003).
Despite our understanding, there is a scarcity of counseling literature that addresses the issues of
pre-service school counselors and their attitudes and attributions towards poverty. Additionally,
in order to attract qualified school counselors to work in high-poverty schools, there is a need to
better understand the attitudes and preconceptions pre-service school counselors hold regarding
working in this type of environment. It is imperative that counselors gain awareness, knowledge,
and skills to work with students from diverse backgrounds. As counselors gain awareness,
knowledge, and skill specifically related towards poverty, they can more effectively meet the
needs of students while helping them realize their worth and potential (ACA, 2005). Without
counselors focusing on poverty, many children may remain unnoticed and unable to overcome

the obstacles often associated with poverty.

Purpose of the Study

The purpose of this study is to extend the literature pertaining to training counseling
students about poverty by examining how attitudes about poverty, personal attitudes and beliefs
of attributions, and self-efficacy impact the actual work of school counselors. The current study
provides pertinent information for counselor educators regarding professional school counselors
and provides possibilities for relevant courses and professional development experiences to
develop values, information, and skills of pre-service school counselors who work with students

living in poverty situations.



Research Questions

In order to examine school counselors-in-training beliefs and attitudes associated with
socioeconomic status and school counseling self-efficacy, the following research questions will

be examined:

1. What is the nature of the attitudes school counselors-in-training hold regarding low SES?
2. What is the nature of the attributions toward poverty held by school counselors-in-training?
3. What is the relationship between the level of perceived school counseling self-efficacy and
attitudes toward low SES among school counselors-in-training?

4. What is the relationship between the level of perceived school counseling self-efficacy and

attributions toward low SES among school counselors-in-training?

Definitions

The following definitions of terms for this study are offered for clarification:

School Counselor is a certified/ licensed educator who has attained a graduate-level

degree in school counseling, which qualifies them to address pre-K-12 students’ academic,
personal/social, and career development needs (ASCA, 2012).

Poverty is a calculation designed to identify the threshold at which a family’s resources
do not meet their basic needs of food, shelter, and clothing expenses. The most common poverty
measure used in the United States is determined by U.S. Census Bureau by comparing household
size and income with the consumer price index (APA, 2007). The 2013 guidelines range from an
annual income of $11,490 for a family of one to just over $39,630 for a family of eight (U.S.

Department of Health and Human Services, 2013).



School Counselor Self-Efficacy is a term that represents an individual’s beliefs in their

own ability to successfully accomplish a task or goal (Bandura, 1994). In this study, self-
efficacy will be measured by the School Counselor Self-Efficacy Scale (SCCS; Bodenhorn &

Skaggs, 2005).

Attitude is conveyed by evaluating a person or even with favor or disfavor (Eagly &
Chaiken, 1998). In this study, attitude about poverty will be measured by the Attitudes about

Poverty Scale Short Form (ATP) Scale developed by Yum and Weaver (2010).

Attribution refers to how an individual explains the causes of behaviors and events
(Bullock, Williams, & Limbert, 2003). Attributions of poverty are broken into three categories:
individualistic, structuralistic, and fatalistic (Bullock, Williams, & Limbert, 2003). For the
purposes of this study, attributions of poverty will be measured using the Attributions of Poverty

Scale developed by Bullock, Williams, and Limbert (2003).

Summary

In conclusion, this chapter provided an overview of literature concerning how a client
might be impacted by poverty, and bias was briefly discussed. This chapter provided the
significance and focus of the proposed study to examine the degree in which demographic
characteristics correlate to pre-service school counselors’ perceived self-efficacy to provide

services to students, and pre-service school counselors’ attitudes and attributions of poverty.



Chapter 2
Review of the Literature

An overview of the professional literature relevant to this study is presented in this
chapter, including a review of the literature on poverty, education, and school counseling. This
literature review provided a framework for examining current thinking on poverty, school
counseling, and education.

Poverty is a major social issue in the United States (Hurst, 2004; Rank, 2004). American
lawmakers have tried to put an end to poverty for many years. Yet, the same question has been
asked repeatedly, “How do you break the cycle of poverty and create economic opportunities for
people, particularly young people, to overcome obstacles to achieving a better standard of
living?”” (Smith, 2013). Each year in the United States, billions of dollars are spent trying to
answer this question and trying to help fight the impact of poverty (Smith, 2013). Policies and
programs to fight against poverty have been implemented since the time of the Great Depression
when Roosevelt created several relief programs to help individuals facing poverty (Rose &
Baumgartner, 2013). Since then, several additional programs have been put into place to help
address issues associated with poverty. There are more than 70 means-tested programs in the
United States budget that have been developed based on individuals income levels (Rose &
Baumgartner, 2013). The programs support four main categories including 1) temporary
monetary support, such as TANF (Temporary Assistance for Needy Families), 2) assistance with
medical needs and/or sustenance, such as food stamps; 3) school based programs, such as Head
Start; and (4) career programs, such as job training (Rose & Baumgartner, 2013). Despite the

attempts to decrease poverty, the number of individuals living in poverty continues to rise. The



number of people living in poverty has risen four consecutive years, reaching 46.2 million people

living in poverty by 2011 (DeNavas-Walt, Proctor, & Smith, 2012).

Of those 46.2 million people living in poverty, children make up 24 percent of the
population (Addy & Wright, 2012). In total, 45 percent of all children under the age of 18 live in
low-income families (Addy & Wright, 2012). There are 25.9 percent of children under the age
of five living in poverty, while children ages five to 17 make up 20.5 percent (Children’s
Defense Fund, 2012). There are various reasons a child may grow up in poverty. In general, the
reasons children face poverty varies from race/ethnicity, parents’ level of education or
employment (Addy & Wright, 2012). Rodgers and Payne (2007) found a correlation between
unemployment, higher tax resources and the level of poverty in different states in the United
States. That is to say, the states with less unemployment and higher tax resources had less
poverty and the states with high unemployment and low tax resources had higher poverty levels.
They also found states with high minority populations, unwed and teenage mothers, single
parents, and parents without high school diplomas had higher poverty rates (Rodgers & Payne,
2007).

Research has shown poverty impacts children in numerous ways. Studies have shown
children living in high poverty areas are more likely to face depression (Cutrona et al. 2006),
obesity (Burdette & Hill, 2008), infant death, low birth weight, teenage pregnancy, increased
dropout rates, child maltreatment, adolescent delinquency, injuries, homicide, suicide (Sampson
et al. 2002), and overall health problems (Do et al., 2008). Poverty has also been found to impact
child development in numerous ways including physical and mental health and wellbeing, child
development, and social development (Komro, Flay, & Biglan, 2011). Children living in poverty

also often face social isolation and shame due to the humiliation related with poverty (Ozkan,



Purutcuoglu, & Hablemitoglu, 2010). This is due to the fact that children and adults alike look at

social class as an indicator of worth and ability (Ozkan, Purutcuoglu, & Hablemitoglu, 2010).

Other factors that create barriers for children living in poverty include taxing
relationships between the parents and children, parental mental illness, low-quality education and
childcare, insufficient health care, and repeated violence exposure (Ozkan, Purutcuoglu, &
Hablemitoglu, 2010). In addition, research has shown children living in poverty often complete
less years of schooling, make less money as adults, and face poor health (Children’s Defense
Fund, 2012). Children living in poverty also suffer from poor diets which can create vitamin

deficiencies and they may face lead poisoning, asthma, and physical ailments (Armstrong, 2010).

While children living in poverty are faced with a multitude of problems, it does not stop
at home, it continues on into education (Truscott & Truscott, 2005). Children living in poverty
are considered “at-risk” due to a lack of resources (Children’s Defense Fund, 2012). Without
high quality interventions, children in poverty are likely to face dropping out of school,
becoming a teen parent, being placed in special education, never attending college, and being
arrested for a violent crime (Children’s Defense Fund, 2010). In research completed by Mark
Kishlyama and colleagues (as cited in Armstrong, 2010), they found children living in poverty
have increased cognitive impairments including a struggle with language acquisition, low
attention span, and poor memory. Additionally, low-income children may have lower level brain
functions when compared to higher-income children; the difference is similar to stroke damage

(Armstrong, 2010).

Furthermore, low-income children are less likely to participate in school activities

(Cappella, Frazier, Atkins, Schoenwald, & Glisson, 2008). Poverty also predicts deficits in



verbal skills, low 1Q, and grade repetition (Cappella, et al., 2008). Children in low-income
neighborhoods have a lack of quality resources. This may include a lack of materials (books and
supplies) and inadequate school facilities (Cappella, et al., 2008). They are also faced with a
lack of qualified teachers, as those teachers in low-income schools often lack expertise on the
subject matter they teach (Armstrong, 2010). Experienced teachers have been found to either
avoid working at low-income schools or leave the schools when additional opportunities arise
(Morgan, 2012). Robinson (2007) found most teachers in low-income schools “hold less
educational credentials, teach a subject they do not specialize in, and graduate from less
prestigious universities when compared with teachers who teach in more advantaged areas” (as
cited in Morgan, 2012, p. 292). In addition, graduation rates are considerably lower for children

living in poverty by as much as 20 percentage points (Children’s Defense Fund, 2012).

Attitudes and Attributions Associated with Low Socioeconomic Status

Research is clear that children living in poverty face a multitude of difficulties in their
daily life impacting their social, emotional, physical, and cognitive well-being. All of these
factors are important for counselors and counselor educators when determining the best approach
in counseling and working with individuals living in poverty. In addition, it is not only
important to look at the impact poverty has on individuals, but it is important to examine the
attitudes individuals hold about poverty and what they believe causes poverty. Attitudes and
beliefs influence how we respond to individuals and situations. Cozzarelli, Wilkinson, and
Tagler (2001) discuss the importance of looking at attitudes and attitude formation due to the fact
that attitudes are important predictors of behavior. Attitudes can be defined as how an individual
feels about another person or group (Allport, 1954; Cozzarelli, et al., 2001). Allport (1954)
believes attitudes and prejudice are created with two main ingredients: attitude of favor/ disfavor

10



and overgeneralization belief. For example, individuals who have a negative attitude towards
those living in poverty believe persons in poverty have negative characteristics. An individual’s
belief as to what causes poverty can be linked to their attitude towards individuals living in
poverty (Merolla, Hunt, & Serpe, 2011). Therefore, negative attitudes create a bias against
individuals living in poverty. This bias adds to an inequality of support for programs designed to
help the poor, including reducing the educational achievement gap (Limbert & Bullock, 2005).
Although attitude is not an element of attributions; “attributions for poverty are likely to
be highly related to attitudes toward poverty” (Cozzarelli, Wilkinson, & Tagler, 2001, p. 209).
Attributions look at the causes of behaviors. Research has shown society believes there are three
main attributes for causes of poverty. They are: individualistic, structuralistic, and fatalistic
(Bullock, Williams, & Limbert, 2003). Individualistic beliefs place the blame on the individual,
believing individuals living in poverty have caused their own conditions (Merolla, et al., 2011).
Individuals who believe poverty is caused due to individualistic attributions might believe people
live in poverty due to lack of motivation or lack of thrift (Bullock, et al., 2003). Structuralistic
beliefs hold the social system itself at fault, including economic and political issues (Merolla, et
al., 2011). Individuals who believe poverty is caused due to structuralistic attributions might
credit unemployment, inadequate schools, and low wages (Bullock, et al., 2003). Fatalistic

beliefs focus on poor luck, illness, and unfortunate circumstances (Bullock, et al., 2003).

Society in general holds a negative attitude towards individuals living in poverty
(Merolla, et al., 2011). Research has shown Americans believe there are several causes of
poverty; however, individualistic causes tend to be favored over structuralistic and fatalistic
causes (Bullock et al., 2003; Cozzarelli et al., 2001). Most Americans believe opportunities are

readily available with few obstacles to financial stability (Merolla et al., 2011). Insofar as
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counselors’ attitudes and attributions towards poverty, there has been limited research done to
examine counselors’ preconceived ideas and the impact they have on the counseling relationship
(Smith, Mao, Perkins, & Ampuero, 2011). This is an important area of research for the
counseling field due to the increase of individuals living in poverty and their high risk for mental
health issues.

Cozzarelli, Wilkinson, and Tagler (2001) conducted a review looking at studies on
Americans’ attitudes towards individuals living in poverty and scales used to measure attitudes.
They found most of the scales used to measure attitudes about poverty were “borrowed from
other fields, outdated, and/or typically blur together in a single measure items assessing different
attitudinal components (e.g., affect and cognition)” (Cozzarelli, et al., 2001). Through their
study, they found a lack of psychological literature dealing with American’s attitudes about
poverty (Cozzarelli, et al., 2001).

