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The onset of the 2019 coronavirus disease (COVID-19) pandemic in the United 

States (U.S.) brought immediate and unprecedented disruption to kindergarten 

through twelfth grade (K-12) education. California high school counselors, faced 

with the dilemma of how to support student needs effectively and equitably during 

COVID-19, have looked to the state government and professional organizations for 

guidance on best support practices. While multi-tiered support frameworks, such as 

Multi-Tiered System of Supports (MTSS) and Multi-Tiered, Multi-Domain System 

of Supports (MTMDSS) have been increasingly recommended as part of the 

pandemic response, the effective use of MTSS/MTMDSS by school counselors 

presupposes a degree of belief in these frameworks. This study explored and 

measured California high school counselor beliefs about the importance of 

MTMDSS (Tier 1) universal supports since the onset of the COVID-19 pandemic. 

Data collected from 101 California high school counselors through the Universal 

Supports Importance Scale (USIS) survey instrument and from six follow-up semi- 

structured interviews suggested that counselors have high levels of belief in the 

importance of MTMDSS universal supports. Preliminary results of this USIS 

validation study displayed strong evidence for overall quality of valid and reliable 

scale score interpretation for measuring school counselor beliefs, offering promise 

for future diagnostic and formative uses of the USIS instrument in professional 

development settings. 
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The objective of secondary school counseling is “to help students overcome barriers to learning 

and to prepare for successful lives after high school graduation” (American School Counselor 

Association [ASCA], 2019, p. x). The United States (U.S.) onset of the 2019 coronavirus disease 

(COVID-19) pandemic in March 2020, brought immediate and unprecedented disruption to 

California secondary education, beginning with school closures, transitions to distance learning, 

and new modes of instruction (Savitz-Romer et al., 2021). 
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Throughout the pandemic, California high school students have endured varying degrees 

of uncertainty, hardship, and trauma, resulting in an evolving range of student needs (American 

Academy of Pediatrics [AAP], 2021; Minkos & Gelbar, 2020; Murata et al., 2021; Watson et al., 

2022). Students have experienced the pandemic in vastly different ways depending on a variety of 

intersectional and demographic factors with the most significant impact on students from 

underrepresented and/or marginalized backgrounds (Azar et al., 2021; Goldhaber et al., 2022; 

Sullivan et al., 2020). Emerging research has revealed a correlation between the amount of time 

spent in distance learning and declines in academic achievement, with the most profound impact 

on students of color and/or students attending high-poverty schools (Goldhaber et al., 2022; Jack 

et al., 2021). Beyond declines in academic achievement, students have reported significant 

increases in anxiety, depression, stress, loneliness, chronic absenteeism, and suicidal ideation 

(AAP, 2021; Gazmararian et al., 2021; Murata et al., 2021). 

U.S. public education has long been criticized for its inequities, yet public school campuses 

also provide some level of equalizing when students are on campus (Downey et al., 2004). While 

the sudden transition to distance learning during the COVID-19 pandemic spotlighted inequities 

within educational systems in California, social movements building in tandem with the pandemic 

such as the Black Lives Matter movement, gained national prominence and created a swelling of 

demand for social justice and equity throughout societal institutions, including kindergarten 

through twelfth grade (K-12 education (Sullivan et al., 2020). Many California public school 

districts responded by instituting equity-oriented goals, curriculum, institutional policy and 

practices, and state-endorsed systems of support to ensure the success of all students (Largent et 

al., 2021; Orange County Department of Education [OCDE], 2020). California high school 

counselors, faced with the dilemma of how to support student needs effectively and equitably with 

limited resources during COVID-19, have looked to the state as well as professional organizations 

for guidance on best support practices. 

 Multi-tiered support frameworks, such as Multi-Tiered System of Supports (MTSS) and 

Multi-Tiered, Multi-Domain System of Supports (MTMDSS) existed prior to COVID-19 and have 

emerged as prominent pandemic response recommendations (Sailor et al., 2021). Multi- tiered 

intervention models are designed to offer a systemic, data-driven, and equity-oriented approach to 

supporting students by deploying varying degrees of intervention intensity, based on student need 

(Belser et al., 2016). Within a three-tiered structure, Tier 1 is considered a universal supports 

intervention because all students in a school receive it. Tier 2 and Tier 3 interventions are 

progressively more targeted and intensive for a smaller portion of students whose needs are not 

fully met by a lower tier. Multi-tiered models are currently being implemented by school districts 

throughout California as preventative frameworks that focus on distributing limited school 

resources equitably to ensure the success of all students (California Department of Education 

[CDE], 2022; OCDE, 2020; Sullivan et al., 2020). 

 

MTSS/MTMDSS Prominence 

 

Multi-tiered support frameworks have been gaining ground in public education nationally 

throughout recent decades. The 2015 signing into law of the Every Student Succeeds Act (ESSA) 

specifically called for MTSS in public education (Braun et al., 2018). Since then, multiple states 

have instituted statewide MTSS models, including California. Prior to the arrival of COVID-19, 

the California Department of Education (CDE) embraced MTSS as “essential” and adopted a state 

MTSS model (CDE, 2022; Sailor et al., 2021). 
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Recent state legislation has intensified MTSS prominence within school districts 

throughout California. California Assembly Bill (AB) 104 and Senate Bill 828 funded a “scaling- 

up” of MTSS (CA SUMS) to encourage school districts throughout the state to “establish and align 

school-wide, data-driven systems of academic and behavioral supports to more effectively meet 

the needs of California’s diverse learners in the most inclusive environment” (OCDE, 2020, 

p. 2). California’s MTSS model is designed to align with California’s Eight State Priorities, Local 

Control Funding Formula (LCFF), and Local Control Accountability Plan (LCAP), which allows 

for California MTSS to be the “driver” of a statewide system of support (OCDE, 2020). 

MTSS, which focuses on data-driven academic and behavioral support interventions, is 

intended to be a schoolwide system, drawing from the contributions of administrators, teachers, 

counselors, staff, families, and the community (Belser et al., 2016; Bohanon et al., 2021; Sailor et 

al., 2021). As MTSS has become increasingly prevalent in California public schools, school 

counselors have considered how to align their curriculum and standards with the MTSS 

framework. In 2017, Dr. Tricia Hatch, a founding research contributor to the ASCA National 

Model for school counseling, introduced a school counseling-specific delivery model that aligns 

the three main competency domains of the ASCA National Model (academic development, social-

emotional development, and college and career readiness development) with MTSS.  

Multi-Tiered, Multi-Domain System of Supports (MTMDSS) provides school counseling 

programs a way to directly align their standards and competencies within a multi-tiered structure 

(Hatch et al., 2019). In alignment with MTSS, MTMDSS operates within the same three-tier 

intervention structure and emphasizes data-driven decision making and evidence-based practices 

in core instruction to address the needs of all students (Hatch et al., 2019). Unlike MTSS, which 

focuses only on the two domains of academic and behavioral support, MTMDSS also includes 

multi-tiered interventions focused on the college and career readiness domain of the ASCA 

National Model. Thus, MTMDSS was created to provide a supplement to the MTSS model by 

delivering interventions in all three ASCA National Model domains, across all three tiers (Geiger 

& Oehrtman, 2020). Since its arrival, ASCA and California’s state charter of ASCA, the California 

Association of School Counselors (CASC), included MTMDSS as a delivery model 

recommendation for MTSS within school counseling programs (ASCA, 2020; CASC, 2020). 

