
 

Journal of Educational Leadership and Policy Studies (JELPS) Volume 9 Spring 2025 Issue                                  1 

 

 

The Impact of State Policy on Urban School Counseling:  

A Retrospective Survey Design 
 
Carol A. Dahir 

Daniel A. Cinotti 

Sugeni Pérez-Sadler 

Gillian Smith 

 

Abstract  
The New York State Education Department (NYSED) amended policy Part 100.2(j) (July 2017) 

which impacted school counselor practice, preparation, and credentialing for the first time since 

1978. With implementation scheduled to begin in 2019, the COVID-19 pandemic derailed the 

process just as it was getting underway. New York City Public Schools (NYCPS) requested a one-

year deferment to develop and implement an ongoing, city-wide plan for professional development 

for the 3,000+ school counselors. Through a retrospective pre-post survey design, school 

counselors compared their perspectives prior to the effective date of implementation to their 

current practice four years after the amended regulations took effect.  The results suggested that 

regulatory changes are but one step on the journey from policy initiative to the achievement of 

their intended outcomes.  
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The Impact of State Policy on Urban School Counseling: A Retrospective Survey Design 

 

Introduction 

 

Laws and policies are major factors that affect school counseling practice (Martin, et al., 

2015). In 2017 the New York State Board of Regents adopted amended policy regulations, 

updating legislation in place since 1978. The explicit purpose was to clarify the role and scope of 

practice for certified school counselors, while also concurrently addressing school counselor 

preparation programs and credentialing. NYSED took the lead in oversight and implementation, 

and effective 2019, school districts in New York State were required to implement a 

comprehensive school counseling program (CSCP). “The purpose of these [school counseling] 

services are to help students access their education by removing barriers to learning” (NYSED, 

Guidance to the Regulations, 2018, p. 11). Previously gaps continued to persist between the 

conceptualization of role as represented by the American School Counselor Association (ASCA) 

and current practice as reported from the field (e.g., Cinotti et al, 2022). NYSED’s regulatory 

revisions, based on key components of the ASCA National Model (2012, 2019) could bring 

clarity to the role and scope of practice for school counselors.  

 

NYSED’s legislative intent was to shift school counselors from a traditional responsive 

“guidance practice” to embrace a diversity, equity, and inclusion approach to ensure that every 

student graduates from high school college and career ready. The purpose also was to create 

meaningful conversations among school administrators, teachers, families and family systems, 

and community representatives about expectations for students’ academic success (Oehrtman, 

2022) and the role of CSCPs in supporting and enhancing student learning (Cinotti et al., 2022; 

Dimmitt & Zyromski 2020).  The process of amending school counseling regulatory policy 

began in the fall of 2013 with the Board of Regents’ decision and concluded with the vote to 

ratify the regulations in 2017. Statewide implementation began during the fall of 2019.   

 

State Policy Impacting School Counseling 

NYSED is not unique in its bid to shift from traditional practice through regulatory 

changes. Over the years, many state departments of education and school counselor associations 

have aligned state initiatives with the ASCA National Model (2012, 2019) with considerable 

variation from state to state (Savitz-Romer et al, 2024). Some states mandate the presence of a 

counselor in each school building while others specify required counselor-to-student ratios. 

Recently, the West Virginia Legislature (2024) updated and revised the scope of practice for 

school counselors, including specific program delivery expectations while the Connecticut 

Department of Education (2021) passed legislation strongly urging districts to implement a 

comprehensive school counseling program. In 2019 Delaware mandated that every school shall 

implement a comprehensive school counseling program; this was followed by a revision in 

credentialing. Nevada (2019) recently passed a bill that outlines the appropriate role of the 

school counselor, school social worker, and school psychologist. North Carolina (2014), West 
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Virginia (2017), Virginia (2019), and Texas (2021) have all passed use-of- time legislation 

which requires 60% to 80% of time must be spent on appropriate school counseling services.   

ASCA noted that about half of the fifty states mandate a ratio, and in most instances, is 

unfunded (Fitzgerald, personal communication, June 14, 2024) while forty-one state departments 

of education and/or state school counselor associations have taken steps to support and 

implement components of comprehensive school counseling programs. More substantive 

changes in the delivery of school counselor programs and services continue, which may expand 

enlarge (New Jersey, 2024; New York, 2017) or constrict the scope of practice (Florida, 2023; 

Indiana, 2023; Texas, 2024). Thus, there is an ongoing need for school counselors to actively 

engage in advocacy to preserve, define and redefine their roles amidst evolving political 

landscapes (ASCA, 2021).   

New York State’s expanded vision represents just one part of the change equation; 

successful implementation represents another. As a result of these policy mandates NYSED 

envisions the school counseling profession will embrace change, evolve, and establish its place 

as a critical component of the educational system. These implementation expectations are an 

unfunded mandate, and no statewide professional development was planned for school 

counselors, or their supervisors, or building administrators.  

 

Implementation in New York City Public Schools 

As the amended regulations were disseminated statewide, New York City Public Schools 

(NYCPS) leadership, the Office of Student and Youth Development (OSYD) acknowledged that 

providing ongoing professional development was essential for the re-conceptualization of the 

school counselor role if the intent of the regulatory changes were to succeed. School counseling 

practice in the NYCPS followed the traditional responsive services model with the building 

principal for the most part establishing the school counselor role and scope of practice. OYSD 

requested a year’s deferment for compliance and developed a comprehensive ongoing city-wide 

professional development plan to educate, motivate, and support an implementation process for 

the 3,000+ school counselors working in NYCPS beginning in the 2019-20 school year. Over a 

four-year period, more than one hundred fifty professional development sessions were delivered 

to student support managers and school counselors with a focus on awareness of the regulatory 

changes, implementation strategies, organizational tools, data-driven practice, and school 

counselor collaboration. 

 Literature Review 

 

School counselor research continues to be dominated by role confusion (Fan et al., 2019), 

collaboration with school administrators and student support personnel (Cinotti et al., 2022), and 

perceived external influences on school counselor performance. The impact of caseload (Savitz-

Romer & Nicola, 2022), the differentiation of the scope of practice at different school levels 

(Akos et al., 2019; Murphy, 2024), and years of experience (Lewis et al., 2022) continue to 

influence the evolving expectations of school counselor practice (ASCA, 2019; CACREP, 2024).  