In a recent study, Smith et al. (2011) found a positive correlation between negative
counselor attitudes and poor clients, as well as positive attitudes with working-class clients. For
example, counselors working with individuals classified as poor were considered lazy as
opposed to middle class clients. Past research has also shown counselors hold negative bias
towards individuals living in poverty (Neynabar, 1992; Toporek & Pope-Davis, 2005).
Neynabar (1992) discovered counselors in training viewed clients in a negative manner due to
their low socioeconomic standing. They also found negative views held by counselors impacted
the effectiveness of counseling sessions (Toporek & Pope-Davis, 2005). Research has shown a
correlation between exposure to poverty and attitudes (Merolla et al., 2011). Those who have
been exposed to negative experiences with the poor tend to have an unsympathetic view, while

those who have had positive experiences with those in poverty tend to have sympathetic views

12



(Merolla et al., 2011). Albeit limited research, the reactions presented suggest counselor bias
based on social standing and a need for counselors to receive appropriate training in order to
serve their clients with limited bias. It is essential that counselor education programs help
counselors-in-training debunk the negative attitudes in order to meet the needs of individuals
living in poverty.
Poverty and School-Age Student Development

Since the beginning of the century until 2010 the number of children living in poverty has
risen by 3.7 million (Macartney, 2011). Children living in poverty are faced with a lot of
disadvantages, especially related to education. All areas of a child’s life may be impacted by the
chronic stress brought about from circumstances associated with poverty (Kiser, 2007; Engle &
Black, 2008). Research shows poverty impacts areas of child development that have been
recognized as part of normal development (Ozkan, Purutcuoglu, & Hablemitoglu, 2010). Poverty

impacts student development in personal/social, academic, and career development.

The environment and connection to a school can impact health, relationships, and
academic success of students (Nasir, Jones, & McLaughlin, 2011). According to Awan, Malik,
Sarwar, and Waqas (2011) there are three levels on which poverty impacts educational
achievements. First, poverty impacts the resources that are available to the children. This
includes inadequate facilities, financial resources, technology, text books, and additional
materials (Amatea & Olatunji, 2007). The second level that impacts educational achievements
of those living in poverty is the social pressures that are placed on low-income students which
damage their outlook (Awan, Malik, Sarwar, & Waqas, 2011). Expectations of teachers,
schools, and students are lowered in areas of high poverty in the third level (Awan, Malik,

Sarwar, & Wagqas, 2011).
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Children in poverty also suffer developmentally due to the lack of resources appropriate
for stimulating cognitive growth, this includes “toys, books, adequate day-care, or preschool
education that are essential for children’s development” (Ozkan, Purutcuoglu, & Hablemitoglu,
2010, p. 175). In addition, Ozkan, Purutcuoglu, and Hablemitoglu found parents of children
living in poverty typically punish their children with harsh physical discipline and are less likely
to shown warm affection towards their children. Harsh physical punishment has been shown to
increase behavioral problems in children, lower their confidence and emotional attachment

(Ozkan, Purutcuoglu, & Hablemitoglu, 2010).

Poverty level children also suffer from an increased level of anxiety and depression
(Kiser, 2007; Ozkan, Purutcuoglu, & Hablemitoglu, 2010) and a lower level of school
involvement and engagement than children from middle class backgrounds (Kennedy, 2010).
Ozkan, Purutcuoglu, and Hablemitoglu (2010) also found children in poverty have a harder time
adjusting and are more likely to act out and less likely to follow laws and rules. Children in
poverty are often exposed to illegal activities including drugs, gangs, and stealing (Black &

Krishnakumar, 1998).

There is research to indicate that poverty also has a direct impact on educational success
(Engle & Black, 2008). Specifically, children living in poverty are more likely to present with
lower test scores and lower graduation rates (Nasir, Jones, & McLaughlin, 2011). This may be
in part linked to other variables, children and adolescents living in poverty have also been found
to present with higher rates of developmental difficulties (Engle & Black, 2008). These students
are also more likely to have problems related to attendance and tardiness (Nasir, Jones, &

McLaughlin, 2011).
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Amatea and Olatunji (2007) outline some of the factors that are related to these
academic issues for children and adolescents living in poverty. They suggest that some of these
contributing factors are not only the economic circumstances of the student but also the schools
in which they are enrolled. For example, children living in poverty are more likely to be
enrolled in schools with limited resources. Amatea and Olatunji (2007) suggest that the
achievement gap that children living in poverty experience is highly related to their school
environments including: less experienced and qualified teachers, larger class sizes, fewer
materials, and communication difficulties between the school, families, and communities. Due
to financial circumstances and a lack of parental education experiences low income parents are
often less involved in their children’s educational experiences (Ozkan, Purutcuoglu, &
Hablemitoglu, 2010). Children in low-income homes are often unexposed to the arts and
cultural activities and have a lack of at-home educational materials (Ozkan, Purutcuoglu, &
Hablemitoglu, 2010). In addition, the television is often used as a form of distraction and
entertainment with a lack of perimeters (Ozkan, Purutcuoglu, & Hablemitoglu, 2010). Children
in poverty are also less likely to graduate than their middle-class peers (Teachman et al. as cited
in Truscott & Truscott, 2005). A lack of education often results in lower pay, often repeating the
cycle of poverty. High levels of education have been found to increase the level of wages, which
can result in a decreased percentage of individuals living in poverty (Awan, Malik, Sarwar, &

Wagas, 2011).

With these realities, there are continuous challenges for teachers, school counselors and
other school personnel working with students in low-income areas. Teachers, school counselors,
and other school employees must prepare to meet the needs of these students. Often, educators

come from middle-class backgrounds which create a difficulty for educators to relate to students
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who live in poverty (Zeichner, 2003). Due to the fact that many educators’ personal backgrounds
are middle-class, educators look to teacher educators, school district administrators, educational
researchers, and other experts to help shape their role in the classroom (Ng & Rury, 2006). In
addition, teachers often provide less positive attention and less positive reinforcement for good
performance for poor students (McLoyd, 1998). As children in poverty age, they are likely to
take on the role they are placed in rather than rise above the situation with positive reinforcement
(Ozkan, Purutcuoglu, & Hablemitoglu, 2010). This highlights that poverty may foster personal
and academic challenges to students, ones that may not be adequately addressed by our

educational systems.

To address these challenges, Ruby Payne (1996) worked on developing a framework for
understanding poverty from a societal and educational perspective. Her original work titled A
Framework for Understanding Poverty (1996) focused on training educational professionals to
understand the cultural, educational, and social structures related to poverty. This included the
concept that poverty is a social class in America (Payne, 2005). Payne (1996) conceptualized
that all economic levels have hidden rules in relation to their thinking, values, and behaviors.
This includes those living in poverty. However, Payne (1996) states most schools operate from a
middle-class viewpoint, not addressing the challenges or unique issues facing students living in
poverty. Payne (2005) believes educators must understand the hidden rules and foster
environments that support lower income students while helping them be successful. She believes
that one of these components is mentoring. Payne (2005) states that with this type of mentoring,

one teacher or educator can make the difference in how successful these students are in school.

To meet this goal Payne (2005) developed specific interventions to help school personnel

deal with some of the hidden behaviors related to poverty. For each negative behavior a child
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might display she outlines specific ways to help the child learn appropriate behaviors. An
example of this would be a child who has a problem keeping their hands to themselves. Payne
(2005) suggests helping the child find constructive ways to use their hands without touching
others. Another example is when a student is disrespectful to their teacher. Payne (2005)
suggests a child may not fully understand adults are worth respect. In this case, the teacher may
explain the child’s choice of words is inappropriate and help them find the appropriate way to

communicate with their teacher and other adults.

Payne (1996) suggests in her framework ways to help reform students from poverty into
middle-class thinking/ culture. She suggests ways such as helping students learn coping
strategies, ways to survive in a middle-class school, and goal-setting instructions. She also gives
specific instructions for teachers and school workers dealing with discipline, teaching strategies,
and building effective relationships (Payne, 2005). Payne (2005) states when speaking about
teaching children the appropriate skills to survive a middle-class lifestyle, “It is the responsibility
of educators and others who work with the poor to teach the differences and skills/rules that will

allow the individual to make the choice” (p. 113).

School Counselors’ Self-Efficacy

Bandura’s social cognitive theory looks at cognitive factors by triadic reciprocal
causation (Bandura, 1986). The triad is made up of behavior, cognitive and other personal
factors, and the external environment (Bandura, 1986). These three factors allow individuals to
respond to events cognitively, affectively, and behaviorally. Self-efficacy is a major component
of social cognitive theory (Bandura, 1986). Self-efficacy is defined as the “belief in one’s

capabilities to organize and execute the courses of action required to manage prospective
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situations” (Bandura, 1995, p.2). Self-efficacy is the foundation of human agency (Bandura,
1999). “Perceived self-efficacy concerns people’s beliefs in their capabilities to mobilize the
motivation, cognitive resources, and courses of action needed to exercise control over events in
their lives” (Wood & Bandura, 1989, pg. 364). Self-efficacy does not look directly at the skills
an individual possesses, but at their personal judgments based on the factors; behavior, cognitive

and other personal factors, and external environment (Bandura, 1986).

Bandura (1995, 1997) looks at four sources of self-efficacy which construct self-efficacy
beliefs. The four sources include (1) enactive mastery experiences, (2) vicarious experiences, (3)
verbal persuasion, and (4) physiological and affective states (Bandura, 1995, 1997). Enactive
mastery experiences determine the level of efficacy an individual has; success increases efficacy
while failure decreases an individual’s efficacy (Bandura, 1997). Vicarious experiences increase
efficacy through observational learning, meaning that when individuals observe others have
success this in turn increases their own individual efficacy (Bandura, 1995). According to
Bandura (1997), self-efficacy beliefs are not always stable, new experiences and information can

cause self-efficacy to vary.

The role of a school counselor has constantly changed over the past twenty years. With
the changing roles of a school counselor, the American School Counseling Association (ASCA,
2012) has developed guidelines and standards to help guide school counselors in their role.
These standards do not explain explicitly how a school counselor must accomplish the goals but
leaves room for school counselors to determine the best approach depending on their situation,
school, and students. However, to accomplish this goal it is imperative that school counselors
have the competencies and skill to implement such approaches. A key element of this is

counselors’ self-efficacy, specifically the confidence and ability to demonstrate appropriate and
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effective counseling skills and abilities (Holcomb- McCoy, Harris, Hines, & Johnston, 2008).
Thus, it is important to understand how self-efficacy relates to school counselors’ perceived
ability to appropriately reach the desired outcomes and goals for a student’s academic, career,
and personal needs (Bodenhorn & Skaggs, 2005). This may have a relationship with their

perceived ability to address the needs and challenges of working with students living in poverty.

Although there has been an intense professional and research focus to understand self-
efficacy as it relates to counseling and counselor education, the amount of literature pertaining to
school counseling self-efficacy is limited (Bodenhorn & Skaggs, 2005). To fill the void of
school counselor self-efficacy literature, Bodenhorn and Skaggs (2005) developed a measure to
assess school counselor self-efficacy. This scale was developed looking at the National
Standards for School Counseling (Campbell & Dahir, 1997) and Council for Accreditation of
Counseling and Related Educational Programs standards (CACREP, 2001). This measure, the
School Counselor Self-Efficacy Scale (SCSE), focused on assessing school counselor self-
efficacy. This scale was used to look at school counselors’, and school counselors’ in training,
confidence in their own abilities focusing specifically on the school counselors’ confidence in
their ability to implement and perform the duties as outlined by the National Standards for

School Counseling (Bodenhorn & Skaggs, 2005).

The School Counselor Self-Efficacy Scale (SCSE) looks at five factors: Personal and
Social Development, Leadership and Assessment, Career and Academic Development,
Collaboration, and Cultural Acceptance (Bodenhorn & Skaggs, 2005). In the initial development
of the study, Bodenhorn and Skaggs (2005) found that school counselors who were previously
teachers had higher levels of self-efficacy than those who had not previously held teaching

positions. In addition, they found that women reported higher levels of self-efficacy in their role
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as school counselors than men (Holcomb-May, et al., 2008). Bodenhorn and Skaggs (2005)
study provided the first glance of self-efficacy as it related to school counselors and their ability
to implement and provide school counseling services. The current study is needed to help clarify

the relationship between self-efficacy and attitudes and attributions towards poverty.

The School Counselors’ Role when Working with Students Living in Poverty

The United States has seen large changes in demographics since the 1900s (Sanner,
Baldwin, Cannella, Charles, & Parker, 2010). The U.S. Department of State (2012) suggests
U.S. minorities will be the majority by 2043, increasing from 37 percent in 2012 to 57 percent by
the year 2060. With the increase of diverse populations comes a greater need for counselors to
have a deeper understanding of diverse groups. The American Counseling Association (ACA)
Code of Ethics (2005) states counselors are to “actively attempt to understand the diverse
cultural backgrounds of the clients they serve” (p.4). Due to the correlation between ethnicity
and poverty, one such diverse group includes individuals living in poverty. Training and
preparation are emphasized in the ACA Code of Ethics (2005), ASCA Code of Ethics (2010),
and the ASCA position statement on School Counseling Preparation Program (2008). Counselors
also have an ethical responsibility to develop multicultural competencies and acquire educational
and training experiences about diverse cultures (ASCA, Ethical Standards, 2010). This is
highlighted in the ACA Code of Ethics (2005) which states that counselors must be able to “gain
knowledge, personal awareness, sensitivity, and skills pertinent to working with a diverse client

population” (p.9).