Recommendations for California school counselors to utilize MTSS/MTMDSS have 

increased since the arrival of the COVID-19 pandemic. In the fall of 2022, California’s state 

legislature passed Assembly Bill (AB) 2508, with the governor signing it into law and California 

Education Code shortly thereafter. California Education Code (1987/2022) calls on public school 

counseling programs throughout California to “work within multi-tiered systems of support that 

use multiple data sources to monitor and improve pupil behavior, attendance, engagement, and 

achievement” (California Education Code, §49600, [c3]). School counseling professional 

standards and competencies, guided by national and state professional organizations, have also 

increasingly called for school counselors to align their roles with multi-tiered support frameworks 

since COVID-19. For example, in 2023, CASC adopted a new set of school counseling standards 

calling upon California school counselors to design and implement counseling programs that align 

with California’s MTSS framework (CASC, 2023). Recommendations for school counselors to 

utilize MTMDSS to deliver multi-tiered school counseling support interventions presuppose their 

belief in these systems, which holds implications for successful implementation.  

 

School Counselor Beliefs and Behavior 
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School counselor beliefs about school counseling program components and supports are an 

important construct to consider, as they may impact the likelihood of successful implementation 

(Dahir, 2004; Hatch & Chen-Hayes, 2008; Pérusse et al., 2004; Sink & Yillik- Downer, 2001). 

Sink and Yillik-Downer (2001) examined 1,033 school counselors’ views on comprehensive 

guidance and counseling programs across western, midwestern, and southern regions of the U.S. 

and revealed a moderate relationship between the level of importance school counselors ascribe to 

their program and how involved they become with the development and implementation of it 

(Lauterbach et al., 2018). The 2001 study that guided the development of the ASCA National 

Model for School Counseling drew upon the theoretical underpinnings of Ajzen’s Theory of 

Planned Behavior, which posits that beliefs can predict and influence behavior (Ajzen & Fishbein, 

1980; Hatch & Chen-Hayes, 2008). Ajzen’s tested theory (Knabe, 2012; Teo et al., 2016) has also 

informed the construct development of this study. 

 

National Events of Educational Significance, Beliefs, and School Counseling Supports 

 

This study sought to explore beliefs within the context of a major event of educational significance 

(the COVID-19 pandemic). Epstein’s social cognition-oriented Cognitive- Experiential Self-

Theory (CEST) posits that beliefs are influenced by significant events (Epstein, 2003). Multiple 

studies have tested this theory, including Fletcher (1988) and Catlin and Epstein (1992), which 

demonstrated associations between significant events and impacted beliefs. 

Examination of the historical arc of the school counseling profession reveals abundant 

literature demonstrating the connection between national events of educational significance, 

school counselor beliefs, and the changing landscape of school counseling supports (Lauterbach 

et al., 2018). The direction and prominence of school counseling in U.S. education throughout its 

first half-century of existence was influenced by significant national events including: the 

industrial revolution which prompted a focus on vocational guidance around the early 1900s; the 

emergence of cognitive development, psychological theory, and humanistic movements of the 

1920s, 1930s, and 1940s which led to student-centered support related to personal needs; and the 

launch of Sputnik and the subsequent National Defense Act of the 1950s, which resulted in 

increased investment in education, nearly doubling the number of school counselors in the U.S. 

(Aubrey, 1977; Blake, 2020; Gladding, 2013; Lambie & Williamson, 2004; Shertzer & Stone, 

1981; Williams & Lair, 1991). A wave of professionalization in the 1980s led to early counselor 

education standards and the accreditation body, The Counsel for Accreditation of Counseling and 

Related Educational Programs (CACREP) and ASCA, which gave increasing visibility, 

legitimacy, and direction to the profession (Gladding, 2013; Schweiger et al., 2007). 

The standardization and accountability movement in U.S. education throughout the late 1990s and 

early 2000s, and including the 2001 No Child Left Behind (NCLB) Act, influenced the beliefs of 

ASCA members, who saw a need for a set of national standards and a standardized school 

counseling model that could measure the outcomes and impact of school counseling programs on 

student development and achievement (Campbell & Dahir, 1997; Hatch & Chen- Hayes, 2008). In 

1995, ASCA deployed a survey instrument to 2,000 members to measure beliefs about the need 

for standardization, as well as identification of standards, priorities, and best practices. In 1997, 

ASCA created its inaugural set of national school counseling standards developed with the input 

of school counselor attitudes and beliefs (Campbell & Dahir, 1997). In 2001, ASCA again sought 

the beliefs of school counselors as it set out to create a national school counseling model guided 

by standards and competencies-based curriculum, as well as data- supported outcomes 
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measurement. The School Counseling Program Component Scale (SCPCS), which aimed to 

measure school counselor beliefs about the proposed components of the forthcoming ASCA 

National Model, was deployed to 3,000 school counselors throughout the 

U.S. The SCPCS served as a primary data source in the development and finalization of 

the inaugural ASCA National Model for School Counseling launch in 2003 and has been 

redeployed to re-evaluate how those beliefs have evolved over time and with changes in education 

(Hatch & Chen-Hayes, 2008; Hatch et al., 2015). 

 

School Counselor Beliefs on MTSS/MTMDSS 

 

The available literature on school counselor beliefs related to MTSS/MTMDSS frameworks in the 

U.S. is, at present, limited. Previous studies have explored: school counselor beliefs related to 

earlier iterations of MTSS, such as Response to Intervention (Patrikakou et al., 2016), counselor 

knowledge and skills of MTSS frameworks (Olsen et al., 2020), the connection between MTSS 

training and school counselor perceptions about components of school counselors’ roles 

(Goodman-Scott et al., 2022), and recently, the relationship between school counselor beliefs of 

the MTSS framework and implementation (Edwin & Bahr, 2023). Literature examining high 

school counselor beliefs on the importance of MTMDSS framework interventions since the onset 

of the COVID-19 pandemic, however, is currently unavailable. 

Consequently, professional school counseling organizations in the U.S. and California, 

California Education Code, and California public schools/districts, are recommending and 

delivering MTSS/MTMDSS frameworks in their pre-pandemic formats without a body of research 

to assess the extent to which school counselors consider them important since COVID-19. These 

gaps in the extant literature indicate a need for research in this area. This study took the first steps 

of measuring high school counselor beliefs on the importance of MTMDSS, by focusing on one 

of the multiple dimensions that make up the MTMDSS model. 

 

Purpose of the Study 

 

The purpose of this study was to explore and measure California high school counselor beliefs on 

the importance of MTMDSS universal supports since the onset of the COVID-19 pandemic. The 

research questions that were addressed in this study are: (1) What are California high school 

counselors’ beliefs about the importance of Multi-Tiered, Multi-Domain System of Supports 

(MTMDSS) universal supports since the onset of the COVID-19 pandemic?, (2) Which variables, 

if any, predict/explain these universal supports-based beliefs?, and (3) Can these universal 

supports-based beliefs be measured reliably, and is there validity evidence to trust the 

meaningfulness of the scores generated by the Universal Supports Importance Scale (USIS) 

instrument? 