 

Role Confusion 

The ASCA State of the Profession Report (2021) noted ongoing role confusion as it is 
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commonplace for school counselors to address students' social emotional needs, provide support 

for anxiety, depression, and other significant mental health issues (Alexander et. al, 2022; Brott 

et. al., 2021). This shift is fueled by the critical role mental health plays in academic success and 

overall well-being (National Governors Association, 2023) as counselors feel pressured to act as 

mental health professionals, implement a comprehensive program, manage college and career 

readiness activities, and address administrative expectations (Burnham et al., 2024).  

Decades of research have established that school counselors encounter role confusion 

more regularly than most school staff members (Cervoni & DeLucia-Waack, 2011) and that 

relationships with school administrators, especially principals, significantly contribute to school 

counselors’ roles within the school (McGowan, 2021). It is likely that school counselors 

experiencing role confusion are not practicing as they would prefer (Olsen et al., 2023) or as they 

were trained to (Cinotti & Springer, 2016).  

Collaboration and Support   

Collaboration between school counselors and other professionals, such as teachers, 

psychologists, social workers, and building administrators, encourages whole school efforts and 

collective care teams (NYSSCA, 2024) to provide comprehensive support to students 

(Oehrtman, 2022). Strengths-based school–family–community collaboration promotes student 

experiences that align with protective factors and developmental assets and help students thrive 

(Henry & Bryan, 2021). The important focus on student safety and well-being has intensified 

across school districts nationwide in particular because of the COVID-19 pandemic, school 

shootings, and the decline in student mental health. School mental health professionals, 

especially, school counselors and school social workers are resources that schools can use as a 

protective factor against these threats to student well-being (Lindstrom Johnson et. al, 2024). 

ASCA’s national survey (2022) revealed nearly two-thirds of the administrator 

respondents generally understand the role of school counselors as certified/licensed educators 

who support students’ academic success, career and college readiness, and social-emotional. 

However, prior research (Cinotti et al., 2022; Feirsen et al., 2023; Geesa et al. 2022) established 

a lack of understanding of school counselor practices, including comprehensive school 

counseling programs. Principals’ perceptions of the work of school counselors often include non-

counseling activities, which have no relationship to improving student achievement and 

outcomes (Dahir et al., 2019; Fye, 2017). “School counselors’ efforts to promote awareness and 

support for their professional role…” (Cigrand et al., 2015, p.10) are essential if their scope of 

practice is to be readily understood and accepted.  

Perceived Influences on School Counselor Practice 

 In addition to peer and administrative support, there are factors that have historically been 

cited as influencers of school counselor functioning. There are empirical data to support the idea 

that counselor caseload (Kearney et al., 2021), which is the number of students they are assigned, 

is an influencing factor. For example, Savitz-Rome and Nicola (2022) found that higher 

caseloads inhibit the movement from traditional “guidance” to comprehensive school counseling. 

Similarly, the school level at which they work (Akos et al., 2019) and the number of years of 

professional experience (Murphy, 2024) may alter the roles and functions of the counselor.  

 

The Influence of Caseload  
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In a recent report (ASCA, 2022), the average student-to-counselor ratio nationally was 

415-to-1, with the typical caseload in some states exceeding 900 students. Larger caseloads, such 

as these, make it hard for counselors to build meaningful relationships with students that lay a 

foundation for instituting interventions and programmatic support (Savitz-Romer & Nicola, 

2022). Recent research supports the claim that high student-to-counselor ratios are a barrier to 

implementing comprehensive school counseling programs (Donahue et al., 2022). Additionally 

higher caseloads were associated with higher degrees of burnout and job stress, along with lower 

job satisfaction (Mullen et al., 2021).  

Ensuring that caseloads are manageable so that students can genuinely access their 

counselor is important given evidence that low student-to-counselor ratios can promote student 

success (Kearney et al., 2021). This is especially true for low-income, minority, and first-

generation students, who tend to rely heavily on counselors for support (Mulhern, 2020). 

Typically, low-income school districts and those with a large proportion of students from 

historically marginalized backgrounds tend to have the highest ratios (Gagnon & Mattingly, 

2016). Additionally, larger percentages of school counselors of color, students of color, and 

bi/multilingual students are linked to schools in more urban locales, that also have lower SES, 

higher caseloads, and fewer resources (Hilts et al., 2023).   

 

School Level  

Many graduate school counselor pre-service education programs are aligned with the 

standards of the Council for the Accreditation of Counseling and Related Education Programs 

(CACREP, 2024) or the ASCA Recognized School Counselor Preparation Program (2024) 

which prepare candidates in a unified set of principles in areas of professional practice and 

ethical behavior. Oftentimes candidates do not engage in differentiating skills and knowledge for 

the level (elementary, middle, and/or high school) they will work in until the practicum and 

internship experience.  

Currently five states have differentiated certification (Delaware, Iowa, Massachusetts, 

Michigan, and Nebraska) which requires candidates to choose an elementary or secondary 

credential (College of Education and Social Services [CESS], 2023) while in 45 states candidates 

receive a Pk or K-12 certification.  Lewis et al., (2022) revealed the need for school counselors to 

have a strong rapport with their students regardless of grade level in a study on principals 

representing multi-levels.  However, the differentiation of time allocated to school counseling 

activities as well as the type of intervention delivered (Olsen et al., 2023) varies from 

elementary, to middle, to high school settings. McGowan (2021) analyzed the role of the high 

school counselor and raised a concern that administrators and teachers believe that the 

counselor’s job may be easy because they do not have teaching duties.  The author suggested that 

high school counselors may take on anything and everything that comes through their doors, 

even clerical duties, when a clear role definition does not exist.  

 

Years of Experience 

Experience is a significant predictor of self-efficacy, supported by studies that found 

school counselors with three or more years of experience to have higher self-efficacy scores than 

counselors with less than three years (e.g., Cinotti & Springer, 2016; Halvorson et al., 2006). 
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Additionally, school counselors’ years of experience is linked to increased knowledge and 

advocacy interventions (González-Rosario & Gibbons, 2024). However, Bardhoshi and Um 

(2021) researched the effect of increased job demands and decreased resources and found that 

they contributed significantly to school counselor burnout and longevity. Seasoned counselors 

may possess robust leadership behaviors therefore, retaining experienced counselors is crucial as 

they can play an integral role in mentoring early career counselors and ensure the sustainability 

of the profession (Murphy, 2024). 