Gunn and Duncan (1997) explain children living in poverty deal with several
disadvantages based on their parents’ lack of income, including “inadequate nutrition, fewer

learning experiences, instability of residence, lower quality of schools, exposure to
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environmental toxins, family violence, and homelessness, dangerous streets, or less access to
friends, services” (as cited in Ozkan, Purutcuoglu, & Hablemitoglu, 2010, pg. 175). In addition,
research has shown school counselors face challenges when working with students in low
socioeconomic areas (Amatea & West-Olatunji, 2007; Lee, 2005; Van Velsor & Orozco, 2007).
The challenges faced by school counselors working with students in poverty include:
achievement gaps, a lack of resources and school personnel, and a gap between family and
school involvement. In terms of achievement gap, school personnel have been found to prefer
working with students with higher academic achievement rather than students who perform
poorly (Lee, 2005). This creates a problem due to the fact that research has shown students
living in poverty are typically have lower academic achievement (Dearing, Kreider, Simpkins, &
Wess, 2006).

It is important for counselors to work to understand the cultural values and expectations
of individuals living in poverty and the difficulties they face (Foss, Generall, & Kress, 2011).
Often, individuals living in poverty value relationships over material possessions due to living in
an environment where possessions are stolen, taken, broken, or inaccessible (Foss, et al., 2011).
Due to this, counselors should always take into consideration aspects that accompany poverty in
order to best serve this population. Research shows school counselors face several unique
challenges while working with students living in poverty (Amatea & West-Olatunji, 2007; Lee,
2005; Van Velsor & Orozco, 2007). Several of these challenges include academic achievement,
school climate, resource deficits, cultural gaps between students/ families and the school, and a
lack of understanding (Amatea & West-Olatunji, 2007; Lee, 2005; Van Velsor & Orozco, 2007).

Lee (2005) gives an overview of school counseling in urban settings, focusing on schools

high in poverty, along with challenges and competencies for school counselors to focus on while
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working with children in low-income areas. He explains the challenges for school counselors
working with students in high poverty areas and how this differs from those in a traditional
school (Lee, 2005). For school counselors to be effective working with students in poverty
situations, they must adopt a systematic perspective rather than looking solely at the individual
(Lee, 2005). Lee (2005) encourages school counselors to take on the role of empowering
students while collaborating with families, community, and leadership in the school system to
bring about changes for individuals. Although this article focuses on urban schools, the author
feels the information presented in this article is important when working with poverty in all
school settings.

School counselors are in the perfect position to help make a difference in the lives of
children living in poverty (Paisley & Haynes, 2003). In order to do so, school counselors must
use their school-wide perspective on making sure the needs of every student are met (Paisley &
Hayes, 2003). Griffin and Steen (2011) continued to explain the role of the school counselor in
the lives of students living in poverty. School counselors, along with other school sponsors,
must use their role to make positive changes within the school and community for low-income
students and families. Noguera (2003) suggests fighting achievement disparities by looking at
issues and problems as they arise through the students’ support systems. The support systems
may include the school, family, and the community. As school counselors, the American School

Counseling Association states that school counselors must:

Become knowledgeable about community resources and actively pursue
collaboration with family members and community stakeholders; remove barriers
to the successful implementation of school-family-community partnerships (e.g.,

mistrust and miscommunication between parties, resistance to the concept and
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practice, transportation and childcare issues, accessible meeting times); and
serve as an advocate, leader, facilitator, initiator, evaluator, and collaborator to
create, enrich, and evaluate the effect of these partnerships on student success
(ASCA, 2010, p. 43).

Similarly, the ACA (2005) ethical guidelines state, “When appropriate, counselors
advocate at individual, group, intuitional, and societal levels to examine potential barriers and
obstacles that inhibit access and/or the growth and development of clients” (Standard A.6.a.). In
addition to ASCA and ACA, the Council for Accreditation of Counseling and Related
Educational Programs (CACREP; 2009) also states educational programs must develop
counselors who promote “cultural social justice, advocacy... and other culturally supported

behaviors that promote optimal wellness and growth of the human spirit, mind, or body” (p.10).

Advocacy, then, is an important aspect of counseling. The goal of the school counselor is
to serve as an advocate for student success through the school, family and the community
(ASCA, 2010). Van Velsor and Orozco (2007) look at a communitycentric approach to helping
parents and students from low-income backgrounds in schools. Van Velsor and Orzco (2007)
suggest an association between low-income parents and school participation, offering that low-
income parents often have low school participation. Based on a study completed with low SES
mothers, low-income mothers stated a desire to be involved in their child’s education; yet they
were uncomfortable around their child’s teacher (Machen, Wilson, & Notar, 2005). Previous
studies completed by Hoover-Dempsey, Bassler, and Brissie (1987) have shown high rates of
parental involvement positively impact student success, attendance, and outlook (as cited in
DeTorres, n.d.). Looking at the relationship between the poor and non-poor, it may be deduced

that low parental involvement negatively impacts student success, student attendance, and
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student outlook. With this information, school counselors must ask themselves how they can
work to increase parental involvement to increase student success. Van Velsor and Orozco
(2007) suggest several barriers to the lack of parent involvement with low-income families.
These barriers include demographic barriers, psychological barriers, teacher attitudes, and school

climate.

School counselors can develop or implement strategies to strengthen the relationship
between low-income parents and schools to help overcome barriers. The ASCA Model (2010)
encourages school counselors to serve as leaders, advocates, collaborators, and systemic change
agents on behalf of all students. Van Velsor and Orozco (2007) suggest six community-centered
strategies for school counselors working with low-income families. All of the community-
centered strategies fall in line with ASCA’s standards. They include: learning about the families
in the school, learning about the community, helping parents with community concerns, helping
parents with on-site services, offering training for school personnel, and employing parent’s
cultural capital (Van Velsor & Orozco, 2007).

First, it is important for school counselors to learn about the families in the school. Payne
(1996) suggests asking parents to come in for a conference may be misunderstood by both sides.
Parents may be scared to come or consider the short conference rude; however, school
counselors can help school personnel build effective communication with the families in the
school (Payne, 1996). School counselors may do so by encouraging teachers to reach out and get
to know the families through diverse methods. This may include phone calls, notes home, and
home visits (Van Velsor & Orozco, 2007).

Second, it is important to learn about the community. As Payne (2005) suggests, it is

important to understand the “hidden rules” of individuals living in poverty. This can be done by
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getting to know the community leaders and parent leaders (Van Velsor & Orozco, 2007). School
counselors should help the school make connections to the leaders in the community to bridge
gaps. They may also help teachers and administrators understand the hidden rules and teach
students appropriate middle-class rules (Payne, 2005).

Third, school counselors may help parents with community concerns. School counselors’
knowledge of the community and specialized services can help parents meet the basic needs of
their family (Van Velsor & Orozco, 2007). This could be accomplished by having a referral
sheet with different specialized services listed. School counselors may also serve as a liaison
between the school and parents. Providing access to useful information on parenting and other
concerns is an effective method to supporting parents (Ozkan, Purutcuoglu, & Hablemitoglu,
2010).

Fourth, school counselors may help parents with on-site services. This may include
various educational workshops, social events, medical services, or tutoring (Van Velsor &
Orozco, 2007). School counselors can establish these workshops to help parents feel
comfortable and connected with the school. Offering support and information to parents can
help them feel more actively engaged and supported (Ozkan, Purutcuoglu, & Hablemitoglu,
2010).

Fifth, school counselors can offer training for school personnel. School counselors can
provide in-service training focused on specific needs related to the school (Van Velsor &
Orozco, 2007). The topics may vary but may include parent communication and general
multiculturalism issues.

Lastly, employing parent’s cultural capital is an important aspect to understanding the

parent’s point of view and how they view their surroundings (Van Velsor & Orozco, 2007).
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School counselors are encouraged to hone in on their own multicultural competencies in order to
be the most effective counselor (ASCA, 2010). This creates teamwork between parents and the
school in order to provide the most effective education to the children (Van Velsor & Orozco,
2007).

School counselors have various tools to reach out to the families and children living in
poverty. Payne (1996) suggests there are “four reasons one leaves poverty: It’s too painful to
stay, a vision or goal, a key relationship, or a special talent or skill” (p.11). Payne suggests the
school may be the only environment “where students can learn the choices and rules of the
middle class” (p.80). With a supportive school environment, children living in poverty will be
better equipped to rise above poverty. School counselors can be a key to help students and
families break free from the limitations of poverty.

Summary

In conclusion, the review of literature suggests the need for further study of student-client
poverty status and the attitudes and attributions that may influence the school counselor
behaviors and relationship. Literature shows a clear relationship between an individual’s
socioeconomic status and their development (Smith et al., 2011). The ACA Code of Ethics
(2005) suggest counselors must “recognize diversity and embrace a cross-cultural approach in
support of the worth, dignity, potential, and uniqueness of people within their social and cultural
contexts” (p. 3). There is a clear need to meet clients where they are and work towards their
personal/social, academic, and career development (ASCA, 2005). Literature suggests school
counselors, teachers, and additional school personnel must address their own personal bias and
learn the appropriate ways to work with individuals living in poverty (Van Velsor & Orozco,

2007).
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CHAPTER Ill. METHODOLOGY

Introduction

This research study was designed to investigate self-efficacy as it relates to attributions
and attitudes about poverty among pre-service school counselors. The purpose is to discover any
relationships between attributions and attitudes about poverty, self-efficacy of pre-service school
counselors, and other demographic factors.

The research questions will be addressed by using measures to examine pre-service
school counselors’ attitudes concerning poverty, attributions regarding the causes of poverty, and
pre-service school counselors’ self-efficacy in regards to their ability to work with individuals
living in poverty. The measures are quantitative and will include a demographics questionnaire
developed by the researcher, the School Counselor Self-Efficacy Scale (Bodenhorn & Skaggs,
2005), Attitudes about Poverty Scale (Yun & Weaver, 2010), and the Attributions of Poverty
Scale (Bullock, Williams, & Limbert, 2011). The following sections of this chapter detail the
research questions which will guide this study, participant characteristics, instruments used,
procedures, and data analysis.

Research Questions
In order to examine school counselors-in-training beliefs and attitudes associated with low
socioeconomic status, and school counseling self-efficacy the following research questions will

be examined:

1. What is the nature of the attitudes school counselors-in-training hold regarding low SES?
2. What is the nature of the attributions toward poverty held by school counselors-in-

training?

27



3. What is the relationship between the level of perceived school counseling self-efficacy
and attitudes toward low SES among school counselors-in-training?
4. What is the relationship between the level of perceived school counseling self-efficacy

and attributions toward low SES among school counselors-in-training?

Measures

The survey for this study consisted of four measures which includes a demographics
questionnaire developed by the researcher, the School Counselor Self-Efficacy Scale (Bodenhorn
& Skaggs, 2005), Attitudes About Poverty Scale (Yun & Weaver, 2010) and the Attributions of
Poverty Scale (Bullock, Williams, & Limbert, 2011). In addition, the researcher included several
open ended questions to allow participants the opportunity to provide comments or feedback

pertaining specifically to the research.

Demographic Questionnaire

The demographic questionnaire was designed to collect specific and relevant participant
information. The questionnaire consisted of nine questions focused on demographic data
relevant to the participants. This included data regarding gender, age, ethnicity, current
state/location, credit hours earned, and socio-economic status of family of origin. In addition,
the researcher included several open ended questions to allow participants the opportunity to
provide comments or feedback pertaining to the type of school where they would prefer to be
employed (Title-1 or non-Title 1). They were also asked to discuss why they would prefer a

Title-1 (high poverty) school or a non-Title I school.
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Attributions of Poverty Scale

The Attributions of Poverty Scale (Bullock, Williams, & Limbert, 2001) is a 45-item,
self-report instrument designed to measure three dimensions of attributions held towards
poverty: individualistic explanations, structural explanations, and fatalistic explanations. The
scale assesses a broad range of explanations for poverty across individualistic (e.g., laziness,
anti-work mentality, and breakdown of traditional families), structuralistic (e.g., lack of
transportation), and fatalistic (e.g., sickness, bad luck) attributions. For the purposes of this
study, beliefs about the causes of poverty were assessed using a modified, 36-item version of the
Attributions of Poverty scale (2001). The alpha coefficients for the three constructs were
reported as .91 (individualistic), .91 (structuralistic), and .72 (fatalistic). Participants were
assigned membership to one of the three groups based on their scores indicating their belief to
attribute specific factors as contributing towards the prevalence of poverty in the United States.
Participants answer questions in regards to their beliefs of the causes of poverty. The survey is a
5 point Likert Scale (1= Not at all important as a cause of poverty and 5= Extremely important as

a cause of poverty).

Attitudes about Poverty Scale

The Attitudes about Poverty Scale (Yun & Weaver, 2010) is a 21- item, self-report
instrument designed to measure a range of diverse attitudes about poverty and poor people:
personal deficiency (7 items), stigma (8 items), and structural perspective (6 items). This
measure looks across three factors: personal deficiency (e.g., Poor people are dishonest), stigma
(e.g., Welfare mothers have babies to get more money), and structural perspective (e.g., | would

support a program that resulted in higher taxes to support social programs for poor people).
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Participants respond to each statement by using a five point Likert-type scale (SA = strongly
agree (1), A = agree (2), N=neutral (3), D = disagree (4), SD = strongly disagree (5). Scoring of
the Attitudes about Poverty Scale show the higher the score, the more favorable the respondents’
attitude toward the poor. The Attitudes about Poverty Short Form is fairly recent, due to this
there is little data regarding the instruments’ validity and reliability. Yun and Weaver (2010)
report internal consistency of the total scale to be established with a Cronbach’s a of .87. The
overall total alpha for the current study is .650. The subscales of the Attitudes about Poverty
Short Form exceeded minimum acceptable levels for internal consistency with alpha coefficients
between .50 and .70. The specific alphas for each of the subscales in the current study are:

personal deficiency .369, stigma .827, and structural .549.