 

Methods 

 

Design and Instrumentation 

 

This study utilized an explanatory sequential mixed methods design that included two phases of 

data collection. Mixed methods research is recognized to support deeper insight into a problem or 

phenomena being studied, by combining data collection and rigorous analysis methods, thereby 
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bolstering the limits of the methods in isolation (Creswell & Creswell, 2018; Yin, 2006). Utilizing 

the strengths of these approaches, two instruments were designed, deployed, and used to collect a 

robust body of evidence, explore a complex construct (school counselor beliefs), and address the 

research questions presented in this study. An online survey was designed to collect a 

representative sample of high school counselors' beliefs about MTMDSS universal supports across 

California; a semi-structured interview protocol was employed to triangulate survey responses and 

probe for deeper themes with in-depth interviews from survey takers. These instruments were 

designed to capture descriptive and demographic data, in addition to examining recurring themes 

and patterns in high school counselor beliefs. 

 

Universal Supports Importance Scale Design (USIS)  

 

The Universal Supports Importance Scale (USIS) was designed to measure high school counselor 

beliefs on the importance of (Tier 1) universal supports within the MTMDSS model. The scale’s 

design was informed by best practices of education measurement and assessment. By utilizing the 

National Research Council’s Assessment Triangle (NRC, 2001) and Wilson’s building blocks of 

instrument development (Wilson, 2005), evidence to support valid and reliable inferences drawn 

from the scale was obtained with quantitative methods.  

 

Survey Design. The bulk of the survey was designed to measure how important high 

school counselors believe universal supports are since COVID-19 (see Table 1). Likert style items 

with a five-category outcome space ranging from strongly agree to strongly disagree were divided 

between four overarching types of school counseling interventions prescribed by the MTMDSS 

model’s (Tier 1) universal supports interventions. The four facets of practice include: (1) school 

counseling curriculum, (2) individualized student planning, (3) schoolwide events, and (4) parent 

education events. The second portion of the USIS was designed to examine whether various 

demographic variables predict or explain school counselor beliefs. Finally, exit interview items 

were used to check the validity of the USIS responses from a psychometric perspective.  

 

Semi-Structured Interview Protocol 

 

Qualitative data were collected through semi-structured interviews designed to promote a deeper 

understanding of the quantitative data collected, as well as triangulate the researcher’s preliminary 

analysis and interpretations of the quantitative results (Creswell & Creswell, 2018; Yin, 2006). 

The interview protocol was designed to align with survey items from the quantitative phase of the 

study. Consistent with the USIS instrument, the semi-structured interview protocol focused on the 

same four facets of practice within the MTMDSS model’s universal supports. The interview 

protocol revisited items within Part 1 of the USIS survey instrument, by asking a single question 

related to the importance of each facet of practice. For example, the interview question for the core 

curriculum facet of practice was, “As a high school counselor, how important is having a planned 

school counseling curriculum that reaches all students since COVID-19?” A series of follow-up 

probes were deployed to elicit narrative explanations with the goal of providing deeper context 

and understanding of survey participants’ cognitive processes, survey responses, and levels of 

belief. Examples of probes included, “Can you explain?” and “Can you give some examples?” 

Each interview participant received the same interview protocol. 
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Participants and Sampling 

 

To measure California high school counselor beliefs on the importance of MTMDSS universal 

supports, high school counselors actively employed throughout the state of California were invited 

to participate in the study. Counselors were identified through publicly available high school 

counselor directories throughout California and the CASC membership directory (the CASC 

directory listed approximately 515 high school counselors). These multiple sampling sources were 

utilized to increase participation and encourage a sample that was representative of the statewide 

composition of high school counselors. Using purposive sampling (Patton, 2105), the researcher 

considered both school counselor and school community demographics in identifying potential 

interview candidates for the qualitative phase to ensure that the qualitative participant population 

would (1) be reflective of diverse statewide school counselor demographics, and (2) align as 

closely as possible to the sample demographics from the quantitative phase. The demographics 

considered included gender identity of counselor, race/ethnicity identity of counselor, counselor 

years of experience in the field, school county type, and school population socio-economic 

indicators. 

 

Data Collection Procedures 

 

Following institutional review board (IRB) approval, research was conducted during the third year 

of the COVID-19 pandemic. The 903 school counselors identified as meeting criteria for 

participation were invited to respond to an anonymous online survey near the start of the 

2022/2023 academic year. Preliminary data analysis began once the survey data had been 

collected, and this informed further refinement of the qualitative phase of the study. A small 

sample of school counselors were invited to participate in a 30-minute semi-structured interview, 

which took place remotely. Transcription of interviews preceded qualitative, quantitative, and 

side-by-side data analyses. 

 

Analyses 

 

Qualitative Data Analysis 

 

Following transcription of the semi-structured interviews, case profiles were created for each of 

the purposively sampled interviewees with key demographic information and responses for each 

question. Validity evidence produced by the exit interview items provided a trustworthy 

measurement to ensure credible results from the qualitative portion of this mixed methods study. 

Deductive thematic analysis was applied to the response data, using a coding system developed 

based on the predetermined facets of practice, as well as recurring emergent thematic patterns 

within interviewee responses (Braun & Clarke, 2006). Codes were applied to excerpts manually 

and using Dedoose software to identify each theme in the content analysis of the data as well as 

facilitate quantitative and qualitative side-by-side data analysis. 

 

Quantitative Data Analysis 

 

Descriptive statistics analysis was performed in SPSS Statistics (Version 28) to observe 

frequencies for all survey items as well as demographic items. Item response models were then fit 
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to the survey responses to obtain fit indices, including item “difficulties” and person 

“endorsability” estimates, on a unidimensional scale using ConQuest (Adams et al., 2020; Wilson, 

2005). Wilson (2005) notes that both of these parameters in a Rasch model are meant to represent 

the probable locations of survey respondents’ willingness to endorse a particular statement on the 

USIS scale. A logit value is assigned based on the ConQuest estimation procedures. Three linear 

regression models were then applied to the data utilizing SPSS to explore the potential relationship 

between the dependent response variable (school counselor beliefs) and the independent 

explanatory variables (such as years of experience in the field, gender, or urbanicity of school 

district). In total, seven explanatory variables were used in differing combinations within the 

different linear regression models: (1) urbanicity of school community, (2) percentage of students 

who qualify for free and reduced lunch (socioeconomic indicator), (3) number of years worked as 

a school counselor, (4) professional membership in CASC, (5) gender identity of school counselor, 

(6) race/ethnicity identity of school counselor, and (7) age of school counselor. In all three models, 

the dependent variable was the degree of school counselors’ belief in the importance of MTMDSS 

universal support interventions, as measured by the USIS. Collinearity diagnostics were also run 

to examine Variance Inflation Factor (VIF) effects, if any. 

 

Evidence of Validity and Reliability to Support Scale Uses 

 

Checking for validity and reliability of the USIS was a central focus of this study. Systematic 

evidence was collected to eliminate or reduce, where possible, threats to meaningful and 

dependable scale score interpretations. This was critical in the development of the USIS, to ensure 

that the instrument measured what it claims to measure, consistently and dependably. 

 

Evidence for USIS Scale Validity. The USIS was developed utilizing several strategies 

as checks for content validity. Content validity evidence was collected through construct maps and 

expert panel reviews during the development of the items design (Wilson, 2005). Response process 

validity evidence was collected and examined through a panel think aloud protocol and the 

survey’s exit item questions. Item Response Theory (IRT) Analyses, Wright maps, and Differential 

item functioning (DIF) analysis were utilized to produce internal structure validity evidence and 

confirm alignment between construct maps and the survey’s items design (Wilson, 2005). 