 

The Unique Challenges of Urban School Counseling 

 Recent studies have suggested that the amended regulations in New York State have 

resulted in higher levels of mutual understanding and collaboration between school counselors 

and building administrators, even in the brief time since they went into effect (Dahir et al., 2019; 

Cinotti et al., 2022). What about the impact of these regulations on the largest public school 

system in the country: NYCPS? Students in urban districts oftentimes face challenges including 

poverty, limited access to resources, violence, and high family conflict and the impact of these 

challenges may include lower academic performance, increased risk of drop out, and diminished 

attendance (Hannon, 2016). Foxx et al., (2020) noted that due to high rates of community 

poverty, unsafe neighborhoods, and exposure to community-based risk factors, school counselors 

in urban settings require a unique set of knowledge and skills.  

Given the expanding role of the school counselor and the need for further clarity, the 

impact that principals have in the successful implementation of comprehensive school 

counseling programs (Geesa et al., 2022), and the history of significant factors such as caseload, 

school-level and years of experience, it would seem that the challenge to implement such 

sweeping legislative changes would be even greater in a system serving 1 million plus students.  

Therefore, to what degree have the requirements NYSED put in place moved school 

counselor priorities closer to a comprehensive approach, lessening role confusion, and aligning 

more with the ASCA National Model? How have the regulations resulted in mutual 

understanding and collaboration between school counselors and building administrators? Lastly, 

what impact do historically significant factors like caseload, school level, and years of 

experience have on counselors’ perceptions of their roles pre-regulatory change and four years 

after?   

Method 

Research Design 

The purpose of this study was to examine the attitudes and beliefs of NYCPS counselors 

regarding their school counseling practice prior to the regulatory changes and compare these to 

their current perspectives after implementation of the amended regulations took effect. To 

accomplish this, the researchers used a retrospective pre-post survey design collecting perceptual 

data from school counselors at one time, but asking them to reflect on their priorities, 

perceptions, and building administrator expectations both pre-regulations and in current practice.  

 

Research Sample 

The potential participants for this study were the more than 3,000 NYC school counselors 

who were contacted through the NYCDOE. The district uses one email address that is directly 

https://journals.sagepub.com/doi/full/10.1177/2156759X19899178#bibr5-2156759X19899178
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sent to all school counselors as access is not permitted to individual email addresses (thus 

protecting anonymity). All NYC school counselors were invited to voluntarily complete the 

survey via an email invitation and provided with the link to access the survey.  

Approximately 3,000 surveys were delivered electronically, and 599 surveys were 

returned. All partially completed surveys were eliminated, leaving 527 completed and a final 

response rate of 17.5%.  It must be noted that the N varied from item to item as some school 

counselors chose to not respond to every item.  

 

Research Instrument and Procedures 

  The survey is an iteration of a previously developed instrument first used to identify the 

attitudes, beliefs, and practices of New York City school counselors after the first edition of the 

ASCA National Model was published. The instrument has been used in several studies since, to 

assess school counselor perceptions in Alabama, and school counselor-principal relationships in 

Tennessee (Dahir et al., 2010). This iteration of the instrument was used in studies examining the 

impact of the 2019 NYSED Regulations on school counselors in New York State (Cinotti et al., 

2022; Feirsen et al., 2021). In the current study, school counselors were required to answer 

survey items retrospectively (from before the regulations went into effect) and currently, a 

process commonly referred to as a “retrospective pre-post” design (Geldhof et al., 2018). 

 The study and the instrument were approved by a university Institutional Review Board 

(IRB) in March 2023 and then by the NYCDOE IRB in June resulting in delayed distribution.  

School counselor participants were asked to compare their perspectives prior to the effective date 

of implementation with their point of view four years later, inclusive of the 2022-2023 school 

year. The instrument’s three sub-scales are: School Counselor Priorities (20 items); School 

Counselor Perceptions (20 items); and the Building Administrator Expectations sub-scale (19 

items).  

REDCap delivered the survey electronically with a link to the online survey, instructions, 

and informed consent. Participants received follow up email reminders to increase the response 

rate.  Individual participants were responsible for accessing the survey as it was their choice to 

participate in the survey or not participate. Data was transferred from REDCap to SPSS, where 

all statistical analyses were performed.  

 

Validity and Reliability 

 The instrument previously demonstrated evidence of validity and reliability (Burnham et 

al., 2008). Survey subscale correlations range from moderate to high, with values from .20 to .57 

(all p <.01). Cronbach’s alpha coefficient falls within the acceptable range of .69 to .94. The 65-

item instrument utilizes a 5-point Likert scale and was intended to capture perceptions of school 

counseling priorities, perceptions, frequency of activities, and expectations. 

 

Data Analysis and Process 

Data analysis included descriptive statistics such as percentages and computed means as 

an initial step. Data was further examined by using descriptive and inferential statistics. School 

counselors’ perceptions of their priorities, roles, and building administrator expectations before 

and after the new regulations were compared. T-tests conducted on all three sub-scales compared 
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prior and current practice through analyses of mean scores. Additional analyses included: paired 

samples statistics, paired samples correlations, paired samples effect size, and a paired samples 

test to analyze significance at the <.001 level for both the one-sided and two-sided p. These 

procedures illuminated the impact of counselor caseload, school level and years of experience. 

 

Findings 

Demographics 

 

Participants responded to specific demographic questions that the researchers believed 

may be influential in the responses. These included years of experience, caseload, and school 

level assignment. 

 

Table 1: Demographics    

  Grade Level Frequency Percent 

Group 1   High School 145 27.5 

Group 2   Middle School 106 20.1 

Group 3   Elementary School 171 32.4 

Group 4   K-8 38 7.2 

Group 5   Other (e.g., 6-12, K-12) 67 12.7 

Years of Experience Frequency Percent 

1-3 years 128 24.3 

4-10 years 164 31.1 

11-15 years 68 12.9 

16-20 years 71 13.5 

20+ years 83 15.7 

Missing 13 2.5 

Caseload Frequency Percent 

0-150 268 50.9 

150-300 143 27.1 

300-500 75 14.2 

500-750 29 5.5 

750-1000 8 1.5 

1000+ 3 0.6 

Total 527 100.0 

 

Although all 59 survey items showed positive improvement from pre-regulations to 

current practice, the following sections highlight those revealing significant differences (see 

Appendix).   

 

School Counselor Priorities: Impact of Caseload 

School counselors’ caseload revealed significant differences on just two of twenty items, 

with an increased impact on current practice. Overall, the impact of caseload on mean scores was 
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minimal, but significantly impacted how much counselors prioritize monitoring student 

academic performance (p = .009) and working with students on college and career planning (p = 

.028) in current practice.  

 

School Counselor Priorities: Impact of Years of Experience 

Years of experience significantly influenced only one item in the area of priorities from 

pre-regulations to “now”. School counselors with the most years of experience prioritized 

counseling for students with behavioral issues at a higher level than their less experienced peers 

in current practice (p = .016).  