The School Counselor Self-Efficacy Scale

The School Counselor Self-Efficacy Scale (Bodenhorn & Skaggs, 2005) is a 43-item;
self-report instrument designed to measure school counselor self-efficacy. The ASCA National
Standards for School Counseling (Campbell & Dahir, 1997), the program standards set forth by
the Council for Accreditation of Counseling and Related Education Program (CACREP, 2001)
and already established counseling self-efficacy scales of other counseling specialties were used
as the basis for the School Counselor Self-Efficacy Scale (Bodenhorn & Skaggs, 2005). The
School Counselor Self-Efficacy Scale uses a five point Likert scale to measure responses (i.e. not
confident, slightly confident, moderately confident, generally confident, and highly confident)
and consists of five subscales; personal and social development, leadership and assessment,
career and academic development, collaboration; and cultural acceptance. A composite mean is

calculated to demonstrate the overall level of self-efficacy.
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The School Counselor Self-Efficacy Scale (Bodenhom & Skaggs, 2005) was developed
over four separate studies: the initial item development, item analysis, validity study, and factor
analysis. First, item development was intended to determine what items would be best suited for
school counselors (Bodenhorn & Skaggs, 2005). This was determined through an expert panel
and document review of ASCA National Standards and CACREP career expectations of school
counselors. The second study, item analysis, was done with practicing school counselors. The
responses from the surveys were analyzed for reliability, omission, discrimination, and group
differences (Bodenhorn & Skaggs, 2005). The third inquiry was the validity studies with school
counselors. The purpose of this inquiry was to obtain validity by comparing the results from the
School Counselor Self-Efficacy Scale with other preexisting instruments (Bodenhorn & Skaggs,

2005).

Analysis revealed that the sample was representative of the population and that the items
were highly reliable with a .95 alpha coefficient. Analysis also showed that group differences
existed, with female participants, those with teaching experience, those who had been practicing
for three or more years, and those who were trained and use the ASCA National Standards
reporting higher levels of self-efficacy. Construct validity was confirmed through correlation of
the School Counselor Self-Efficacy Scale and a number of other scales that measure constructs
helpful in assessing self-efficacy: The Counseling Self-Estimate inventory, a measure of
counseling skills (COSE; correlation = .41); the Social Desirability Scale (SDS; correlation =
.30); the State-Trait Anxiety Inventory (STAI; significant negative correlations); and the

Tennessee Self-Concept Scale, second edition (TSCS: 2; no significant correlations).
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Procedures

The data collected for this research study was facilitated through the use of previously
collected data. This study included two institutions in the Southeast, one sample at a large online
and campus based private institution and another at a large public campus based institution.
Permission to conduct the survey from which previously collected data was utilized was obtained
from the Institutional Review Board for Human Subjects of Auburn University. Courses at both
universities were identified whose focus was on school counseling skills. The participant
population used for recruitment in this study was gathered from graduate level school
counselors-in-training at both institutions. Faculty permission to recruit from courses was

obtained. This included only participants who are 19 years of age or older.

The previously collected data was collected via paper/pencil surveys and online surveys.
The large public campus based institution’s data was collected only by paper and pencil. The
large online and campus based private institution was collected via emailed online surveys. Prior
to emailing the students, the researcher spoke to school counseling students to recruit possible
participants for the study and inform them of the email they would be receiving. The survey was
then emailed to individual professors in the school counseling department and each professor

emailed the survey to their students in their school counseling courses.

During recruitment the investigator told potential participants they were being asked to
participate in a study that would take 15-20 minutes, participation was not linked to their current
class, and was voluntary. The instructors at the public institution who had participating classes
were asked to leave the room during data collection. Survey packets were distributed and

potential participants were asked to review the informational letter and if they chose to
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participate to complete the provided surveys and return the surveys in the provided envelope.
Those choosing not to participate were asked to return the surveys, not completed, in the
provided envelope. All responses received were anonymous, as identifiable information was not
collected during this study. The instructors at the private institution were asked to forward the
email to their entire class. Emails were distributed via the professors of the school counseling
courses. The potential participants were asked to review the informational letter and if they
chose to participate to complete the provided surveys at the hyperlink provided in the email. All
responses received online were also anonymous, as identifiable information was not collected

during this study.

Participants

The current study utilized data that was collected from a previously collected study. The
past study sought to examine similar constructs among a population of graduate students in
school counseling programs. This study was approved by the Auburn University IRB (see
approval in appendix A). Permission was obtained to use data relevant to the current study’s
research questions and area of focus. Participants in this study were Master’s level school
counseling students at a large private online and campus based southeastern university and a
large public campus based southeastern university. The students’ classes ranged from
introductory counseling courses to practicum and internship courses. Participation in this study
was strictly voluntary and no form of reimbursement was offered in exchange for its completion.
Participants were given the opportunity to request study results. Participants received a survey

package which included the measures described above.
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Recruitment

There were no anticipated risks associated with this study. Upon Institutional Review

Board at Auburn University, participants were recruited using two methods.

The first method of collection was to distribute and collect the survey materials to
Master’s level school counseling students at one public southeastern universities. These
participants were provided with a packet containing an informational sheet about the study and
copies of the measures. Students had the option to anonymously complete and submit the

surveys to the researcher or return an incomplete packet if they did not wish to participate.

The second method of collection was to send an email to Master’s level school
counseling students at one private southeastern universities. The email was sent from the
researcher to multiple professors of school counseling students. This email was then forwarded
to the students in their school counseling courses. The same informational sheet was included in
the email. There was a link provided at the bottom of the informational email with access to the
surveys, hosted by Qualtrics. Both the first and second method of data collection contained the

same surveys and information.

Data was collected over a period of three weeks. For students who participated in person,
the researcher collected the paper copies in person. For the online collection, an email was sent
out to students for participation twice. Online data collected was housed through Qualtrics
program while the paper copies were kept in a locked drawer at the researcher’s house. Upon

completion of the study, all data will be destroyed.
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Data Analysis

Using the data collected through surveys the researcher analyzed pre-service school
counselors’ attitudes about poverty, attributions of causes of poverty, perceived self-efficacy
when working with students in poverty, and demographic factors. Data collection occurred via
paper format and online survey format. Data was collected via paper format at the large public
campus. Survey packets were distributed and potential participants were asked to review the
informational letter and if they chose to participate to complete the provided surveys and return
the surveys in the provided envelope. Those choosing not to participate were asked to return the
surveys, not completed, in the provided envelope. Data was collected via email at the large
private institution. Prior to emailing the students, the researcher spoke to school counseling
students to recruit possible participants for the study and inform them of the email they would be
receiving. The survey was then emailed to individual professors in the school counseling
department and each professor emailed the survey to their students in their school counseling
courses. All responses received were anonymous, as identifiable information was not collected

during this study.

Data was entered and analyzed in an aggregate manner using the computer software
SPSS (Statistical Product for Social Sciences). Multiple regression was used to assess the
relationship across variables. While comparisons were made across demographic data the data
was not collected nor analyzed in a manner that allowed for the identification of individual

participants.
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Summary

In this chapter, an overview of the research methodology was provided with a focus on
participant recruitment, instrument selection, assessment distribution practices, and data analysis
procedures. In summary, students who were enrolled in courses related to school counseling
were encouraged to participate. The instruments used for this study including the School
Counselor Self-Efficacy Scale (Bodenhorn & Skaggs, 2005), Attitudes about Poverty Scale (Yun
& Weaver, 2010), the Attributions of Poverty Scale (Bullock, Williams, & Limbert, 2011), and a

demographic questionnaire. Reliability and validity information was also presented.
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CHAPTER IV. RESULTS

This chapter will present the results of the data analysis for this study. It includes
assessment of the participants’ demographic information and the results of the statistical analysis
as well as descriptive statistics for each scale used in the current study. The purpose of this study
was to research and explore pre-service school counseling students’ self-efficacy as it relates to
their personal attitudes and beliefs of attributions of individuals living in poverty. Pre-service
school counselors (i.e., students in school counselor preparation programs) were specifically
targeted within the overall sample.

Demographics

The data collected for this research study was facilitated through the use of archival data;
these data were collected as part of a larger study that was approved by the Auburn University
Institutional Review Committee. Ninety one respondents submitted survey packets or completed
the online survey. Data for the 91 participants in the study was visually inspected to identify
participants who terminated the study before answering the items designed to collect the data.
Of that number, six did not complete the Attributions of Poverty Scale, six did not complete the
Attitudes of Poverty Scale, and seven did not complete the School Counselor Self-Efficacy
Scale. These participants were removed from analysis.

Demaographic data collected included gender, age, and race/ethnicity. Nearly 87% of the
total number of participants were female (n=79), while the remaining 13% of participants were
male (n=12). Participants reported ages ranging from 21 to 53, with a mean of 33. Two

participants elected not to state their age.

More than 65% (n=60) of participants in the overall sample identified their race or

ethnicity as White, followed by 19% (n=19) as Black or African American, 1.1% (n=1) as
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American Indian or Alaskan Native, 2.2% (n=2) as Asian, 5.5% (n=5) as Hispanic or Latino, and
4.4% (n=4) indicating Other race or Ethnicity. In addition, of the 91 total participants in this

study, participants live in twenty-four states and one country.

Data were also collected examining participants’ family of origin socioeconomic status.
Participants were asked to identify with one of six categories including: poverty level or below,
just above poverty, lower middle class, middle class, upper middle class, and upper class. There
were a total of 15.4% (n = 14) of participants who reported as being raised at or below poverty
level, 9.9% (n=9) at just above poverty, 19.8% (n= 18) at lower middle class, 37. % (n= 34) at
middle class, 15.4% (n=14) at upper middle class, and 2.2% (n= 2) at upper class. While
looking at the three categories which make up the middle class (lower middle class, middle class,
and upper middle class) a total of 72.6% (n=66) reported their family of origin socioeconomic
status to be in the middle class range. Frequencies and percentages for all categorical

demographic data are represented in Table 1 below.
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Table 1

Demographic Characteristics of Study Participants

Characteristic Frequency (n) Percentage
Gender
(N=191) Female 79 87
Male 12 13
Race/ Ethnicity
(N=91) White 60 65
Black or African 19 19
American
American Indian or 1 1.1
Alaskan Native
Asian 2 2.2
Hispanic or Latino 5 55
Other race or Ethnicity 4 4.4
Family of Origin SES Poverty level or below 14 15.4
(N=91)
Just above the poverty level 9 9.9
Lower middle class 18 19.8
Middle class 34 374
Upper middle class 14 15.4
Upper class 2 2.2
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Assessment of Measure of Reliability
Each of the measures used in this study were evaluated for their reliability or internal

consistency. Initial evaluation of the measures for normality revealed that each of the scales met
the requirements for linearity. The Chronbach Alpha was determined for each measure and
compared against established reliabilities for each scale and subscale. Reliability estimates for
all measures used in this study range from .369 to .965 with a median of .740. These measures
include the Attitudes about Poverty, Attributions of Poverty, and School Counselor Self-Efficacy
Scale. In addition, the overall reliability estimates for measures range from .650 to .921 with a

median of .725. All scales showed relatively overall high reliability (see Table 2).

Research Question 1: What is the nature of the attitudes school counselors-in-training hold regarding low

SES?

A Cronbach alpha for each of the subscales were reported as .82 (personal deficiency),
.75 (stigma), and .67 (structural perspective) (Yun & Weaver, 2010). In the current study a total
Cronbach alpha of .650 was reported for the overall scale with subscales ranging between .369
and .827. The Cronbach alpha of .369 for the personal deficiency subscale indicating low
reliability for this subscale. The mean score for all participants was 3.22. Mean scores for all
participants in each subscale were 4.14 (Personal Deficiency), 2.83 (Stigma), and 2.64
(Structural). When looking at the Attitudes about Poverty results, school counselors in training
indicated they were most likely to identify personal deficiency factors (highest level of

agreement) as related to the causes of poverty (e.g., laziness).

Subscale difference were examined using a Within Subjects Analysis of Variance

(ANOVA). Results of the analysis found significant differences between personal deficiency
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and stigma (0.001) as well as personal deficiency and structural (0.001). However, there is not a

significant difference between stigma and structural (0.361). See Table 2 below.

Descriptive Statistics for Scales

Scale # of items Cronbach’sa ~ Mean(SD) F

Attitudes About Poverty 76.597*
Personal Deficiency 7 .369 4.1462(.53)
Stigma 8 827 2.8397(.72)
Structural 6 549 2.6498(.56)

Attributions of Poverty 1.462
Individualistic 15 630 3.5224(.63)
Fatalistic 8 965 3.3229(.56)
Structural 13 .860 3.3082(.64)

School Counselor Self- 43 921 4.0235(.54)

Efficacy Scale

*p<.001

Research Question 2: What is the nature of the attributions toward poverty held by school

counselors-in-training?