 

Evidence for USIS Scale Reliability. Internal consistency data were collected to explore 

and understand the reliability of the survey instrument. Two internal consistency coefficients, 

Cronbach’s alpha and Person separation, were generated to document the reliability of the 

instrument. In classical test theory, Cronbach’s alpha (1951) is accepted as an indicator of internal 

consistency, particularly with polytomous response data, as was used in this study. In Rasch IRT 

modeling, a comparable indicator of internal consistency is person separation reliability (Wright 

& Masters, 1982). 

 

Results 

 

Participant Characteristics 

 

Participant demographics were central to this study, as they played a key role in addressing the 

study’s second research question. The 101 participants who completed the entire USIS survey were 
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highly educated professional school counselors (99% earned master’s degrees or higher), 

predominantly (89%) working in comprehensive California public high schools. Most respondents 

(78.2%) were female and 21.8% were male. Respondents’ ages varied, with 65% between the ages 

of 30-49 years old. White school counselors made up a slight majority of the respondents at 53.5%. 

Hispanic or Latino/a/x school counselors were 36.6%. The majority of respondents (57.9%) had 

more than ten years of experience working as a school counselor, nearly 20% had between 5-9 

years, and 22.6% had fewer than five years of experience in the field. The majority (58.8%) of 

high schools were located in suburban counties, while 22.5% were located in urban counties and 

18.6% were located in rural counties. Respondents served a diverse range of students across 

socioeconomic indicators. Table 2 presents a summary of the personal demographics of the school 

counselors who participated in the survey. Table 3 presents a summary of the school community 

demographics identified by the school counselors who participated in the survey. 

Among the six participants who were interviewed for the qualitative phase of this study, 

four were female and two were male. Three of the participants identified as Hispanic or Latino/a/x, 

two as White, and one as Black/African American. The reported number of years working in the 

field of school counseling were: 1 year, 3 years, 6 years, 10 years, 16 years, and 23 years. Half of 

the participants were active members of ASCA, and one was a member of CASC. All six of the 

interview participants worked at comprehensive public high schools, with a distribution of 

urbanicity and socioeconomic school profiles that aligned with the larger, quantitative sample. 

 

Dimensionality of School Counselor Beliefs on Universal Supports Facets 

 

Table 4 contains a summary of results from Part 1 of the USIS which measured school counselor 

beliefs about the importance of MTMDSS universal supports since COVID-19. As the summary 

shows, there was a high rate of agreement with all USIS items within the four universal supports 

facets of practice. This resulted in a distribution of responses, with over 75% of responses falling 

into the agree or strongly agree outcome spaces for all 21 items across the four facets (school 

counseling curriculum = 85% or more of responses, individualized planning = 80% or more of 

responses, schoolwide events = 75% or more of responses, and parent education events = 75% or 

more of responses). Neutral responses were low overall, with no more than 13% of responses 

falling into this outcome space across all/any items and facets. Disagree responses were sparse (no 

more than 5% of responses) on each item across all facets of practice. None of the items in any 

facet received strongly disagree responses. The median scores for each ordinal type item are 

reported in Table 4. 

Overall, the semi-structured interview responses reflected the frequencies and ranges of 

beliefs observed in the survey response data throughout each facet. There was relatively strong 

alignment between participants’ survey responses and their semi-structured interview responses 

for each facet of practice. The interview participants described school counseling curriculum, 

individualized planning, schoolwide events, and parent education events facets of universal 

supports as being “important,” “very important,” “critical,” and “essential.” Taken together, these 

statements suggest a pattern of high levels of belief in the importance of MTMDSS universal 

supports. As was the case in the survey results, there were no strong disagreements within any 

facet amongst the interviewees. Figure 1, Figure 2, Figure 3, and Figure 4 present side-by-side 

analyses of the variation in responses on the importance of each respective facet of practice, as 

sampled from survey items and the primary interview question for each facet. 

Follow-up probes initiated by the researcher revealed additional context and depth to 
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counselors’ degree of beliefs. This included additional levels of enthusiasm, neutrality, and 

skepticism. Figure 5 demonstrates a range of interviewees’ beliefs within each facet. 

Additionally, two new themes emerged from the interview responses. First, a pattern of 

conflict and dissonance within interviewees’ beliefs of overall importance of an intervention 

emerged repeatedly from the interviews. For example, one interviewee described a school 

counseling curriculum as “definitely important,” but also expanded on the dissonance between her 

beliefs and perceived realities of practice since the arrival of the pandemic. 

 

I don’t know if it’s been long enough for us to really be able to think about all those things. 

I think we’re still in this stage of trying to get back to something normal. I think last year, 

being our first year back on campus, it was just kind of like a ‘what are we doing?’ type of 

thing. So, it’s definitely important, but probably like a 5 out of 10 right now. It’s definitely 

important, but I don’t know how that’s really been the priority. 

 

A second recurring emergent theme revealed by the interviews was the immediate need for 

school counseling interventions to address new student needs since COVID-19. The most 

prominent needs that emerged from these conversations were (1) the need for students to 

establish/re-establish personal connections within their school community, (2) the need for 

prioritizing equity within school counseling services, (3) the overwhelming need for student 

mental health and wellness/SEL support, and (4) the need to address gaps in student learning, 

motivation, and social-emotional skills upon returning from distance learning. For example, one 

interviewee shared the need at her school for mental health support since COVID-19. 

 

Living through the pandemic. . . There’s more of an urgency to it [individualized planning], 

because it’s also addressing the social-emotional piece. Yes, social- emotional. In the last 

two years, it has been essentially what I do. I’d say almost 90% of my day and it’s become 

higher-level. I would say my typical day consists of students suffering from major 

depression, generalized anxiety, panic attacks where students are unable to get out of bed, 

chronic absenteeism, students that have experienced sexual assault–it’s just been constant. 

I have several students hospitalized. So, yes, it’s the social-emotional needs, I can’t even 

describe how much this has grown. I’ve always thought it [individualized planning] was 

important, but for different reasons—to provide students with agency, and, that they’re 

able to make these decisions for themselves, and know the ins-and-outs of how to make 

that all happen. But since COVID, the [4-year] plan is actually being used to address social-

emotional consequences of the pandemic, like anxiety. . . and so we started doing 4-year 

planning with ninth graders again this school year . . .and I can’t imagine not doing them. 

They are critical right now. 

 

Factors Influencing School Counselor Beliefs 

 

Three separate regression analysis models were utilized to address this study’s second research 

question and explore the different possible interactions between predictor variables and the 

outcome variable. Table 5 demonstrates the effect of explanatory variables for the second 

regression model. All three regression analyses revealed no statistically significant relationships 

between the explanatory variables and school counselor beliefs at the ≤ .05 level. Thus, it is not 

reasonable to conclude from these analyses that any of the variables measured predict or explain 
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the degree of school counselor beliefs on the USIS. Both models produced low VIF levels of less 

than 2.5, an acceptable threshold according to conservative research authorities (Allison, 1999; 

2012; Johnson et al., 2018). This suggests that there were no problems with multicollinearity in 

these multiple linear regression analyses. 

 

USIS Validation Findings 

 

Content Validity Evidence 

 

Construct maps (Wilson, 2005) provide a model for the construct being measured and are designed 

to ensure an instrument’s items align with the range or continuum of the construct. Construct maps 

developed for this study produced a visual representation and guiding framework for the construct 

being measured (degree/range of school counselor belief in the importance of universal supports) 

by the USIS (see Figure 6). The USIS items design was aligned to the construct maps and items 

were reviewed repeatedly, at each stage of development, by a panel of school counseling experts 

(who were not participants in the study). This ongoing and iterative review process led to several 

improvements of the USIS items leading up to its deployment. 