 

School Counselor Priorities: Impact of Grade Level/School Level  

Grade/school level influenced school counselor priorities with significant differences on 

nine items between “then” and/or “now.” For item a. improve access to academic support, the 

analysis revealed significant difference between high school counselors in comparison to middle 

school and elementary counselors on both the “then” and “now” scales (p = <.001).  This is 

evident in mean scores that differed from 4.47 to 4.61 at the high school level, from 4.16 to 4.33 

at the middle school, and from 3.93 to 4.23 at the elementary level. High school counselors 

prioritized utilizing academic supports more as they helped their students achieve on-time 

graduation, maintain their target GPA, and ultimately gauge appropriate post-secondary options.  

Item d. using data, displayed school level differences among high school (M=4.02) and 

elementary (M=3.65) and K-8 (M=3.54) on the “then” scale (p = .020). When the “now” scale 

was analyzed, there were no significant differences based on grade level. This may suggest that 

data usage has become more part of the practice of school counselors for all grade levels.       

Item i. school and district committees revealed significant differences only on the “then” 

scale based on grade level. Major differences appeared between high school (M=3.12) and the 

other grade levels (M=2.63). No significant differences appeared on the “now” scale (p = .020) 

based on grade level served. Item j. participate in building meetings revealed significant 

differences on both the “then” and “now” scale based on grade level served (p = <.001). This 

data suggests that school counselors at higher grade levels are more involved in teams and 

committees at the building and district levels, but that new regulations may be impacting this at 

lower grade levels. 

Item k. monitoring students’ academic performance revealed significant differences 

amongst grade levels on the “then” scale (p = <.001).  For example, high school (M =4.52), 

middle (M=3.88), and elementary school (M=3.47) showed significant differences in mean 

scores. Also, differences emerged between high school (M = 4.67), middle (M= 3.98), and 

elementary school (M=3.71), on the “now” scale (p = <.001). Data suggests that as students 

progress from elementary to middle to high school, school counselors become more involved in 

monitoring academic success including transcript reviews, tracking GPAs, and overseeing 

graduation requirements.  

Item m. college and career planning revealed significant differences on the “then” and 

“now” scales based on grade level (p= <.001). Elementary (M=3.53) and middle school 

(M=3.83) differed significantly from their high school colleagues (M=4.35). The required 
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delivery of the Individual Progress Review (IPR) is new for NYSED and although the gap 

slightly closed between pre- and post-regulations, differences remain. 

Item o. counsel students with behavioral problems, revealed significant differences 

between high school (M=4.15) and elementary (M=4.40) on the “now” scale with mean scores 

increasing from high school (M=4.25) to middle school (M=4.48) to elementary (M=4.58) 

perhaps due to the developmentally different behavioral issues addressed at each level.   

Item s. utilizing the ASCA Mindsets and Behaviors, revealed significant differences 

between high school and elementary on the “now” scale (p = .040). Mean scores reveal positive 

advancements at each level with the greatest increase at the elementary level from “then” 

(M=3.65) to “now” (M=4.03) and middle school increased from “then” (M=3.68) to “now” 

(M=3.89). The ASCA Mindsets and Behavior standards are used in program-mapping and lesson 

planning, and it seems these could be a priority at lower grade levels.  

  Item t. update the comprehensive plan each year, is a new NYSED requirement and on 

the “now” scale revealed significant differences based on grade level (p = .029). Once again, it 

appears that the mean scores have increased post-regulations from 3.61 to 3.75 at the high school 

level, 3.69 to 3.95 at the middle school level, and 3.66 to 4.07 at the elementary level. But once 

again, counselors at lower levels seem to prioritize this. As program updates are required each 

year this requirement may need to be more clearly communicated to all school counselors, since 

the update’s responsibility primarily lies with the school counseling coordinator in each building.  

Overall, the Priorities section revealed significant differences, primarily between high 

school counselors and those who work at the other levels. Caseload and years of counseling 

experience were less impactful than the school level at which the counselor serves. 

 

School Counselor Perceptions: Impact of Caseload  

School counselors were asked to share their “perceptions of [their] work as a school 

counselor.” Significant differences in these perceptions related to caseload were revealed in four 

items. In most of these instances the mean scores increased revealing significance differences in 

“then,” but the gap closed in the “now.” For item e. school counselors develop strategies to 

address social justice concerns that may be impeding student success (p=.044), item i. teachers 

ask school counselors to consult with them on student concerns (p=.002), and item s. school 

counselors provide trauma-informed support for students (p=.019), there were significant 

differences based on caseload pre-regulations that were not present in the “now”. For item r. 

school counselors provide individual and group counseling based on identified student needs, 

there were significant differences both “then” (p = .024) and “now” (p = .029). It appears that 

overall caseload had little impact on school counselors’ perceptions of their work, especially 

after the new regulations were enacted. However, counselors with higher caseloads (500-750 

students, M=4.52; 750-1000 students, M=4.86) indicated that providing individual and group 

counseling based on student needs was more a part of their work than counselors with smaller 

caseloads (0-150, M=4.32; 150-300, M=4.40). This can be attributed to providing services to 

greater numbers of both general education students as well as those with disabilities.  
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School Counselor Perceptions: Impact of Years of Experience 

Years of experience influenced five items in the section regarding school counselor 

perceptions. Significant differences in these items on the “now” scale show greater influence and 

higher impact on items such as i. consultation with teachers (p = .043); item p. individual 

counseling in academic, college/career, and social emotional issues (p = .016); and item r. need 

based individual and group counseling (p = .049). Significant differences were present related to 

years of experience for both scales on item o. social/emotional support for students (p = .042 

“then” and .027 “now”), and item s. trauma informed support (p = .020 “then” and .027 “now”). 

Overall, the counselors with the most experience had the highest mean scores on each item. This 

may be interpreted as those with the most experience having the strongest beliefs about these 

items. Interestingly those with the least experience often had the second highest mean scores 

which may be the result of their recent graduate preparation related to the survey items and/or 

feelings of pressure, as these counselors are untenured.  

 

School Counselor Perceptions: Impact of Grade Level/School Level 

There were five items that showed significant differences in school counselor perceptions 

based on grade level served. In item d. administrators work with school counselors, high school 

counselors’ responses were significantly different based on the grade level they served on the 

“then” scale (p = .003). This may imply administrator collaboration differed by level pre-

regulations but has improved since their enactment. Item h., which addressed using data, showed 

a similar pattern. High school counselors’ responses in the “then” scale significantly differed 

from the other four groups (p = .013). The “now” scale revealed no significant differences on this 

same item.   