A Cronbach alpha was reported for each of the subscales as .91 (structural), .91
(individualistic), and .72 (fatalistic) by the authors of the measure (Bullock, Williams, &
Limbert, 2001). In the current study a total Cronbach alpha of subscales ranging between .630
and .860 was reported. The mean score for all participants was 3.40. Mean scores for all
participants in each subscale were 3.30 (Structural), 3.52 (Individualistic), and 3.32 (Fatalistic).
When looking at the Attributions of Poverty, school counselors in training indicated they were
most likely to attribute the causes of poverty to individualistic factors. Individualistic factors

deal specifically with laziness and an anti-work mentality.
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When using an ANOVA with repeated measures with a Greenhouse-Geisser correction,
the mean scores for attributions were not statistically significantly different (F(1.462, 139.754) =
1.462, p > 0.05). Therefore, there are no statistically significant differences among the three scale

means. Given the non-significant F test, no post-hoc tests were performed.

Research Question 3: What is the relationship between the level of perceived school

counseling self-efficacy and attitudes toward low SES among school counselors-in-training?

When looking at the Attitudes about Poverty Scale, a Cronbach alpha was reported for
each of the subscales as .91 (structural), .91 (individualistic), and .72 (fatalistic) by the authors of
the measure (Bullock, Williams, & Limbert, 2001). In the current study the subscales Cronbach
alpha ranged between .630 and .860. The mean score for all participants was 3.40. Mean scores
for all participants in each subscale were 3.30 (Structural), 3.52 (Individualistic), and 3.32
(Fatalistic).

To specifically address the relationship between the level of perceived school counseling
self-efficacy and attitudes towards low SES among school counselors-in-training, a backwards
elimination regression was used to determine the best predictors of counselor self-efficacy.
Using three predictors, an overall R? of .043 was reached. Through backward elimination, a
simpler model retaining just one predictor emerged. The final restricted model contained the
Structural Attitude Scale and achieved an R? of .037 (F = 3.158, p = .079). The difference of .006
between these two models was not statistically significant (F = .247, p > .05). Therefore, the
more restricted model was preferred. Structural factors accounted for 3.7% of the variance of
attitudes about poverty (R? = .037). This indicates there is no significant relationship between

self-efficacy and attitudes about poverty. See Table 3 below.
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Table 3

RQ3. Regression Findings — Attitudes & Self Efficacy

R? S.E
Estimate

Factor R Semi-partial Beta
Full Model 0432 536
Personal Deficiency .054 .075 .083
Stigma Attitudes .094 -.040 -.052
Structural Attitudes -.193 -.182 -.224
Restricted Model 037" 531
Structural Attitudes 193*

*p<.05

aF(3, 80) = 1.190, p =.319

bF(1,82) =3.158, p=.079

Research Question 4: What is the relationship between the level of perceived school

counseling self-efficacy and attributions toward low SES among school counselors-in-

training?

When looking at Attributions of Poverty, a Cronbach alpha was reported for each of the
subscales as .91 (structural), .91 (individualistic), and .72 (fatalistic) by the authors of the
measure (Bullock, Williams, & Limbert, 2001). In the current study a total Cronbach alpha of
.850 was reported for the overall scale with subscales ranging between .630 and .860. The mean

score for all participants was 3.40. Mean scores for all participants in each subscale were 3.30
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(Structural), 3.52 (Individualistic), and 3.32 (Fatalistic).

To specifically address the relationship between the level of perceived school counseling
self-efficacy and attributions of poverty, a backwards elimination regression was used to
determine the best predictors of counselor self-efficacy. Using three predictors, an overall R? of
.065 was reached. Through backward elimination, a simpler model retaining just one predictor
emerged. The final restricted model contained the Structural Attribution Scale and achieved an
R? of .056 (F = 4.87, p = .030). The R? difference of .009 between these two models was not
statistically significant (F = .378, p >.05). Therefore, the more restricted model was preferred.
Structural attribution factors accounted for 5.6% of the variance of attributions towards poverty
(R? =.056). This indicates there is no significant relationship between self-efficacy and

attributions towards poverty. See Table 4 below.

Table 4

RQ4. Regression Findings — Attributions and Self Efficacy

R? SEE
Estimate

Factor r Semi-partial Beta
Full Model .065% 53
Structural Attributions 237 243 .283
Individualistic .055 074 077
Attributions
Fatalistic Attributions .067 -.078 -.094
Restricted Model .056° 52
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Structural Attributions .199*

*p<.05
2F(3,80)=1.85p=.144

bF(1,82) =4.87, p=.030

Summary

The purpose of this study was to research and explore pre-service school counseling
students’ self-efficacy as it relates to their personal attitudes and beliefs of attributions of
individuals living in poverty. The study used several measures to determine attitudes,
attributions, and self-efficacy of pre-service school counselors including Attitudes about Poverty
Scale (2010), Attributions of Poverty Scale (2011), and School Counselor Self-Efficacy Scale
(2005). Results indicated that participants assigned more structural attitudes toward the poor
(e.g., external and economic forces are at fault, for example, society lacks social justice, the poor
are exploited) and individualistic attributions towards the poor (poverty is caused by the poor
themselves, for example, they lack the effort to find employment, they waste money and they
waste their money on inappropriate things). Results also indicated is no significant relationship
between self-efficacy and attitudes about poverty or self-efficacy and attributions towards

poverty.
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CHAPTER V. DISCUSSION

The purpose of this study was to explore pre-service school counseling students’ self-
efficacy as it relates to their personal attitudes and attributions towards individuals living in
poverty. For this study, participants completed several instruments to measure attitudes,
attributions and self-efficacy of school counselors. Scores were calculated for the total scale and
also subscales within each measure. Descriptive statistics were examined as well as backwards
multiple regressions. This chapter will provide the results from the study. In addition, this
chapter will discuss the limitations of the current study as well as recommendations for future

study and exploration.

Overview

More than 46 million Americans live in poverty (DeNavas-Walt, Proctor, & Smith,
2012). Of those 46 million individuals, children represent 34 percent of all individuals living in
poverty (Addy & Wright, 2012). Poverty impacts children in a multitude of ways; it contributes
to developmental challenges, physical health problems, as well as several mental, emotional, and
behavioral issues (Komro, Flay, & Biglan, 2011). Teachers and counselors-in-training both need to
be prepared to work with various diverse populations. However, it is unknown to what degree
training impacts stereotypes, assumptions, and attitudes for counselors.

School counselors have an important role in the academic, personal/social, and career
development of all students, including students living in poverty (ASCA, 2012). The American
Counseling Association’s (2005) code of ethics asks counselors to “recognize diversity and
embrace a cross cultural approach in support of the worth, dignity, potential, and uniqueness of

people within their social and cultural contexts (Preamble, para.1). School counselors also to
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possess the ability to meet the needs of individuals living in low-income situations through
counseling, consultation/collaboration, leadership, and advocacy (ASCA, 2005). While
counselor education programs have concentrated on developing multicultural awareness in
school counselors (Wakefield, Garner, Pehrsson, & Tyler, 2010; Brinson, Brew, & Denby, 2008;
Constantine, 2002), there remains a paucity of counseling literature that examines issues of
working with individuals living in poverty.

This current study focused specifically on addressing these issues in relation to attitudes,
attributions, and an individual school counselor’s self-efficacy as it relates to those living in
poverty.

Discussion of Results

The first research question addressed in this study was: What is the nature of the attitudes
school counselors-in-training hold regarding low SES? An individual’s belief as to what causes
poverty can be linked to their attitude towards individuals living in poverty (Merolla, Hunt, &
Serpe, 2011). When looking at the results related to attitudes about poverty, the school
counselors-in-training in this study indicated that they were most likely to identify personal
deficiency factors when discussing persons living in poverty (e.g., laziness). Individuals who
identify personal deficiency factors as the primary contributing factor for poverty are more likely
to adhere to attitudinal statements about poverty that focus on individual deficits, example
statements include: “If poor people worked harder, they could escape poverty” and “Most poor
people are satisfied with their standard of living.” (Atherton & Gemmel, 1993). These attitudes
about poverty point towards individual choices and behaviors (Toporek & Pope-Davis, 2005) as
being the primary cause of poverty. These results are very similar to research completed on the

general American population looking at the attitudes held towards individuals living in poverty.
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Prior research has shown Americans favor individualistic causes over structuralistic and fatalistic
causes (Bullock et al., 2003; Cozzarelli et al., 2001). Reflective of the most negative bias toward
poverty, primarily suggesting that poverty is largely the result of limitations, deficiencies, and
problems associated with the individual (Cozzarelli et al., 2001, Payne, 2005). However, these
findings have to be viewed with caution when considering the low reliability reported for the

subscale personal deficiency in this study.

The second research question addressed in this study was: What is the nature of the
attributions toward poverty held by school counselors-in-training? When looking at the
Attributions of Poverty (2011), school counselors in training indicated they were most likely to
attribute the causes of poverty to individualistic factors. Individualistic factors deal specifically
with laziness and an anti-work mentality. Individuals who attribute poverty to individualistic
factors place the blame on the individual, believing individuals living in poverty have caused
their own conditions and also lack motivation (Merolla, et al., 2011; Bullock, et al., 2003).
These findings are disconcerting because they suggest that school counselors in training may
conceptualize the causes of poverty as being only based on individualized deficits, in essence
solely focusing on blaming the individual (Bullock et al., 2003). This may lead to bias in how
they see and work with children and adolescents living in poverty as well as their parents. It also
may limit their ability to identify societal or economic barriers that could be addressed in

counseling.

Although attitudes and attributes related to poverty is an area that has been infrequently
considered in the counseling arena (Smith, 2010), it is an area of great importance. A
counselor’s impressions of a client helps set the foundation for the working relationship (Smith,

Mao, Perkins, & Ampuero, 2011). The findings of the current study have parallels to other
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studies that have suggested that counselors and those in related fields may hold negative
assumptions or beliefs about persons living in poverty. In an earlier study done, Neynaber
(1992) found pre-service counselors held a bias against individuals living in poverty. Moreover,
Schnitzer (1996) found that certain stereotypes towards individuals living in poverty were
reinforced including poor individuals do not follow through in counseling, are unreliable,
unorganized, and irresponsible. In addition, Shapiro (2004) found counselors to have negative
attitudes towards individuals living in poverty including a resistance of working with individuals

living in poverty and their belief psychotherapy could help low-income individuals.

Another area of exploration in this study was whether perceived level of school
counseling self-efficacy related to attitudes toward low SES among school counselors-in-
training. Overall, the results of this study showed that the best predictor of counselor self-
efficacy was the Structural Attitude Subscale (2010). Structural attitudes hold the social system
at fault while looking at a variety of factors including economic, societal, and government
barriers (Merolla, et al., 2011). However, once the relationship between the structural factors
and self-efficacy was examined, it was determined there is no significant relationship between
self-efficacy and attitudes about poverty. One point of concern may be that this group of pre-
service school counselors held a relatively high level of self-efficacy, with limited actual

counseling experience.

The last area of exploration this study looked at was determining if a relationship existed
between the level of perceived school counseling self-efficacy and attributions toward low SES
among school counselors-in-training. Similar to the previous discussion of attitudes, results of
this study suggested that the best predictor of counselor self-efficacy was the Structural

Attribution Subscale. Individuals who hold structural attributions attribute issues in economic,
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societal, and government barriers towards reasons individuals are living in poverty (Merolla, et
al, 2011). However, once the relationship between the structural factors and self-efficacy was
examined, it was determined there is no significant relationship between self-efficacy and

attitudes about poverty.

Implications for Counselor Education

Overall, the participants’ in the current study demonstrated relatively negative attitudes
and attributions related to poverty. These findings suggest the need to consider how to address
this issue in training. Krumer-Nevo, Weiss-Gal, and Monnickendam (2009) and Mullaly (2007)
suggest students who desire to work as helping professions should be informed of social justice
issues. This is an important aspect of training because it determines how they will empower or
harm individuals in poverty (Krumer-Nevo, Weiss-Gal, & Monnickendam, 2009; Mullaly,
2007). Past research has shown counselors hold negative bias towards individuals living in
poverty (Neynabar, 1992; Toporek & Pope-Davis, 2005). In addition, recent studies have found
counselors hold negative attitudes towards poor clients and more positive attitudes towards the
working-class population (Smith et al., 2011). This current study also supports the argument that
pre-service school counselors hold negative attitudes and stereotypes towards individuals living
in poverty. With this in mind, it is imperative that counselor education programs help
counselors-in-training debunk the negative attitudes and begin to incorporate appropriate
socioeconomic training and advocacy projects into counseling programs. By understanding the
attitudes and attributions held by pre-service school counselors, counselor educators can make
necessary adjustments to courses and programs to ensure the appropriate implementation of

humanistic and social justice frameworks.
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Within the literature, there are several specific models which may help address this area
of concern. Ruby Payne (1996) worked on developing a framework for understanding poverty
from a societal and educational perspective. Her original work titled A Framework for
Understanding Poverty (1996) focused on training educational professionals to understand the
cultural, educational, and social structures related to poverty. In addition, Van Velsor and
Orozco (2007) look at a community-centric approach which involves six community-centered
strategies for school counselors working with low-income families. All of the community-
centered strategies fall in line with ASCA’s standards. They include: learning about the families
in the school, learning about the community, helping parents with community concerns, helping
parents with on-site services, offering training for school personnel, and employing parent’s
cultural capital (Van Velsor & Orozco, 2007).