 

Response Process Validity Evidence 

 

The exit interview section of the USIS revealed that 100% of the school counselors who completed 

the USIS responded to all exit interview questions, 100% of the respondents reported that they had 

enough time to complete the survey and 87% found the questions to be clear. The panel think aloud 

protocol, conducted prior to the deployment of the USIS to study participants, consisted of three 

current California high school counselors, who went through the survey item- by-item and offered 

their interpretations, concerns, and suggestions for improving the items in an iterative process with 

each other and the researcher. The evidence document produced from the panel think aloud was 

triangulated by the study’s expert panel as an additional validity checkpoint. 

 

Internal Structure Validity Evidence 

 

 The Wright Map. The Wright map was generated with ConQuest software and represents 

the unidimensional scale of the USIS. Wright maps visually display evidence of a measurement 

scale’s range of responses and are useful in detecting poor item fit (Wilson, 2005). Figure 7 

presents this study’s Wright map. The left side of the Wright map represents USIS respondents at 

various levels of belief and is referred to as person proficiencies. The right side of the Wright map 

represents the probability of individual USIS items to be endorsed by respondents at each belief 

logit level, referred to as item thresholds. The distribution of respondent and item locations is on 

a single logit scale. The relationship between the left and right side of the Wright map indicated 

that the respondents were not covered across their entire range by the item thresholds, particularly 

on the higher end of the school counselor belief logit scale. In particular, approximately 95 (83%) 

of the respondents were 50% or more likely to achieve the third step (.2 = strongly agree) on the 

most difficult to endorse items. Conversely, the first step (.0 = disagree – neutral) on all 21 items 

was 50% or more likely to be achieved by all respondents with the lowest proficiency. The second 

step (.1 = agree) was 50% or more likely to be achieved by nearly all respondents with the lowest 

proficiency. This distribution indicates that overall, most respondents found most items easy to 
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endorse. 

  

Model Fit. Additional internal structure validity evidence was collected through a partial 

credit model to generate an item fit analysis. The results and analysis of the weighted mean square 

fit and t statistics support the finding that all USIS instrument items fit the partial credit model 

well. Table 6 provides the parameter estimates, standard errors, and mean square weighted fit and 

t statistics for the partial credit model applied to the USIS instrument data. All of the USIS item’s 

mean square values are within the commonly accepted lower (0.75) and upper (1.33) boundaries 

(Adams & Khoo, 1996; Wilson, 2005). Thus, no misfitting items were identified. 

  

IRT Analysis. The general results of the item analysis suggest that individual items across 

the USIS instrument were generally stable and consistent. The analysis of the mean person 

locations for all items indicated that 20 of the 21 items displayed well-functioning mean locations 

and one item displayed a lack of consistency. Overall, the results of the item analysis for the USIS 

instrument show that all but one of the 21 individual items are consistent with the instrument as a 

whole. This result means that, on the whole, the USIS instrument is consistently and meaningfully 

measuring participants’ beliefs about the importance of universal supports. 

 

DIF Analysis. Differential item functioning (DIF) occurs when different groups of 

examinees with similar overall ability have, on average, systematically different responses to a 

particular item (American Educational Research Association [AERA] et al., 2014). Gender and 

ethnicity DIF analyses of belief surveys matter because this study’s instrument is intended to 

measure diverse respondents in California’s school counselor population in an unbiased manner. 

The gender DIF model examined the following terms: (a) item, (b) gender, and (c) item and gender 

by step. The ethnicity DIF model examined the following terms: (a) item, (b) ethnicity, and (c) 

item and ethnicity by step. 

To decide whether any of these differences are evidence for DIF, confidence intervals at 

the 95% level were constructed around the male and female identified (gender) and White and 

Underrepresented Groups-identified (ethnicity) subgroup thresholds to determine whether they 

overlap. According to Wilson (2005), any differences can be subjected to the “effect size” test. A 

standard of effect size for Rasch models is reported: a logit difference value less than .426 is 

“negligible,” a value between .426 and .638 is “intermediate,” and a value over .638 is “large” 

(Paek, 2002). For this study, gender DIF was negligible (-0.095). Similarly, the ethnicity DIF was 

negligible (-0.006). The effects of random chance alone may explain the difference in scores 

between gender subgroups and ethnicity subgroups of respondents on the USIS instrument. 

The results of the partial credit model fit, Rasch IRT item analysis, and DIF analysis 

provide strong evidence for the quality of the overall item design for the USIS instrument. The 

scaling properties of the instrument have been demonstrated through these procedures, and the 

survey is reliable and valid for its intended research purposes. More validity evidence (AERA et 

al., 2014) can be gathered over multiple occasions and for other uses (e.g., diagnostic purposes or 

formative interventions in professional development settings) in the future, but the USIS scale for 

research purposes shows it is an unbiased indicator and measure of school counselor beliefs. 

 

Reliability Evidence 

 

Cronbach’s alpha and Person separation coefficients were generated to document the reliability of 
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the USIS instrument. Table 7 shows the internal consistency reliability coefficients for the USIS 

instrument. The reliability evidence based on internal consistency coefficient values shown in 

Table 7 suggests that the USIS is a reliable indicator (r = .85) of high school counselor beliefs and 

supports the scale’s limited use in future research. 

 

Discussion 

 

This study’s findings for the first research question suggest that school counselors believe in the 

importance of the interventions within the primary tier of the MTMDSS framework. Given the 

increased prominence of multi-tiered supports, high levels of school counselor belief on the 

importance of MTMDSS universal supports is not surprising. Within these enthusiastic beliefs, 

however, two themes emerged from participant narratives. 

First, there is complexity and a degree of cognitive dissonance with the subjects' reported 

beliefs about the realities of counseling and their aspirational ideals, not fully captured by the USIS 

instrument (Festinger, 1957). This study’s interview participants described examples of how they 

struggle to connect their professional ideals (e.g., that the recommended MTMDSS universal 

supports are “important,” “necessary,” “essential”) to the realities they perceive within their 

practices since COVID-19. This dissonance tracks with recent research in California suggesting 

that educators who believe strongly in MTSS importance, nonetheless, still struggle to prioritize 

its implementation during/since COVID-19 (California MTSS et al., 2021). As one school 

counselor put it, “I think it’s really important. But it’s one thing to believe that something is 

important on its face, and it’s another to make it happen once my school day begins.” 

The second theme relates to the current and emerging literature on the impacts of the COVID-19 

pandemic on student needs and counselors' roles in addressing these needs. Although not the focus 

of this study’s research questions, the school counselors interviewed shared immediate 

intervention areas of focus needed in their practices to support the student needs that they have 

encountered since the arrival of COVID-19. The most prominent needs that emerged from these 

conversations were (1) the need for students to establish/re-establish personal connections within 

their school community, (2) the need for prioritizing equity within school counseling services, (3) 

the overwhelming need for student mental health and wellness/SEL support, and (4) the need to 

address gaps in student learning, motivation, and social-emotional skills upon returning from 

distance learning. The school counselors interviewed for this study described these needs as 

impactful on their practices as well as their beliefs about why the facets of universal supports are 

important since COVID-19. 