Item n. focused on access and equity. On the “then” scale, high school counselors’ 

responses significantly differed with all other building level categories regarding increasing 

students’ participation in higher level coursework (p = .035). In current practice, the “now” scale, 

the high school counselors’ scores revealed significant differences with the middle and 

elementary levels (p = .007). Although mean scores increased across three levels (high school 

from 4.13 to 4.37; middle school from 3.79 to 4.01; elementary from 3.78 to 3.97) post-

regulations, access and equity to challenging academics may mean something different to 

counselors working at different levels. 

Item r. addressed individual and group counseling. High school respondents’ scores 

revealed significant differences with the middle school and elementary on the “then” (p = .037). 

and “now” scales (p = .003). The mean scores were lowest at the high school level (4.04 “then” 

to 4.26 “now”). Middle school (M=4.33 to 4.45), and elementary counselors’ (M=4.38 to 4.63) 

scores were slightly higher on this item. Oftentimes high school counselors state there is little 

time for groups (ASCA, 2019) and if individual and group counseling were separated into two 

items the result might have been different. 

Item t., which addressed the NYSED required IPR, revealed significant differences on 

both scales based on grade level (p = <.001). This makes sense as IPRs are only mandated in 

grades 6-12 and mean scores increased at the high school level from 3.85 (“then”) to 4.29 

(“now”) and the middle school level from 3.33 to 4.24. NYCDOE monthly reports showed IPR 

delivery increased monthly during the 2022-2023 school year (NYCPS, 2024). Overall, on these 
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items, significant differences in Perceptions were revealed between high school counselors and 

those working at the four other levels.   

 

Building Administrator Expectations: Impact of Caseload  

This section addressed the beliefs that school counselors have regarding building 

administrator expectations. From a statistical perspective, there were no significant differences 

that affected expectations of building administrators based on this variable. 

 

Building Administrator Expectations: Impact of Years of Experience  

Analysis revealed significant differences for five items that school counselors believe are 

building administrators’ expectations based on years of experience, mostly on the “then” scale. 

The items included item l. clerical aspects of record keeping (p=.008 “then”); item m. using data 

to assess student needs (p=.043 “then, .025 “now”); item n. master schedule development 

(p=.034 “then”); and item o. data entry for student programming (p=.043 “then”).  On item j., 

related to assisting with text coordination, mean scores differed significantly based on years of 

experience for both scales (p=.047 “then”, p=.026 “now”). For these items and for 7 of the 19 

items in this section, those with 20 years or more experience had the highest means scores. This 

is perhaps due to their involvement in these tasks over the course of their careers and their belief 

that these continue to be expected by the administration. This seems to be changing post-

regulations, with the lone exception of test coordination. 

 

Building Administrator Expectations: Impact of Grade Level/School Level  

The Expectations survey sub section had the most significantly different items based on 

grade/school level served.  There were 12 items out of a total of 19 that showed significant 

variance based on school level. This section revealed the highest number of significant 

differences among all levels, particularly those working at the high school level. 

Item d. collaborate with teachers to increase student academic performance revealed 

significant differences among high school and others on the “then” scale (p = .019), with no 

significant differences between or among the groups “now.” When comparing mean scores, the 

following groups showed increased belief that collaborating with teachers was an administrative 

expectation: high school (M=4.04 “then” to 4.13 “now”); middle school (M= 3.91 to 4.05); and 

elementary (M=3.72 to 4.01). 

Item e., focused on attending professional development, revealed no significant 

differences on the “then” scale. The “now” scale showed significant differences between levels 

(p = .028). Mean scores rose slightly at the high school level, from 3.61 to 3.63; slightly more at 

the middle school level, from 3.54 - 3.71; and the largest gain was at the elementary level, from 

3.76 to 3.99. It appears as more professional development was offered; school counselors took 

advantage of these opportunities.  Also, as additional elementary counselors were hired, it 

appears that they also availed themselves of professional development opportunities. Item f. 

addressed IPR implementation, which is required for grades 6 -12. There were significant 

differences between grade levels on the “then” scale (p =<.001) and the “now” scale (p = <.001). 

New regulations most certainly influenced the increase in mean scores at the middle school level, 

from 3.31 “then” to 3.83 “now,” and high school (M=3.57 to 3.83). These results make sense, 
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especially as this NYSED requirement was implemented during the 2022-23 school year. It is 

unsurprising that elementary school counselors found the IPR to be less of an expectation (M = 

2.95 to 3.07) as this is not a requirement for K-5 students. 

Item g. “provide mandated individual counseling for students with IEPs,” revealed 

significance between grade levels. The “now” scale revealed significant differences between 

high school counselors and the other four groups (p < .001). High school counselors’ mean 

scores were the lowest overall and showed the smallest increase from “then” to “now” (M=4.30 

to 4.31). Middle school counselors’ scores showed a very slight increase (M=4.53 to 4.56), while 

the elementary group declined slightly from 4.51 to 4.49. High school students who have milder 

disabilities or learning challenges are sometimes able to manage their academic demands 

resulting in a change in classification that may no longer require a formal IEP (Fabiano et al., 

2021). 

Item h. “provide mandated group counseling for students with IEPs” revealed significant 

differences between grade levels on the “then” scale (p = .006). The “now” scale revealed 

significant differences between high school and all other grade/school levels (p = <.001). 

Elementary counselors reported the highest mean scores on this item from 4.57 “then” to 4.69 

“now”, followed by the middle school from 4.41 to 4.57, and the high school, from 4.21 to 4.29. 

Group counseling is typically more beneficial for younger students who need to develop social 

skills and emotional regulation, while older students often require individualized personalized 

support (Falco, 2011). 

Item i. interpret test data, on both the “then” (p = .010) and “now” (p = .026) scales 

revealed significant differences between grade levels. Mean scores shifted slightly but a large 

difference remains between high school (M=3.33 to 3.53) and elementary school (M= 2.91 to 

3.07). High school counselors use data daily to monitor academic progress, which seems to be 

supported by administrative expectations. Elementary counselors and their administrators may 

not recognize the frequent use of data around behavior, attendance, and academic reports that 

occur at the lower grade levels.   