The results of the study is a step forward in providing a foundation for understanding the
attitudes and attributions pre-service school counselors hold towards individuals living in
poverty. This study and the implications for the Counselor Education field can help provide
information for addressing the impact of the issues and steps forward in implementing a social
justice framework into school counseling programs.

Limitations

One of the first limitations to be considered in this study is the possibility of differences
that may exist between counseling programs. Responses for this study were limited to two
schools in the southeast region and may vary depending on programs. Results cannot be

generalized to all counseling programs.
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In addition another limitation to be considered is the small sample size and geographical
area that was surveyed in this study. Responses may vary depending on the geographical

location as well as the sample size.

An overall limitation to this study is all surveys used in this study consist of self-report

measures. Participants may under-report or exaggerate to minimize or intensify the results.

Another limitation related to the sample is that this sample focused on pre-service school
counselors, and it is expected that there may be a difference between pre-service school
counselors and school counselors already in the field. This difference may relate to practice and
competency. Thus, responses in this study may only provide a starting point for considering
whether such attitudes and attributions exist among practicing school counselors. Specifically,
results cannot be generalized to counselors in practice or individuals in other areas of the helping
profession. A parallel concern is the relatively high level of school counseling self-efficacy
among the sample. The sample would have had limited opportunity to have developed
counseling experience while in their programs and training. Their self-reported level of self-
efficacy may be falsely elevated and not a realistic demonstration of their actual competence.

This may limit discussion of this variable in relation to attitudes and attributions toward poverty.

Recommendations

Future research looking at the attitudes and attributions of pre service school counselors
should take into account several of the methods, findings, and limitations of this study. First, this
study looked closely at pre-service school counselors in the southeast region of the United States.
Future research could be expanded to include pre-service school counselors from different

regions, as well as school counselors who are already in practice. In addition, a comparison
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study of pre-service school counselors and school counselors may bring forth information as to

similarities and differences and how best to serve this population.

A second recommendation includes a qualitative study which examines in depth the
attitudes, attributions, and self-efficacy of pre-service school counselors. In addition, a
qualitative study to examine the attitudes, attributions, and self-efficacy of practicing school
counselors. Future research done in a qualitative manner may help determine a deeper

understanding of attitudes and attributions towards individuals living in poverty.

A third recommendation is to look more specifically at training programs for pre service
school counselors and determine the level that poverty training is being integrated into programs
and the impact it makes on individuals personal attitudes, attributions, and self-efficacy towards

poverty.

Summary

The purpose of this study was to explore pre-service school counseling students’ self-
efficacy as it relates to their personal attitudes and beliefs of attributions of individuals living in
poverty. Pre-service school counseling students were surveyed to explore each area. This study
found that pre-service school counselors tend to hold negative attitudes towards individuals
living in poverty. While these results align to past research looking at the general population or
other groups, it is one of few studies looking specifically at school counseling students. It is
believed that the results of the current study may assist in helping to acknowledge a needs based

area and help grow a needed research base for working with individuals in poverty.
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Attributions of Poverty Scale
(Bullock, Williams, & Limbert, 2001)

Please rate how important each of these reasons are for explaining why some people
are poor in the United States and others are not. Please use the following scale:

1 2 3 4 5
Not at all important Extremely important
as a cause of poverty. as a cause of poverty.
1. Structuralistic inequalities that don’t give all people equal choices...... 1 2 3
2. Negative attitudes and anti-work mentality among the poor............... 1 2 3
3. Unfortunate CirCUmMSIanCes. .......ouuueeniitinti et 1 2 3

4. A capitalistic society in which the wealth of some is contingent
upon the poverty of others............c.oooiiiiiii 1 2 3

5. An unwillingness to work at a competitive level that is necessary

to make it in the WO .......cco i 1 2
4 5
6. Sickness and diSability ...........ccoveiiiiiie e 1 2
4 5
7. Discrimination against minorities and the POOr............ccoovvieiiieic i 1 2
4 5
8. A lack of motivation that results from being on public assistance......................... 1 2
4 5
9. Not having the right contacts to find JoDBS..........cccooiiiiiiiii, 1 2
4 5
10. An economic system that fosters competition over cooperation ..............c.cccec.... 1
4 5
I 0T 1 T - 1 OSSR 1 2
4 5
12. Not inheriting money or property from relatives............cccoooeiiieiii i 1 2
4 5
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13. Being taken advantage of by the rich..........ccocooiii 1
4 5

14. Lack of drive and PErsEVEIANCE ........cccviveieerieiieseesieeiesieesteeeesree e aeesree e eeesns 1
4 5
15. Being Dorn int0 POVEILY .......c.ooiiiiieieeee e 1
4 5
16. Corporate downsizing and U.S. companies relocating to foreign
countries that can pay [OWET WAGES ........cveveieriiierieiirie e 1
4 5
17. Lack of motivation and lazZiness ...........cocuviiiiieiienene s 1
4 5
18. LACK OF MONBY ... 1
4 5
19. The failure of society to provide good SChOOIS. ...........cccccvevviieiieie e 1
4 5
20. Being too picky and refusing to take lower paying jobs...........cccociviniiiniiienn, 1
4 5
21, Just Plain DA TUCK.........c.eeieieiecie e 1
4 5
22. Low paying jobs With N0 DENETITS ........ccueiiiiiiii e 1
4 5
23. Lack Of INtEIHGENCE. .....c.eeeiieieieeee et 1
4 5
24. Lack Of transSPOrtatioN. ......c.ooiiiiiiiiieie e 1
4 5
25. A federal government which is insensitive to the plight of the poor................... 1
4 5
26. Lack of effort among the poor to improve themselves..........cccoccvvivevvive e 1
OSSPSR
27. Being from a family without the resources to financially help at

critical points in 0Ne’s 1Ife........ccoiiiiiiiiii 1
4 5

64



28. A vicious cycle that perpetuates poor work habits, welfare
dependency, laziness, and 10w Self-eSteem...........cccvvieiiiii i

4 5

30. Not having positive role models to teach children about adult
drive and amMBITION ........cooviiiie i

4 5
31. Prejudice and discrimination in the hiring proCess..........ccccovveneneneneninsiieiens
4 5

32. A weak safety net that doesn’t help people get back on their feet
financially (i.e. low welfare benefits) ...,
4 5

33, LACK OF CRITACAIE. ... et
4 5

34. The ability to save, spend, and manage money Wisely ..........ccccocvvvnirinininiennn,
4 5

35. The break-up with families (e.g. increased divorce rate)..........c.ccevvevevveervenenne.
4 5

36. Not receiving a high school diploma ...
4 5
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Attitudes about Poverty (Yun & Weaver, 2010)

Please select your level of agreement to the following statements using the following scale:
If you strongly agree, please circle SA.

If you agree, please circle A.

If you are neutral on the item, please circle N.

If you disagree, please circle D.

If you strongly disagree, please circle SD.

1. Welfare makes people lazy. SA
N D SD

2. An able-bodied person using food stamps is ripping off the system. SA
N D SD

3. Poor people are dishonest. SA
N D SD

4. People are poor due to circumstances beyond their control. SA
N D SD

5. Society has the responsibility to help poor people. SA
N D SD

6. Unemployed poor people could find jobs if they tried harder. SA
N D SD

7. Poor people are different from the rest of society. SA
N D SD

8. Poor people think they deserve to be supported. SA
N D SD

9. Welfare mothers have babies to get more money. SA
N D SD

10. Children raised on welfare will never amount to anything. SA
N D SD

11. Poor people act differently. SA
N D SD

12. Poor people are discriminated against. SA
N D SD

13. Most poor people are dirty. SA
N D SD
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14.

15.

16.

17.

18.

19.

20.

21.

People who are poor should not be blamed for their misfortune.

N D SD

If 1 were poor, | would accept welfare benefits.

N D SD

Some "poor” people live better than | do, considering all their benefits.
N D SD

There is a lot of fraud among welfare recipients.

N D SD

Benefits for poor people consume a major part of the federal budget.

N D SD

Poor people generally have lower intelligence than nonpoor people.

N D SD

| believe poor people have a different set of values than do other people.
N D SD

| would support a program that resulted in higher taxes to support social
programs for poor people. SA° A N D

SD
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DEMOGRAPHIC QUESTIONS

Please select the appropriate option for the following guestions

1. What is your gender?
Female Male

2. What is your age?

3. What is your race/ethnicity?
White

Black or African American

American Indian or Alaskan Native

Asian

Native Hawaiian or Other Pacific Islander

Hispanic or Latino

Other Race

4. What State do you currently live in?

5. How many credit hours of the school counseling program have you completed?

0-9

10-18

19-28

29-38

39-48

59- 68+

5. What is the socio-economic status of your family of origin? In other words, in which of the
following SES do you consider yourself to have been raised?
Poverty level or below.

Just above the poverty level.
Lower middle class.

Middle class.

Upper middle class.

Upper class.

For the following please respond to the open-ended guestions

1.

When you become a school counselor, do you prefer to work in a Title-1 school (high
poverty) or a non-Title | school?

Discuss why you would prefer this type of school.

Discuss why you would prefer not to work at the opposite type of school.
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School Counselor Self-Efficacy Scale

Below is a list of activities representing many school counselor responsibilities. Indicate your
confidence in your current ability to perform each activity by circling the appropriate answer
next to each item according to the scale defined below. Please answer each item based on your
anticipated (or previous) ability or school(s).

Remember, this is not a test and there are no right answers.
Use the following scale:

1 = not confident,
2 = slightly confident,
3 = moderately confident,
4 = generally confident,
5 = highly confident.

Please circle the number that best represents your response for each item.

1. Advocate for integration of student academic, career, and personal 1 2 3
development into the mission of my school.

2. Recognize situations that impact (both negatively and positively) student 1 2 3
learning and achievement.

3. Analyze data to identify patterns of achievement and behavior that 1 2 3
contribute to school success.

4. Advocate for myself as a professional school counselor and articulate the 1 2 3
purposes and goals of school counseling.

5. Develop measurable outcomes for a school counseling program whichwould i 1 2 3
demonstrate accountability.

6. Consult and collaborate with teachers, staff, administrators and parents to 1 2 3
promote student success.

7. Establish rapport with a student for individual counseling. 1 2 3

8. Function successfully as a small group leader. 1 2 3

9. Effectively deliver suitable parts of the school counseling program through 11 2 3
large group meetings such as in classrooms.

10. Conduct interventions with parents, guardians and families in order to 1 2 3
resolve problems that impact students’ effectiveness and success.

11. Teach students how to apply time and task management skills. 1 2 3
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12

Foster understanding of the relationship between learning and work.

13

. Offer appropriate explanations to students, parents and teachers of how

learning styles affect school performance.

14. Deliver age-appropriate programs through which students acquire the skills

needed to investigate the world of work.

15

. Implement a program which enables all students to make informed career

decisions.

16

. Teach students to apply problem-solving skills toward their academic,

personal and career success.

17.

Evaluate commercially prepared material designed for school counseling to
establish their relevance to my school population.

18.

Model and teach conflict resolution skills.

19.

Ensure a safe environment for all students in my school.

20.

Change situations in which an individual or group treats others in a
disrespectful or harassing manner.

21

. Teach students to use effective communication skills with peers, faculty,

employers, family, etc.

22.

Follow ethical and legal obligations designed for school counselors.

23.

Guide students in techniques to cope with peer pressure.

24,

Adjust my communication style appropriately to the age and developmental
levels of various students.

25.

Incorporate students’ developmental stages in establishing and conducting
the school counseling program.

26.

| can find some way of connecting and communicating with any student in
my school.

27.

Teach, develop and/or support students’ coping mechanisms for dealing
with crises in their lives — e.g., peer suicide, parent’s death, abuse, etc.

28.

Counsel effectively with students and families from different
social/economic statuses.

29.

Understand the viewpoints and experiences of students and parents who are
from a different cultural background than myself.

30.

Help teachers improve their effectiveness with students.
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31. Discuss issues of sexuality and sexual orientation in an age appropriate 1 2 3
manner with students.

32. Speak in front of large groups such as faculty or parent meetings. 1 2 3

33. Use technology designed to support student successes and progress 1 2 3
through the educational process.

34. Communicate in writing with staff, parents, and the external community. 1 2 3

35. Help students identify and attain attitudes, behaviors, and skills whichlead i1 2 3
to successful learning.

36. Select and implement applicable strategies to assess school-wide issues. 1 2 3

37. Promote the use of counseling and guidance activities by the total school 1 2 3
community to enhance a positive school climate.

38. Develop school improvement plans based on interpreting school-wide 1 2 3
assessment results.

39. Identify aptitude, achievement, interest, values, and personality appraisal 1 2 3
resources appropriate for specified situations and populations.