Three separate linear regression analysis models were utilized in this study to address the 

second research question and explore the different possible interactions between demographic 

predictor variables and school counselor beliefs on the importance of MTMDSS universal 

supports. All three analyses revealed no statistically significant relationships between the 

explanatory variables and school counselor beliefs. Thus, it is our conclusion that within this 

study’s findings, none of the variables studied predicted or explained school counselors’ universal 

supports-based beliefs. 

To address the third research question, the USIS instrument underwent a robust IRT 

focused validation study. This was based on evidence drawn from the Standards for Educational 

and Psychological Testing (AERA et al., 2014). The USIS displayed strong evidence for overall 

quality of valid and reliable score interpretation, offering promise for future diagnostic and 

formative uses. 
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Limitations 

 

There are several limitations with the results from this study on school counselors' beliefs about 

the importance of universal supports during the pandemic and in its aftermath. Although this study 

was able to recruit a relatively representative sample of California high school counselors across 

school community, professional, and personal demographic indicators, a larger sample size would 

be helpful in improving the generalizability of the findings. This study employed a cross-sectional 

rather than longitudinal sample of beliefs of school counselors working at the high school level, 

within the state of California. A stratified random sampling method embedded in longitudinal 

research may be useful in examining how school counselor beliefs evolve over time in response to 

particular periods or events. Lastly, despite strong evidence for the validity and reliability of the 

measurement tool, the use of the USIS tool in this sample tended to register endorsement for 

positive (agree and strongly agree) elements of the scale. In addition to sample size and other 

factors related to the study design, this may account for failure to identify predictive relationships 

through regression analyses. 

 

Recommendations 

 

These preliminary findings yielded three recommendations for further study. First, future research 

is needed to explore the complex, and at times dissonant relationship between school counselors’ 

ideals and beliefs about MTSS/MTMDSS, their perceived and experienced realities of practice 

since COVID-19, and their implementation of multi-tiered support frameworks. Second, future 

research is needed to examine the longitudinal impacts of events (e.g., dynamic and evolving 

intervention needs since COVID-19) and their relationship to school counselors’ MTSS/MTMDSS 

beliefs. Both state and district/school site level policy priorities and implementation strategies are 

likely nested in school counselor belief systems. The degree to which belief about the MTMDSS 

framework is viable, useful, and/or efficacious for its stakeholders over time is worth investigating 

and each may impact recruitment, selection, and retention of the present and future school 

counselor workforce long after the pandemic. Lastly, to be more assured that the USIS instrument 

captures a full range of school counselor beliefs on the importance of MTMDSS universal 

supports, it may benefit from some enhancements prior to future deployment, such as: (a) 

exploring different point configurations of the outcome space, (b) exploring alternatives to Likert-

style items that may more effectively draw out variation such as Guttman (1944) items, and (c) 

exploring alternative IRT measurement models to apply to the USIS survey data, such as unfolding 

models which have been found to be useful in studies of individual attitudes and preferences 

(Andrich, 1988; Liu & Chalmers, 2018; Wilson, 2005; Yuan et al., 2022). 

 

Conclusions 

 

This study explored and measured California high school counselor beliefs on the importance of 

MTMDSS universal supports since COVID-19. Understanding high school counselor beliefs has 

implications for effective implementation of universal supports, in part, because these beliefs are 

a proxy for degree of engagement with good practices. Having a reliable instrument that fares well 

in robust validation protocols aids researchers and evaluators who examine what makes a 

difference in successful MTMDSS universal supports initiatives. It also can directly aid 
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practitioners and preparers who value beliefs inventories as part of a process of self-and peer 

assessment. 

Findings from this specific sample reveal high levels of belief in the importance of 

MTMDSS (Tier 1) universal supports since COVID-19 among California’s school counselor 

population. Future studies should include other states in the U.S. that are engaging in 

transformational assistance for at-promise students. As multi-tiered supports become increasingly 

embedded in national educational policy and standards, ongoing research with the USIS instrument 

can help inform the school counseling profession about factors influencing practitioners’ beliefs. 
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Table 1 
Survey Items for USIS, Part 1: High School Counselor Beliefs about the Importance of 

(Tier 1) Universal Supports 

 
# Item Facet 

Q1 A districtwide high school counseling curriculum focused on building academic skills 
delivered to all students is essential since COVID-19. 

CC 

Q2 A districtwide high school counseling curriculum focused on graduation 
requirements delivered to all students is essential since COVID-19. 

CC 

Q3 A districtwide high school counseling curriculum focused on exploring college and career 
possibilities delivered to all students is essential since COVID-19. 

CC 

Q4 A districtwide high school counseling curriculum focused on college admissions 
preparation delivered to all students is essential since COVID-19. 

CC 

Q5 A districtwide high school counseling curriculum focused on building social skills 
delivered to all students is essential since COVID-19. 

CC 

Q6 A districtwide high school counseling curriculum focused on mental health and well-
being delivered to all students is essential since COVID-19. 

CC 

Q7 Individualized 4-year academic planning for all students is essential since 
COVID-19. 

IP 

Q8 Individualized course selection planning for all students is essential since 
COVID-19. 

IP 

Q9 Individualized postsecondary planning for all students is essential since COVID- 19. IP 

Q10 Individualized academic strengths and interests identification is essential since 
COVID-19. 

IP 

Q11 Individualized goal setting for all students is essential since COVID-19. IP 

Q12 District/schoolwide transition-to-high school events are essential since 
COVID-19. 

SE 

Q13 District/schoolwide postsecondary pathways events are essential since 
COVID-19. 

SE 

Q14 District/schoolwide college fairs are essential since COVID-19. SE 

Q15 District/schoolwide mental health awareness events are essential since 
COVID-19. 

SE 

Q16 District/schoolwide cultural diversity education events are essential since 
COVID-19. 

SE 

Q17 District/schoolwide parent education events focused on academic support 
resources are essential since COVID-19. 

PE 

Q18 District/schoolwide parent education events focused on postsecondary 
pathways are essential since COVID-19. 

PE 

Q19 District/schoolwide parent education events focused on college planning are 
essential since COVID-19. 

PE 

Q20 District/schoolwide parent education events focused on social-emotional 
development are essential since COVID-19. 

PE 

Q21 District/schoolwide parent education events focused on mental health 
support resources are essential since COVID-19. 