Item j. related to the coordination of testing revealed significant differences between 

grade levels on the “then” (p = .008) the “now” scales (p = .031). Testing coordination mean 

scores remained highest at the high school (M=2.86 to 2.95); followed by middle school 

(M=2.47 to 2.64); and the lowest at the elementary school level (M=2.33 to 2.43). Although 

these numbers are among the lower mean scores overall, there was still a reported increase in 

administrative expectations from “then” to “now”, counterintuitive to the spirit of the new 

regulations.  Standardized tests are critical for graduation, college admissions, and other post-

secondary opportunities, making them a priority in high schools, therefore administrators often 

rely on counselors to help coordinate the administration of these exams (Owens et al., 2011). 

Item k. addressed transitional planning for students with IEPs and significance was 

revealed only on the “then” scale (p = .037). Mean scores moved slightly higher for high school 

(M=3.72 to 3.89), middle school (M=3.68 to 3.79) and elementary counselors (M=3.43 to 3.59). 

Item l., focused on clerical record keeping, revealed significant differences between 

levels on the “then” scale (p = <.001). The “now” scale similarly revealed significance among 

and between all levels (p = <.001). High school counselors had the highest mean scores on this 

item, increasing from 3.62 to 3.80. Middle (M=3.10 to 3.18) and elementary school counselors 
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(M=2.90 to 2.97) mean scores increased slightly but were significantly lower than their high 

school colleagues.  Clerical record keeping, especially at the high school level, does not appear 

to be reduced despite ongoing improvements with technology and data management systems 

and/or assigning clerical tasks to administrative assistants. 

For item n. involved in the development master schedule, the “then” scale (p = <.001) and 

the “now” scale (p = <.001) revealed significant differences among and between all levels. 

Again, high school counselors’ responses suggested a higher level of involvement with master 

schedule development than their colleagues in the middle and elementary levels. The master 

schedule is the responsibility of the administration for class organization and teaching 

assignments. Consultation and input are an expectation, but it does appear from that involvement 

in this activity increased at the high school level (M=3.13 to 3.37), while middle school levels 

(M=2.40 to 2.53) increased slightly. There was a minute change at the elementary level (M=2.29 

to 2.30) from pre-to-post regulations. 

Item o. data entry for student programming, revealed significance between school levels 

on the “then” scale (p = <.001) and the “now” scale (p = <.001).  Data entry for every high 

school program of study is a large task, often monopolizing the time of the high school counselor 

for days or weeks. Mean scores for high school involvement increased from 3.52 to 3.64 post-

regulations, while middle school mean scores increased from 2.36 to 2.50.  Elementary scores 

remained about the same (M=2.40 to 2.41).  Data entry can take many forms, however, meeting 

with each student to confirm their program of study based upon their educational and career 

goals is an essential part of the school counselors’ role at the secondary level and in some 

respects can be included in the IPR meetings held in the spring semester. 

 

Discussion 

Shifts in mean scores across all 59 survey items showed positive improvement from pre-

regulations to current practice with significant differences in 36 items (see Appendix) implying 

that NYS school counselors have taken positive steps towards implementing a comprehensive 

school counseling program.  Interestingly, NYSED regulatory requirements such as identifying 

student needs using data, providing IPR experience for every student in grades six to 12, 

developing and delivering a building-based school counseling curriculum, and designing and 

delivering a CSCP plan, showed lower levels of improvement.  

In the School Counselor Priorities section, mean scores on each item increased on the 

“now” scale. This indicates that all these activities, even those previously deemed “high 

priority”, were even more important to school counselors post-regulations. In School Counselor 

Perceptions, items such as delivering a school counseling curriculum, using data to identify 

student needs, and providing students with the IPR received the lowest mean scores (under 4.0) 

in both the “then” and “now” categories, even though these are now required program elements.  

This data suggests that many principals and other school administrators are unaware of 

current models of best practice and the new regulatory changes in school counseling while 

others, although aware of the changes, continue to rely on school counselors to fill traditional 

roles. Results from the Building Administrator’s Expectations section may imply that principals 

and other building administrators continue to assign non-counseling responsibilities as they have 

in the past.    
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The pattern of survey responses highlights the need for school counselor-principal 

collaboration around NYSED’s expectations as school counselors also prioritized that it is 

essential to share the purpose and expectations of the regulatory changes at the building and 

district level to gain the essential support to achieve purposeful progress. The impact of caseload, 

years of experience, and grade level on school counselor priorities, perceptions and building 

expectations revealed significant differences in many of these items as highlighted in the results 

section.  

 

Caseload 

The variable with the least amount of difference in mean scores was caseload. Counselor 

caseload minimally impacted their priorities and perceptions of their work and did not impact a 

single item related to administrator expectations. Although there is a long history of research on 

the impact of caseloads on student outcomes, summarized in Kearney et al. (2021), this factor 

did not seem to impact counselors’ perceptions of their ability to implement a comprehensive 

approach both pre- and post-regulations. The number of students serviced by the counselors also 

did not impact the expectations placed on them by their building administrators. This could be 

problematic, as counselors with larger caseloads may find it more difficult to implement some of 

the more time-intensive activities required by the new regulations (e.g., required IPR’s for each 

student). It is telling that counselor caseload had no impact at all on building administrators’ 

expectations, according to the counselors in this study. Perhaps this is due to the limited amount 

of information received by principals regarding these important changes.  

Years of Experience   

Years of experience yielded differences primarily amongst the most experienced and least 

experienced counselors and all others. Those with the greatest number of years in the profession 

may be more willing to speak up to their administrators to address their needs (Murphy, 2024), 

however they also may have perceptions of their roles based on years of experience. This may 

include the acceptance of non-counseling duties and may result in increased role conflict with 

added responsibilities included in the new regulations. Early career school counselors may have 

received training in their preparation programs giving them advanced understanding of the 

regulatory expectations. This may benefit them as they navigate the new policy since they are not 

tied to longstanding non-counseling duties such as test coordination.  

 

School Level   

Lastly, grade/school level served revealed the greatest disparities, especially amongst 

high school counselors and all other levels (Lancaster et al., 2023). High school counselors 

responded differently from their peers on all three subsections of the survey and these differences 

were consistent before and after the new regulations went into effect. The added responsibilities 

of the new regulations may disproportionately impact high school counselors as they place added 

emphasis on college/career related activities and continue to perceive non-counseling duties, 

such as clerical data entry, master scheduling, and test coordination, as expectations of their 

building leaders. 
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Recommendations 

The results consistently revealed that NYCPS counselors have embraced the legislated 

paradigm shift with a focus on moving towards best practices. However, school counselors 

cannot fully accomplish this without the involvement of their school administrators, who may or 

may not be well versed in or fully understand the published regulatory changes (Lowrey, et al., 

2018).  