40. Implement a preventive approach to student problems. 1 2 3

41. Lead school-wide initiatives which focus on ensuring a positive learning 1 2 3

environment.

42. Consult with external community agencies that provide support servicesfor {11 2 3
our students.

43. Provide resources and guidance to school population in times of crisis. 1 2 3

Bodenhorn, N., & Skaggs, G. (2005). Development of the school counselor self-efficacy scale.

Measurement and Evaluation in Counseling and Development, 38(1), 14-28.
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My dgnature indicates that | have read, understand and o
-

ta condect this research project in accordance with the assuronces listed
abeove, /_z =

A May 22,2013
Principal Invastigatdr's Signature Drate
151GH IN B INK OHLY)

FACULTY ADVISOR/SPONSOR'S ASSURANCES

Jamie 5 Camey L
Printed name of Principal Investigator

1. By my signature as foculty advisor /sponsor on this researeh application, | centify that the student or guest investigater is
knowledgeable cheut the ragulatians and pelicies governing research with human subjects and has sufficient training ond
experience to conduct this particular study In accord with the approved prefocel.

2. | certify thot the project will be performed by qualified personnel according fo the approved protocol using cotventional or
experimental methodeolegy.

3. | agree fo meet with the Investigator on a regular basis fe meniter study progress.

4. Should problams arise during the course of the study, | agree ta be ovollable, personally, to supervise the investigator in selving
them.

5. | assure that the Investigater will promptly repert significant adverse events and/or effects to the OHSR In writing within 5 working
doys of the eccurrence,

&  If | will be unavallable, | will arrange for an alternate faoulty sponser e omume responsibility during my absence, and | will advise

the OHSE by latter of such arrangements,  If the igotor is un Fill i far s i r
modifications or the final repart, | will assume thet responsibility,

7. |hove read the protocel submitted for this project for content, clarity, and methedology

Printed name of Faculty Adviser | Spansor Signatura (SIGN IN BLUE INK ONLY) Date

C. DEPARTMENT HEAD'S AS55URANCE

By my signoture os department head, | certify that | will cooperate with the administration in the application and enfarcement of all
Auburn University palicies and precedures, as well as el opplicable fedaral, state, and local lows regarding the protection and ethical

treatment of human porticipants by resecrchers in my department.
Everatt Martin M/TMA}? (CJ:’{L 7‘1'.4-/ May 22, 2013
Printed name of Department Head Signature ;3}9!4 IN BLUE INK ONLY) Date

Signature Authostty for Dy, E. Davis Iartin, Jr. 5
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8. PROJECT OVERVIEW: Prepare an absiroct that incluedes:

2.

(400 word maximum, in lenguage understandable to someone who is not fomilior with your area of study):

I} A summary of relevant research findings leading fo this research proposal:
(Cite sources; include o "Referance Lisnt” oz Appendix A)

Il.) A brief descriplion of the methadology,

lIl.) Expected and/er possible cuvtcomes, and,

IV.) A stalement regording the potenfial significonce of this research project.

I Poverty i a growing apidemic in the United States, Curmently there are 46.2 million pecple lving in poverty in Amernca (DeNavas-
Walt, Proctor, & Smith, 2012). Children make up 24 percent of the total population and represent 34 percant of all individuals living in
pavarty (Addy & Wight, 2012). A1 the beginning of the century, more than 12 million American children lved in poverty; as of 2010 this
number has increased to 15.7 million (Macarney, 2011). These numbera serve to highlight the reality that many educators, counselors and
other professionals will be working with students and families dealing with poverty (Akaimao, Olsen & Frongillo, Jr., 2001). Howewver, there is i
paucity of research examining these atiitudes ameng pre-service school counselors. Due to the imited research in the counseling literature
that addresses the issues of working with low-income students and families, thera is a need to gain further information on the issue of socia
class.

Il. The purpose of this study is to examine the atlitudes. attributions and ssif-efficacy of pre-service school counseling graduate
students” atfitudes toward persans living in poverty, This will indude how these variables relate to each other, with spacific consideration of
school counselor self-efficacy as it relates to attributions and attibudes fowards persans living in poverty. This study proposes to include
graduate students in school counseling programs. The methadalogy will indude using survey measuras to measure the identified varables
Group comparisens will incude comparisons acrss the demographic variablas of gender, age, and sociceconomic background.

1. This study may provide some context for examining the variables that contribute to attitudes concerning persons living in poverty,
witn specific consideration of how individuals beliefs about social justica and equality contribute o these attitudes. This can contribute 1o
the bady of knowledge on the culture of poverty. In addition, the study will provide some base knowledge about the attitudes of pre-senvice
school counselars.

I'. This research has the potantial of confributing to the growing boedy of research on attitudes toward parsons living in poverty. This
incledes consideration of the variables thal contribute o these attitudes and the maintenance of these aliludes. This research alse has the
potential of contributing to programs that prepare professicaals, primarily school counseting programs, potentially increasing awareness and
knowledge about attitudes toward persens Eving in poverty amaong pre-service professionals in these areas.

PURPOSE.
a. Clearly siate all of the objectives, goals, or aims of this project.

The purpose of this study is fo examine the attiudes of pre-senvice school counseling students” atfitudes fowards persons living in
poverty, The primary goal is to determine how the variables of: attitudes toward persans [ving in poverty (lowes SOCIDECONDMIC status),
aftributions toward poverty, and school counsalor self-efficacy. This will include consideration of how school counselors’ salf-efficacy.
schosl counseling skill and practios perceived competency, relates o attitudes and attributions towsnd parsons livirg in poverty or bower
socipaconomic stalus.,

This will allow for 2 glabal investigation of attitudes taward persans living in poverty with specific comparisons of comparisong across
demographic data (.., gender, age, socioeconomic backgrounds).

b. How will the resulls of this project be used? (e.g., Prosentation? Publication? Thesis? Disseration?)
The results from this study may be disseminated thru presentations and publications.
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10a. KEY PERSONNEL. Describe responsibiliies, Include mformalion on reseanch fraining or cerifications related to this project. CITI is reguired.
LI certificates of completion,

1.

Be as specific as possible. (Attach exira page if needed.) AN nor AL-affiiated key persoel mist alach

Principle Investigalor___ Sarah Kitchens Tithe: E-mail address _spotf0d@Easbumedy
Dapt | Affiliation: SERC! Counsslor Education _ .

KBoles / Responsibilities;

Individual: _ SarahKichens  Title: _ PhO Studenl E-mail address _ &#e0003@aubum.edu
Dept | Affiliation: __SERCY Counselo: Educalion —

Roles / Responsityiities;

Individual: Title: E-mail address
Dept | Affiliation: . N

Roles / Responsibiliies:

Individual; Title: E-mail address
Dept | Affiliation:

Roles / Responsibitiies:

Individual: Tithe: E-mail address _
Dept | Affiliation:

Individual; Title: E-mail address
Dept | Affiliation: =

Boles / Responsibilities.

LOCATION OF RESEARCH. List all locations where data collection will take place. (School systems, arganizations, businesses, bulsings
and room numbers, servers for web surveys, elc) Be as specific as possible. Attach permission letters in Appendix E.
{500 sample detters @t Mip:d anbrn e uiesaarnl e i

Studerts will be recruited from courses In the Special Education, Rehabiitation and Counseling Department in the College of Educaion at Aubum

University and tha School Courseling Program in the College of Education &t Libarty Universily,
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12. PARTICIPANTS.
8. Describe the participant population you have chosen for this project.

b.

C.

Check here if there is existing data; describe the population from whom data was collecled & include the # of data files,

The participant population wsed for recralimant in this study will be gathersd from graduate siudents enrolled in cowrses in the Special Education.
Rehabilitation, and Counseling Depadmen in the Colage of Education at Auburn Univarsity and graduate stutents enrollad in coursaes in the
School Counseling Program in the Collsge of Education 1 Liberty Univarsity. Facully permission to recrult from coursas has bean obtained. This
will include ondy participants who are 19 yrs. or alder,

Describe why is this participant population is appropriate for inclusion in this research project. {Include criteria for selection )

This eludy proposes (o axaming atlitudes and atirbulions lowsards persans living in poverly smang greduate students. A sacondary goal is 1o
exarming thesa attitudes and atirbutions as thay relale jo self-eficacy.

Describe, step-by-step, all procedures you will use Lo recruit participants. fachide it Aopendi 8 a copy of all e-mais, fyers,
advertisamens, recraling soripls, imdatians, efc. that will be wsed fo nvile peaie i participale.
[5ee sample documents ar hito: i sutum edufesearchyprifsSample lim ]

S luints will b rciad fom Courses i e Spectl Educion, Rehebilisation and Counseling Depariment n Fa Coliga of Educalion ot Aubum Liravars by seid g Schodl Counseling Peogram in i

Coliegn of Exducation s Libarty Untesrsity, Consont from becalty missbers saching idanifad oourses havs s obisinec, Th iontiied cowses sddimss st talibed b irsin ng on counsaing ol

kPl Faouly whe have proided comsend b particpale have dentfsd thai fa Ssous of hia study i relaied i shwe coures snd oot oontont. The Princpal eressil galisr eachi in tha SERC

depariment and wil not ba colincing data 'n any course for which she is sareng & an inslucler of susendsing shudeis (s . RleEshiR)L

AL Lierty, datn cotiection wil incho s in s Sata coliockon when spprond, s dals eoleciion oriing for courses ol to £t have tho apsorturity o do i chas oolecton [dekince education couns
In coarmes whers corsen| Bas bean approyved the instrechor hes sgresd o o ona of ha Solowing:

1 Thi irrsestigalors imwakved in duta colecion [nof princkpal | messgalor 10 come in ol e erd of cloess (ke 25 monules). Coursa nsbrucons el ol bs presenl o preessn] coRnsnn,

Iwssstigaioes will il polaniial pricipants sl By ne Doing asked Io pariciie in 2 study, ihel perticpaion el ieke 1521 minubis, thal Panispaion s ot dnked 1 hes el chs and b vohrl

Guavey piackits will bo dissnminaiod & poinniie partgnts will b il o reiew e inforraiionsl ks (Aspends: B} and if they chorka (o participaie they Gan oo (leie e preides minvays and

ke S sunvaye in e provided envelops Thass: chaosing nel juarticpais o refus the sy, 50] compleiod, in e provded svskpe.

2 I ckgsaas that e disanco sducalion e sursey wil ba emailed oul 0.2 dess momberes via Bunsay Monkay, Tre smii wi il padariienl paricigenis Tl ey ams tesing) sl o patici

v harly, Wil peticipstion will Baka 15-20 minuine, pacpAiom i nol livked I T cumant cass ar s vekelery. Poanial prticpents sl be sk i rosies e inomationsl Seber (Ajpand B)

I beginning of e sarusy and if thiy chomo o paricpals Bey G complebs B DRovided suray. e chissing mol parioipsts con delsts e smal

&5
What is the minimum number of participants you need to validate the study? z =
Is there a limit on the number of participants you will recruit? O e [ Yes-thenumberis "
Is there a limit on the number of participants you will include in the study? CIne [ Yes - the number is

M Compensabon

Describe the type, amount and method of compensation andlor incentives for participants.
{If no compensation will be given, check here )

Select the type of compensation: —— Monelary — Incentives
_ Raffie or Drawing incentive {Inciude the chances of winning.)
__ Exra Cradit (State the value)
— Odher

N
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13, PROJECT DESIGN & METHODS,

4. Describe, step-by-step, all procedures and methods that will be used to consent participants.
{ — Check hare if this is "not applicable”; you are using existing data.)

Stedenis o e daelife! CowEe in BEw_',mg|meulu.mpmpa.unqlh.nmumﬂmmelﬁml Corsen from faaEy irsrucking thoss coursss hes baen
oblaivad. Sudents n o cielehon e | I Baller ans Bk e study.

3. [During recrustmind the irvestigions wil sl prolantial pasfcnants thal they an being asked lo parfapale in o shedy, Pal paiciadion wil ks doout 1020 minses, Fal particpation s nol
linkaad! to e ouman class and is soluniaey, The instrucios of B paricipeiing cowss will be asksd 1o Bave o room duing daln Coldion b Nt oreaie coaroion.