PE 

Note. Facets: Counseling Curriculum, Individualized Planning, Schoolwide Events, Parent Events) 
(Outcome Space: Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree 
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Table 2 
Survey Participant Demographics 

 

Participant Demographic Frequency Percent 

Gender   

Female 79 78.2% 

Male 22 21.8% 

Race/Ethnicity   

Asian 1 1.0% 

Black/African American 3 3.0% 

Hispanic or Latino/a/x 37 36.6% 

White 54 53.5% 

Prefer to self-describe: Italian American 1 1.0% 

Prefer to self-describe: Middle Eastern 1 1.0% 

Prefer not to state 4 4.0% 

Age   

Younger than 30 6 5.9% 

30–39 32 31.7% 

40–49 34 33.7% 

50–59 20 19.8% 

60–69 7 6.9% 

70 or older 1 1.0% 

Prefer not to state 1 1.0% 

Ever employed as a school counselor in CA   

Yes 101 100.0% 

Currently employed as a school counselor in CA   

Yes 101 100.0% 

Years worked as a school counselor   

Less than 1 year 6 5.9% 

1–4 years 17 16.8% 

5–9 years 20 19.8% 

10–19 years 37 36.6% 

20 years or more 21 20.7% 

Highest degree earned   

Bachelor’s degree 1 1.0% 

Master’s degree 99 98.0% 

Ed.D. or Ph.D. 1 1.0% 

Graduate program CACREP-accredited   

Yes 55 54.5% 

No 12 11.9% 

I don’t know 34 33.7% 

ASCA membership   

Yes 67 66.3% 

No 34 33.7% 

CASC membership   

Yes 54 53.5% 

No 47 46.5% 
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Table 3 
Survey Participant School Community Demographics 

 
Participant School Community Demographics Frequency Percent 

County/Community Type   
Rural 19 18.6% 

Suburban 60 58.8% 

Urban 23 22.5% 
Type of High School   

Comprehensive public high school 90 89.1% 

Charter high school 3 3.0% 

Continuation or alternative public high school 5 5.0% 

Private high school 2 2.0% 

Other: COSA (Counselor on special assignment) 1 1.0% 
Student Enrollment of School   

300 or fewer 3 3.0% 

301-600 6 5.9% 

601-1,000 6 5.9% 

1,001-2,000 37 36.6% 

2,001 or more 49 48.5% 
Students Qualify for Free and Reduced Lunch   

10% or less 11 10.8% 

11% - 25% 17 16.7% 

26% - 50% 23 22.5% 

51% - 75% 19 18.6% 

More than 75% 32 31.4% 
Students in Foster Care   

Less than 1% 45 45.0% 

1% - 5% 43 43.0% 

6% - 10% 11 11.0% 

11% - 25% 1 1.0% 
Students Experiencing Homelessness   

Less than 1% 31 31.0% 

1% - 5% 50 50.0% 
6% - 10% 13 13.0% 
11% - 25% 6 6.0% 

Students in ELD   
10% or less 40 39.6% 

11% - 25% 39 38.6% 

26% - 50% 12 11.9% 

51% - 75% 9 8.9% 

More than 75% 1 1.0% 

Student-to-Counselor Ratio   

250-to-1 or lower 9 9.0% 

251-to-1 – 609-to-1 87 87.0% 

610-to1 or higher 4 4.0% 
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Table 4 

 
Summary of Quantitative Findings for USIS Part 1 

 
Facet of Practice 1: School Counseling Curriculum 
 

 
Item 

Strongly 
Disagree 

(0) 
Disagree 

(1) 
Neutral 

(2) 
Agree 

(3) 

Strongly 
Agree  

(4) 
Missing 
Values 

 
Median 

Q1 
0 

0% 

5 

4.4% 

8 

7.1% 

31 

27.4% 

69 

61.1% 

0 

0% 
4.0 

Q2 
0 

0% 

0 

0% 

8 

7.1% 

30 

26.6% 

75 

66.4% 

0 

0% 
4.0 

Q3 
0 

0% 

0 

0% 

5 

4.4% 

25 

22.1% 

83 

73.5% 

0 

0% 
4.0 

Q4 
0 

0% 

3 

2.7% 

9 

8.0% 

48 

42.5% 

53 

46.9% 

0 

0% 
3.0 

Q5 
0 

0% 

3 

2.7% 

11 

9.7% 

26 

23.0% 

73 

64.6% 

0 

0% 
4.0 

Q6 
0 

0% 

1 

.9% 

4 

3.5% 

21 

18.6% 

87 

77.0% 

0 

0% 
4.0 

 
Facet of Practice 2: Individualized Planning 
 

 
Item 

Strongly 
Disagree 

(0) 

Disagree 

(1) 

Neutral 

(2) 

Agree 

(3) 

Strongly 
Agree 

(4) 
Missing 
Values 

 
Median 

Q7 
0 

0% 

6 

5.3% 

9 

8.0% 

33 

29.2% 

64 

56.6% 

1 

.9% 
4.0 

Q8 
0 

0% 

4 

3.5% 

12 

10.6% 

36 

31.9% 

60 

53.1% 

1 

.9% 
4.0 

Q9 
0 

0% 

0 

0% 

8 

7.1% 

48 

42.5% 

54 

47.8% 

3 

2.7% 
3.0 

Q10 
0 

0% 

6 

5.3% 

12 

10.6% 

46 

40.7% 

46 

40.7% 

3 

2.7% 
3.0 

Q11 0 1 15 45 48 4 3.0 

 0% .9% 13.3% 39.8% 42.5% 3.5%  
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Table 4 (Continued) 

 

Facet of Practice 3: Schoolwide Events 

 

 
Item 

Strongly 

Disagree 

(0) 

Disagree 

(1) 

Neutral 

(2) 

Agree 

(3) 

Strongly 

Agree 

(4) 
Missing 
Values 

 
Median 

Q12 
0 

0% 

0 

0% 

9 

8.0% 

44 

38.9% 

54 

47.8% 

6 

5.3% 
4.0 

Q13 
0 

0% 

1 

.9% 

8 

7.1% 

49 

43.4% 

49 

43.4% 

6 

5.3% 

3.0 

Q14 
0 

0% 

4 

3.5% 

15 

13.3% 

48 

42.5% 

40 

35.4% 

6 

5.3% 
3.0 

Q15 
0 

0% 

0 

0% 

3 

2.7% 

35 

31.0% 

68 

60.2% 

7 

6.2% 
4.0 

Q16 
0 

0% 

4 

3.5% 

5 

4.4% 

37 

32.7% 

58 

51.3% 

9 

8.0% 
4.0 

 
Facet of Practice 4: Parent Education Events 
 

 
Item 

Strongly 

Disagre

e (0) 
Disagree 

(1) 
Neutral 

(2) 
Agree 

(3) 

Strongly 

Agree 

(4) 
Missing 
Values 

 
Median 

Q17 
0 

0% 

2 

1.8% 

5 

4.4% 

41 

36.3% 

56 

49.6% 

9 

8.0% 
4.0 

Q18 
0 

0% 

3 

2.7% 

8 

7.1% 

44 

38.9% 

48 

42.5% 

10 

8.8% 
3.0 

Q19 
0 

0% 

4 

3.5% 

11 

9.7% 

45 

39.8% 

42 

37.2% 

11 

9.7% 
3.0 

Q20 
0 

0% 

1 

.9% 

9 

8.0% 

37 

32.7% 

55 

48.7% 

11 

9.7% 
4.0 

Q21 
0 

0% 

0 

0% 

5 

4.4% 

37 

32.7% 

60 

53.1% 

11 

9.7% 
4.0 
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Table 5 

 
Effect of Explanatory Variables on USIS Scale Scores for Regression Model 2 

 

Variable 

Unstandardize
d Regression 

Coefficient 
(B) 

Standar
d Error 

(B) 

Standardize

d 

Regression 

Coefficient 

Beta t Sig. 