NYSED did not mandate or offer any statewide professional development to help school 

counselors, school administrators, and members of the school community understand the 

amended regulations, implications, and the implementation process. Likewise, NYSED did not 

require collaborative professional development for building administrators and school counselors 

which would have provided greater understanding, motivation, knowledge, and skills to the 

expectations of a CSCP based on the ASCA National Model. With this in mind, school 

counselors should take responsibility for providing administrators with an understanding of the 

regulations and what is needed to implement them with fidelity, rather than simply bemoaning 

their principals’ lack of understanding (McConnell et al., 2020). They have an ethical obligation 

to inform their principals and illustrate the steps to compliance (ASCA, 2022). Successful 

implementation of the amended regulations requires counselors to assume more responsibility 

for resolving the role ambiguity that has accompanied the position of school counselor over the 

years (Perry et al., 2020).  

School counselors need confidence in their leadership skills, which are essential to 

develop, implement, and evaluate a CSCP and to advocate to participate in each building’s 

leadership team (Oehrtman & Dollarhide, 2021). When seated at the table, they can present these 

new requirements to their building administrators and colleagues along with a proactive 

implementation plan. Targeted training could involve helping counselors acquire leadership and 

advocacy skills essential to communicate program development and implementation to their 

principals and colleagues (Geesa et al., 2022). Professional development to enhance the 

counselors’ ability to negotiate changing paradigms of practice with their building administrators 

also would be beneficial, especially to those with less experience. Experienced school counselors 

could support early career counselors through peer mentoring.    

As the Office of Student and Youth Development (OSYD) acknowledged that providing 

ongoing professional development was essential for the re-conceptualization of the school 

counselor role and school counseling practice, the researchers concluded that OYSD’s four-year 

plan of focused professional development influenced attitudes and beliefs regarding regulatory 

changes and in the implementation process. In addition to the professional development offered  

on each aspect of the regulations, OYSD could provide opportunities for administrators and 

school counselors to engage in collaborative goal setting which could result in targeted student 

outcomes in the areas of academic and social-emotional development, and college and career 

readiness.  

Professional development for school counselors and building administrators fosters 

collaborative conversation and planning (Geesa et al., 2024). NYCPS school counselors and 

administrators have not experienced any intentional collaborative professional development in 

which discussions around common goals and mutual support could open the door to each school 

to undertake the process with fidelity. OSYD did offer a workshop for school counselors to 
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invite their building administrator to, but separate unions did not allow one bargaining unit to 

contact the other directly. Perhaps an educational packet for building administrators, including a 

simple chart contrasting the then (pre-regulatory changes) and now (amended regulations) of 

expected practice could assist school counselors, student service managers, and other 

stakeholders better understand the required expectations. 

Similar to building administrators’ historical views of “guidance counselors”, school 

counselors too must let go of traditional past practices that predominantly focused on individual 

counseling and a preponderance of indirect and non-counseling duties. Building administrators 

cannot continue to view school counselors in the role they remember from individual 

experiences years ago as they are expected to address and enforce all amended regulatory 

requirements in both general and special education settings. 

NYSED expects that school counselors will serve as strong advocates for students, 

deliver services with equity and fidelity, and take a proactive stance for the responsibility of 

providing every student in K-12 with a CSCP. Although this expectation requires motivation and 

desire on the part of school counselors to embrace change, it also requires the support of building 

administrators to ensure that change happens (Dahir et al., 2019). Other states seeking to 

replicate school counseling regulations such as these in New York State should consider the 

importance of engaging school administrators in the implementation process from the onset via 

ongoing education, communication, and collaborative professional development.  

 

Conclusions 

Adoption of regulations is but one step on the journey from policy initiative to the 

achievement of their intended outcomes. Legislating educational practice alone is not sufficient 

(Moran et al., 2022) for desired results. Policy monitoring should include efforts to regularly 

assess the perceptions of the school counselors whose beliefs and actions are key to realizing 

success and positive impact on students. This study also suggests the essential role that NYCPS 

Office of Student and Youth Development’s administrative oversight played in the monitoring, 

and implementing of the NYSED policy in NYCPS, the largest school district in the nation.  

Although historically significant factors including caseload, years of experience, and 

school level have impacted school counselors’ perception of their role and scope of practice, the 

impact of these was minimal. However, the data reaffirmed that school counselor and principal 

collaboration is paramount to furthering successful outcomes. The researchers concluded that 

OYSD’s four-year plan of focused professional development was the key factor in changing 

school counselors’ attitudes and beliefs regarding both regulatory changes and engagement in the 

implementation process. The regularly scheduled professional development opportunities, 

oversight of mandated expectations, and posting of school counseling building program plans on 

each school’s websites, resulted in school counselors demonstrating growth and progress towards 

meeting the amended regulatory changes. The 1 million + students in the NYCDOE public 

schools will continue to benefit from the impetus to positively impact school counselors’ 

priorities, practices, and perceptions and NYCPS can serve as a model for school counseling 

progress, in particular for large urban settings, not only throughout New York State, but across 

the nation. 
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Limitations of the Study 

Several limitations should be noted. The retrospective survey design has inherent 

limitations, including the possibility of recall bias (Talari & Goyal, 2020). The researchers asked 

participants to answer questions based on their current perceptions, but also their recollection of 

their perceptions three years previous. The survey instrument is reliable and has been used in 

several prior studies. However, the possibility of recall bias is inherent in self-reporting, 

especially after so much time has elapsed. 

Although the researchers intended to solicit responses during spring of 2023, awaiting the 

NYCDOE IRB approval delayed survey distribution until mid-June with the last day of school 

just two weeks later. The researchers continued to seek participants to respond when school 

reopened in early September. However, this break in momentum likely resulted in a lower 

response rate. 

Lastly, the sample used in the study involved respondents from only one city, and in one 

state. As such, results may not be generalizable to the population of school counselors 

nationwide, particularly to those in rural and suburban school systems. 
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Appendix 

 

Full Survey with Mean Scores 

 

7. School Counselor Priorities 

        Not at all 

important     

1 

Somewhat 

important 2 

Important          

3 

Very important     

4 

Extremely 

important    5 

Then Scale                                                                              Now Scale 

How important 

was this priority 

before the new 

NYSED regulation 

(pre-2020)?   

 

Scale = 1 to 5 

How important are the following priorities for school 

counselors? 

How 

important is 

this priority 

now? 