3 Guewery packets wil be and p will b nskad by prverw the infarmealionsd laker and I ey chooms ko pasiciple they Con complete the prowded surveys ond
paduin i Gurssys in T provided smeinps, Thoss chesing sl i participobs con reum i sy, Dol complisd, in e provided smakpe. b (e distance eoucion drsses siuisnis =i be
s ha infermationol keler and ik o s surory Teesres.  Eludans o g r P saatviay afiar rawiesing the infornmalicnsl conent eber wil ba prosiced & bnk 1o the suray
M.,

4, The surewy packels will iscluda B ik latier, n graphi e e survy siausia: &iTudes Drwand Poverty [on & Waees, 20109, Adritations of Poverty Scale
(Builock, Wibmima, & Limbar, 2004}, and School Gounseinr SefEficecy Scale (Bondenhom 8 Scaggs, S5, Survy measunes wil be randomiy oidesd 0 Rl 1o oeala 2 preceniation blas

5 I cless particpants il b able o relm o ey of Fml djin & peorsided A, A box will Ba provided fo siosr e polential paraspants Lo reluen their survays in

o provided bae, Dt sduialon Sudents who choose i particpatn wil aimply cemRin and metmil el negenias o,

& Al dain will ba anpiyosd in an sgpsegets mansar, Tris data is saomemis and no idendlying dale will be col oo,
Mp:ﬁ:nummemun-mwwﬂmdmmmmm Wil pariicipation is voheriary snd b el lnkad b Feir curent courss of BRI o MaeT program, Panicpanis
il Do bkl hiat hay Can chooes b pamticipas by peming Lhe sureeys (n the saresy packal} compleled = I providkd arveiopa of oom o ing the seresy in sme fom, Sudents Wil ako be
foid thit i Iy choose not io parkcpin Sy can simply relum iho sersey fomms, ol compleied, in Lhe provides o fhbaln o smail. Courss inetrucion wil ba asksd, i ke the oom
duriey dafa coliation % not cresis G ercion I parcpate,

b. Describe the procedures you will use in order to address your purpose. Provide a step-by-step description of how you will carry
out this research project. Include speciic information about the parlicipants’ fime and effort commitment. :mrf:w;m that
would e unoerstandatie io someane ki S naf famitar il your area o study, Withour & complete deseripiivn of alf . e
Autirm Liniversiy (RE will ot be abie to review this protocol. I actitional space is needed for this section, save the nformarion as a FOF
e ard insert after page & of s famm, )
1, Shurert b s ol coUrsos in SEFG and al Libsity wil i recnila during tha and of thir course sessions. | 25 mirdus) Conson from faculy inseding e counss ho

e oblsirsd. Siudnels B U dstancn stucalion counsss will ba maikd the informalonsl st and link © e shdy.
3. During recruitmant e nvesligaiors wil sl poislial poricipants thal thin @ra being vnd 1o pacpata in g sluay, that prticipaios wil ko aboul 15-20 mnutes, Vel partcpation is no

Jirehaaed L e cusmant o se snd & soluntany. Tha of {roe et ng course wil e asked 19 eiva i s00m durng diks clacion i sl amals cosron,
:|._ﬂmmﬂmuwmmmmmmumhmhhu-mﬂmwmﬂmwmwﬂmH!'nnmlulh-wmh-'m«uml
eelusi this sy in o posided smsbpe. Trose choosing nod S0 particpels can relum he saneps, sol pliriad, in the i d In this chsinrcs soucbon cnissk sudants wil
o provited tha imomatonal etler and Ena i e slnay %h heszi 12 pompleln T aurey GN0r riwing Ihe mfoerslionsl consent it wil be provides u ok b e
SUTVHY BTN,

4. The aurvay packats wil inciude Forsraiional letler, a o e a1 SUraDy e msunes: AN iward Prvery ¥ um B Weaver, 20001 Atritalions of Py §oa

mﬂi“;mmu“mwmmmfmn& Braggs, 20080) &nnmmmmwmmmmnmmmmm
5. I clees paritinnts wil ba able % rhem S s [emplasd of no: compleind) in 4 govided owelopn 4, boes will ba proviced o aliow i poinnial panicponts ka reluen s sy s 0
v it e ase Dietzanzs sdacalion shedorls st chooss bo pes o wil Smphy compisls and bl ther responses sniing

B, Al data wil e anakyzed B oo agggEie mannen, This dok = ¥ and no ihang dira sill bo
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13c. List all data collection instruments used in this project, in the order they appear in Appendix C.
(.., surveys and questionnaires in the format that will be presented to paricipants, educational tests, data collection shests, interview
quesiions, audicivideo taping methods etc,)
1, Demagraphic Questionnaire: This measure developed by the imestigators simply presant guestlions pertaining to age, majar, gender, farmily
sociopconamic backaround, and race/cultural identity, Thera are also lwo apen-endad refleclion questions about poverty,
2, Attributions of Poverty Scale (Bullock, Wilkams, & Limbert, 2001): This 36-#em scale measures sttributions and beliefs aboul poverty and presents wilk
3 faciors; individualistic, strucluralistic, and fatalistic.
3. Atitudes toward Povarly (Yun & Weaver, 2010): This 21-item measures degres of agresment with statements about poverty and parsons who ana livie

In powvarty,
4. School Counselor Self Efficacy (Bodenbom & Skaggs, 2005): This 43-item maasures the echool counsalors corfidence o perform acivilies in a school

satling

d. Data analysis: Explain how the data will be analyzed.

Al cata will be entered and analyzed in an aggregate manner. Multiple regression will be usad 1o assess the relationship scross vanablas. While
comparisons will be made across demaegraphic data the data will not be collected nor analyzed in 8 mannar thet wou'd allow for the identification of

individual participants.

4. RISKS & EI-ISI.‘.:UIIF(!RTS List and describe all of lm risks lhat participants might encounter in this research. i you are using
i54 p sure to attach a copy of the dediefing form you plar fo WS i

Thire will be no ftaks or discomforts in his reseanch,
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15. PRECAUTIONS. Identify and describe all precautions you have taken 1o eliminzte or reduce risks as listed in #14, If the participants can be
classified as a "wuinerable” population, please describe addiional safeguards that you wil use fo assure the ethical reatment of these
individuals. Provide a copy of any emergency plansiprocedures and medical referral lists i Appendix D,

If wsing the Internet i collect data, what confidentiality or security precautions are in place to protect {or not collect)
idertifiable data? Include protections used during both the collection and ransfer of data.
(These are fikely Ksted on the server's websio )

The racults of the surmy will be ananimous; no parsonal identifying information will be requested. Surveybonkey, the surey hasting service, encrypls
anawars and will not enable cokles on your computer's hard drive, Respansee will be combined with cther responsas and reported in a group format.

16. BEMEFITS.
a.  List all realistic direct benefits participants can expect by participating in this specific study.
(D ot include “compensation” istod it #12d)) - Check here if there are no direct benafiis to participants.
There may be no direct benafits for the paricipants.

b. Listall realistic benefs for the general population that may be generated from this study.

This study potentially can conribule 1o & greatar understanding of attiludes toward persons living in poverty. Thiz can include understanding he
variables that contributs fo these siiludes and the status of these atliudes and atiituions amang pre-service school counsalors. In addtion, the sty
may expand our understanding of these atliledes amaong pre-serdce professionals in counseing, thus patantially contributing 1o pedegagical and
practica training,
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17. PROTECTION OF DATA,

b.

Will data be collected as anonymous? [ Yes [] Mo IF"YES" skiptopart 'g"
(" Anormemaus " medrs that pou sl ol colect any identifabie dara.)
Will data be collected as confidential? O ves Uno

{"Conffiderniial” mesans hal oo will collect amd profect idemifatie dats,)

If data are collected a5 confidential, will the participants’ data be coded or linked to identifying information™
B Yes (If so, describe how linked.) No I

Justify your need to code participants' data or link the data with identifying information.

Where will code lists be stored? (Building, room number?)

Will data collected as “confidential” be recorded and analyzed as "anonymous"? O ves m™
{IF you will maintain identifiable data, protections should have been described in #15.)

Describe how and where the data will be stored {e.q., hard copy, audio cassatle, elecironic data, ete.), and how the location where
dala is stored will be secured in your absence. For electronic data, describe security. If applicable, state specifically where amy
IRB-approved and participant-signed consent documents will be kept on campus for 3 years after the study ends.

Al data is anomymous and no individual participant can be ienlified, Surveys will be kepd i the office of the Principal Investigator (2016 Halay)in a
locked e cabinel. Once all data has been entered the data will be maintained elecironically on the computer of the Principal Investigator, The
survays will be shreddad onoe data hag been enlened.

Who will have access to participants’ data?
{ The facuily advisor should ave il access and he able fo prodiuce the data in the case of 3 foderal or instiutional auo,)
Dr. Jarmie Camey & Sarah Kitchens

When is the latest date that confidential data will be retained? (Check here if only anonymous data will e retamed. )
May 1, 2014

How will the confidential data be destroyed? (NOTE" Data recordad and analyzed as “anonymous” may be retained indefintely.)
Thare i no confidential dala.
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PROTOCOL REVIEW CHECKLIST

All protocols must include the following items:

1. Research Prolocol Review Form (Al signatures included and all sections completed)

(Examples of appended documents are found on fhe OHSA websibe: hitp:iwww aubum edulresearchivpriohssample.him )

2. Consent Form or Information Letter and any Releases {audio, video or photo) that the paricipant will sign.
3. Appendix A, "Reference Lisf®
4 Appendix B if e-mails, fiyers, advertisaments, generalized announcements or scripts, efc., are used bo recruit parlicipants.

5. Appendix C if data collection sheets, surveys, tests, other recording instruments, inlensew scripts, etc. will be usad for data
collection. Be sure to sttach them in the order in which they are listed in # 13c.

6. Appendix D if you will be using a debriefing form or include emergency plans/procedures and medical refemal lists
{# referral st may be atisched fo the consent document).

7. Appendix E if research is being conducted at sites ofer fhan Aubum University or in cooperation with other enfities. A
permission letier from the site | program director must be inchuded indicaling their coogeration or invalvement in the project,
MOTE: If the proposed research is & muli-site project, involving invesfigators or parficpants at other academic insfitufions,
hospitals or private ressarch organizations, a letler of IRB approval from each anfity is required prior o initiating the project.

B Appendix F - Writhen evidence of acceptance by the host couniry if research is conducted oulside the United States.

FOR FULL BOARD REVIEW, NUMBER ALL PAGES, INCLUDING APPENDICES
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APPENDIX F

INFORMED CONSENT FORM
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24

T Proscots_/ 3- 223 EN 304,
AUBURN —

UNIVERSTTY

SPECEAL ELRLIC
HEHABIEITATION, ANDOOUNERLING

[NOTE: B0 NOT AGREE TO PARTICIPATE UNLESS IRE APFROVAL

INFORMATION WITH CURRENT DATES HAS BEEN ADDED TO THIS DOCUMENT.)

INFORMATION LETTER
for a Research Study entitled

Self- Efficacy as it Relates to Attributions and Attitudes towards Poverty Among Pre-Service School
Counselors

You are invited to participate in a research study to examing attitudes and beliefs about poverty.

The study is being conducted by Dr. Jamie Carney & Sarah Kitchens in the Auburn University Department of
Special Education, Rehabilitation, and Counseling. You were setected as a possible participant because you are &
griduate student in school counseling and are age 19 or older.

[ you decide 1o participate in this research study, you will be asked to complete a series of surveys and a
demographic measure. Y our total time comumitment will be approximately 20 minutes.
There are no risks associated with participation in this study.

Your participation in this study is totally voluntary, 1f vou choose to participate you will be asked to complete the
measures in an onling survey. Completing and submitting the survey will indicate your consent to participate. The
total time for vour participation will be approximately 20 minutes. Once submitted online you will be unable 1o
withdeaw from the study because survey results are not individually identifiable. Your decision about whether or
not to participate will not jeopardize vour future relations with Auburn University, and the Department of Special
Education, Rehabilitation, and Counseling.

If you bave questions about this study, please ask then now or contact D, Jamie Carney at 334-844-2885 or
camejsidiaubum.edu or Sarah Kitchens at 334-B44-7676 or seod3 @ auburn_edu.

I you have questions about your rights as a research participant, you may contact the Auburn University
Office of Human Subjects Research or the [nstitutional Review Board by phone (334)1-844-5966 or e-mail at

hsubjectiaubern, edu or |RBChain@auburm.edu.

HAVING READ THE [INFORMATION PROVIDED, YOU MUST DECIDE [F YOU WANT TO PARTICIFATE
[N THIS RESEARCH PROJECT. IF YOU DECIDE TO PARTICIPATE, PLEASE CLICK ONTHE LINK
BELOW,

Y¥OU MAY PRINT A COPY OF THIS LETTER TO KEEP.

D, Jamie Carney, Investigator Sarah Kitchens, Co-Investigator June 18, 2013

The Auburn University Institutional Review Board has approved this document for use
from June 16, 2013 to June 15, 2016. Protocol #13-223 EX 1306.

264 Flaley Center, Auburm, AL 368405222 Tolephome: 38407070, Fo 3308H-Ta07
www.auburn.cdu{scrc
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APPENDIX G

CONSENT TO USE SCSE
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X DELETE 4= REPLY €= REPLY ALL =3 FORWARD  [===
mark as unread
Bodenhorn, Nancy <nanboden@exchange.vt.edu>
Tue 6/11/2013 12:17 PM

To: [Sarah Kitchens;

® You forwarded this message on £/11/2013 2:23 PM.

[y 2 attachrments i

School School
Coun~.doox Coun~.docx

Hi Sarah, you have my permission to use the SCSE in your dissertation study if it continues to meet your needs.
| have attached two versions of the scale —the one labeled “with factors” is for your use to identify which items go with
each factor, and the other one is what should be used with the participants.

Good luck with the study —it sounds interesting!
Mancy

MNancy Bodenhorn

Associate Director, Office of Academic Programs
School of Education

Virginia Tech

From: Sarah Kitchens [mailto:sec0003@tigermail.auburn.edu]
Sent: Monday, June 10, 2013 3:52 PM
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