 
(Constant USIS Scale Score) 

 
.950 

 
.530 

 
 

1.793 
 

.076 

Urbanicity of school community .717 .413 .188 1.737 .086 

Percentage of students qualify 
free/reduced lunch 

-.049 .362 -.015 -.134 .894 

Years worked as a school 
counselor 

-.017 .511 -.004 -.033 .974 

CASC membership .105 .354 .033 .295 .769 

Gender identity of school 
counselor 

.440 .418 .114 1.053 .295 

Ethnicity/race identity of school 
counselor 

.017 .353 .005 .048 .962 

Age of school counselor .041 .436 .012 .093 .926 
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Table 6 

 
Item Parameter Estimates, Standard Errors, and Mean Square Weighted Fit and t 

Statistics for the USIS Scale 

 

  Variables  Weighted Fit  

 
Items 

 
Estimate 

 
Error 

Infit Mean 

Square 

 
Confidence Interval 

 
Infit t 

Q1 0.012 0.180 1.05 (0.73, 1.27) 0.4 

Q2 -0.396 0.213 1.15 (0.71, 1.29) 1.0 

Q3 -0.823 0.258 0.94 (0.68, 1.32) -0.4 

Q4 0.251 0.188 1.14 (0.75, 1.25) 1.0 

Q5 -0.007 0.176 1.12 (0.73, 1.27) 0.8 

Q6 -0.891 0.260 1.06 (0.65, 1.35) 0.4 

Q7 0.185 0.174 1.22 (0.74, 1.26) 1.6 

Q8 0.300 0.172 1.09 (0.75, 1.25) 0.7 

Q9 -0.047 0.216 0.96 (0.74, 1.26) -0.3 

Q10 0.647 0.173 0.89 (0.75, 1.25) -0.9 

Q11 0.523 0.177 1.08 (0.75, 1.25) 0.6 

Q12 0.013 0.208 1.05 (0.74, 1.26) 0.4 

Q13 0.119 0.209 0.88 (0.74, 1.26) -0.9 

Q14 0.820 0.175 0.99 (0.75, 1.25) -0.0 

Q15 -0.906 0.323 0.98 (0.73, 1.27) -0.1 

Q16 -0.070 0.207 0.96 (0.73, 1.27) -0.2 

Q17 -0.186 0.226 0.95 (0.73, 1.27) -0.3 

Q18 0.292 0.197 0.86 (0.74, 1.26) -1.1 

Q19 0.611 0.183 0.88 (0.74, 1.26) -0.9 

Q20 0.043 0.201 1.03 (0.73, 1.27) 0.3 

Q21 -0.489* 0.259 0.97 (0.72, 1.28) -0.1 
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Table 7 

Internal Consistency Reliability Coefficients 
 

Coefficient Values I 
Scale   

 Cronbach’s alpha Person Separation 

USIS 0.84 0.847 
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Figure 1 

Side-by-Side Analysis of the Importance of School Counseling Curriculum Delivered to 
All Students 
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Figure 2 
 

Side-by-Side Analysis of the Importance of Individualized Student Planning Delivered 
to All Students 
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Figure 3 

Side-by-Side Analysis of the Importance of Schoolwide Events Delivered to All Students 
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Figure 4 
 

Side-by-Side Analysis of the Importance of Parent Education Events 
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Strongly 
Believe/ 
Believe 

School Counseling Curriculum 

“I think what makes it really important is making sure that all students are getting the 
information. All students deserve access to grade-specific information, and the best and 
most comprehensive way to get it is to provide it through classroom curriculum. 
Otherwise, you risk missing some students, some groups. That's an important part of 
the MTSS Tier 1 process, the lessons that you provide.” 

 
Individualized Planning 
“Living through the pandemic, we've realized that that's something that all students are 
definitely needing. We are getting so many questions, just a lack of understanding of 

Neutral School Counseling Curriculum 

“I would say it's important. I mean it's not going to be– it can't be at the very top of the 
priority list, because you just really don't have time to put all your resources into that, 
you know, because of the emergency room type setting here.” 

 
Individualized Planning 
“Yeah, I think this one for me, is probably a little bit neutral . . . I would say it's 
aspirational. I think it's beneficial in the moment, because it gets them to think about 
planning, not just for the sophomore year, but also options that will be available to them 
as juniors and seniors. The challenge for us has been coming back to it. We really have 
not figured out a way, or you know, a method for continually returning to that with each 
scheduling cycle. So it’s useful if they go back to it. I don't know how many kids, you 
know, really actually go back and use it each year.” 

 
Schoolwide Events 
“I think it's important. . .because obviously the information that we're sharing we feel is 
important. . .you know, when it's a school-wide event, you don't always have 100% 
participation . . .So that's why I think we've gone to the length of—we go into the 
classrooms so that way we can reach them. And then there’s way, way less students 
that don't get it because we are able to do that. And so that's kind of been like 
something that we've done, as opposed to ‘okay, we're gonna have these workshops’. I 
mean, we still have open workshops and things like that.But we know that the amount 
of kids who are going to show up is higher in the classroom.” 

 
Parent Education Events 
“The turmoil or whatever you want to call it–I think those needs have definitely 

increased. The hard part is if we try to move away from that [college focus] as a 
counseling group, and do more in that [wellness, social-emotional] space and less of 
you know, college info nights, and come learn more about the SAT and ACT and test 
optional and blah blah blah, we get a little bit of heat and push back of like, ‘Stay in your 
lane. . . that's the information we want.’ So it’s tough to, you know, work around that 
sometimes.” 

Figure 5 
 

High School Counselor Range of Beliefs in Importance of Universal Supports Facets of 
Practice 

 



Journal of School-Based Counseling Policy & Evaluation  Volume 8(1) 

 

Carter et al. (2026)                                                                                                                                      33 

 

Skeptical School Counseling Curriculum 

“I don't know if it's been long enough for us to really be able to think about all those 
things. I think we're still in this stage of like trying to get back to something normal. I 
think last year, being our first year back on campus, it was just kind of like a “what are 
we doing?” type of thing. So it’s definitely important but like, probably like a 5 out of 10 
right now. It’s definitely important, but I don't know how that's really been the priority. I 
think in some districts the priority is just getting back to something normal before 
worrying about–really focusing on that curriculum.” 

 
Individualized Planning 
None 

 
Schoolwide Events 

“I guess I'm a believer in probably, you know, the smaller the better. I think the more 
you can do individually, the better. The more you can do small groups as opposed to 
classroom groups the better. The more you can do classroom as opposed to whole 
grade, the better. I don't know how much effectiveness we have, you know, when we 
pull 475 kids into the theater, walk through a slideshow, or something like that. You 
know a good number are just going to be on their phones. They’re not necessarily going 
to be processing or gaining from the instruction or the service that we're providing. So I 
would just say smaller is better.” 

 
Parent Education Events 
“I would say, yes, it's important. It's important, but at the same time I feel like it's really 
only the parents who are involved or privileged, and the students that have parents who 
are involved that attend these things right now. And so, I don't know that it's really 
marketing itself for students whose parents maybe have a language barrier or maybe 
they work 2 or 3 jobs, and they're just not able to spend that time like some other 
parents are . . . Also, this is the first year back [since COVID] that I've done parent 
events, and a lot of people still don't want to go around large crowds. So we’re seeing 
very small numbers of parents when we hold our events still. So I think, yeah,it is 
important as a counselor. We need to get out there, but I think people are still a little bit 
afraid or they have a lot going on . . . I definitely see the value and the importance of it. I 
just don’t know how important parents think they are in the scheme of everything else 
they’re dealing with during or since COVID. I just don’t know.” 

Figure 5 (Continued) 
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Figure 6 

Construct Map of school counselors’ range of beliefs in the importance of universal 
supports 
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Figure 7 

 
Wright Map of Person Proficiencies and Item Thresholds for the USIS Scale 

 
Each X on the Wright map represents 1.2 cases 
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