 

 

Scale = 1 to 5 

3.98* a. Improve students’ access to academic support services.  4.31* 

3.60 b. Evaluate the school counseling program annually.  3.89 

3.59 c. Advocate to change policies and practices that can negatively 

impact student success. 

3.84 

3.62 d. Use data to identify specific areas of student needs and school 

improvement. 

3.88 

3.63 e. Work with administrators and teachers on school 

improvement issues. 

3.96 

3.90* f. Reduce social/institutional barriers that keep students from 

achieving their potential. 

4.17* 

4.01* g. Provide professional development to teachers to address child 

abuse prevention, social-emotional issues, etc. 

4.27* 

3.77* h. Develop and implement prevention programs. 4.12* 

4.03* i. Serve on district/building committees. 4.31* 

3.63 j. Participate in academic department, team, or grade-level 

meetings. 

3.93 

3.60 k. Monitor student academic performance. 3.92 

3.80* l. Work with students on social–emotional issues. 4.07* 

4.25* m. Work with students on career and college planning. 4.52* 

3.86* n. Deliver school counseling curriculum lessons on a variety of 

grade level appropriate topics.   

4.12* 

4.07* o. Counsel students who have behavioral problems. 4.32* 

4.34* p. Refer students to community mental health professionals. 4.55* 

3.42 q. Partner with families to ensure their student is supported.  3.66 

4.26* r. Deliver a comprehensive school counseling program. 4.48* 
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4.08* s. Utilize the ASCA Mindsets and Behaviors in the school 

counseling program. 

4.35* 

3.48 t. Update the comprehensive school counseling program plan 

each year. 

3.92 

*significant differences between “then and now”.    

 

8. School Counselor Perceptions        

         

Not at all accurate  

1 

A little 

accurate     2  

Accurate  

3 

Somewhat accurate  

 4  

Very Accurate   

 5 

       

   Then Scale                                                             Now Scale 

In your observations 

and experiences, 

how accurate were 

these statements 

before the new 

NYSED regulations 

(pre-2020)?   

 

Scale 1=5 

Please share your perceptions of your work as a school 

counselor:  

In your 

observations and 

experiences, 

how accurate are 

these statements 

now? 

 

 

Scale 1-5 

3.98* a. School counselors work with teachers and administration 

to improve school climate and culture. 

4.31* 

3.60 b. Counselors are viewed as school leaders. 3.89 

3.59 c. School counselors are part of key decision-making teams. 3.84 

3.62 d. Administrators work with school counselors to increase 

student academic performance. 

3.88 

3.63 e. School counselors develop strategies to address social 

justice concerns that may be impeding student success. 

3.96 

3.90* f. School counselors provide advocacy and leadership to 

promote every student’s right to a quality education. 

4.17* 

4.01* g. Teachers and counselors work together to identify 

students who are not performing to their best level. 

4.27* 

3.77* h. School counselors use school data to assess student 

performance and develop necessary services. 

4.12* 

4.   4.03* h. Teachers ask school counselors to consult with them on 

student concerns. 

4.   4.31* 

3.63 j. School counselors monitor and evaluate the impact of the 

school counseling program on student achievement and 

school success. 

3.93 
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*significant differences between “then and now”.    

 

9. Building Administrator Expectations  

 

Never  

1 

Rarely    

2 

Occasionally   

 3 

 

Often      

4 

All the time  

5  

 

Then Scale                                                                                         Now Scale 

How did these 

statements reflect 

the work of school 

counselor(s) in 

your building 

before the new 

NYSED 

regulations (pre-

2020)?   

Scale 1=5 

 How well do these statements reflect your building 

administrators’ expectations towards your work as a 

school counselor?  

How do these 

statements reflect 

the work of school 

counselor(s) in 

your building 

now? 

Scale 1-5 

3.60 k. School counselors have established strong collaborative 

relationships with local community organizations and 

agencies. 

3.92 

3.80* l. School counselors reduce social/institutional barriers that 

keep students from achieving success. 

4.07* 

4.25* m. School counselors regularly consult with families, 

teachers, and school administrators. 

4.52* 

3.86* n. School counselors help to increase the participation of 

underserved students in higher-level academic courses. 

4.12* 

4.07* o. Teachers regularly send students to the school counselors 

to support with social/emotional concerns. 

4.32* 

4.34* p. School counselors provide individual counseling to 

students about academic, social/emotional, and college and 

career readiness issues. 

4.55* 

3.42* q. School counselors deliver the school counseling 

curriculum through classroom lessons. 

3.66* 

4.26* r. School counselors provide individual and group 

counseling based on identified student needs. 

4.48* 

4.08* s. School counselors provide trauma-informed support for 

students.  

4.35* 

3.48* t. School counselors meet with every student in grades 6-12 

for an annual individual progress student review (IPR). 

3.92* 
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3.36* a. Deliver a comprehensive school counseling program 

based on the NYSED regulations and the ASCA National 

Model. 

3.63* 

3.60* b. Provide a school counseling curriculum with a foundation 

in academic, college and career, and social-emotional 

development. 

3.85* 

4.15* c. Ensure all students in my building have access to a 

certified school counselor.  

4.39* 

3.84* d. Collaborate with teachers and administrators to increase 

student academic performance. 

4.04* 

3.64 e. Attend school counseling professional development, 

conferences and/or workshops during the school year. 

3.82 

3.29* f. Implement an individual progress plan (IPR) annually 

beginning in the 6th grade that is updated each year to review 

academic, college and career, and social-emotional progress 

and goals. 

3.61* 

4.43* g. Provide mandated individual counseling for students with 

IEPs. 

4.58* 

4.42* h. Provide mandated group counseling for students with 

IEPs. 

4.56* 

3.06 i. Interpret test data for students, families, and teachers. 3.27 

2.53 j.  Assist in the coordination of assessments and exams. 2.66 

3.58 k. Provide transition planning for students with IEP’s. 3.74 

3.12* l. Involved in the clerical aspects of record keeping 

(transferring records, entering grades, managing 

transcripts, etc.) 

3.26* 

3.61* m. Use data to assess student needs and develop necessary 

services. 

3.82* 

2.53 n. Involved in the development of the master schedule. 2.66 

2.70 o. Involved in data entry for student programming. 2.81 

3.42* p.  Update the comprehensive program plan annually. 3.64* 

3.25 q. Keep records that document time spent or activities 

performed to determine the percentage of direct services 

to students. 

3.46 

3.39 r. Provide professional development to staff on student-

related topics. 

3.54 

3.52 s.  Serve as social justice advocates on student related issues. 3.72 

*significant differences between “then and now”.    

 

 

 

 


