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ABSTRACT
AN EXAMINATION OF SUPERVISORY WORKING ALLIANCE, SUPERVISEE
DEMOGRAPHICS, AND DELIVERY METHODS IN SYNCHRONOUS DISTANCE
SUPERVISION
Robert Milton Carlisle III
Old Dominion University, 2015
Chair: Dr. Danica Hays

The use of technology in synchronous supervision has increased throughout counselor
education. The current study explored the degree of technology used in synchronous
university supervision across counselor educations programs, examined the relafionship
between demographic variables (income, location from university, children 18 and under,
and hours worked per week) and synchronous distance supervision, and examined the
relationship between various synchronous supervision delivery methods and supervisory
working alliance. A cross sectional, non-experimental correlational design was used and
participants (N= 673) consisted of supervisors and supervisees from CACREP accredited
counselor education programs who have participated in university supervision. A
statistically signiﬁcant relationship was identified between number of children 18 and
under, location, and the odds of participating in synchronous distance supervision. A
statistically significant relationship was also identified between the number of delivery
methods used in synchronous distance supervision (one method or more than one

method), the supervision course level (practicum or internship), and supervisory working

alliance.
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CHAPTER 1
STATEMENT OF THE PROBLEM

The purpose of the study was to understand the prevalence of distance supervision
in counselor education and the technology used, the relationship between demographic
characteristics and the use of distance supervision, and the relationship between various
types of synchronous supervision delivery methods and supervisory working alliance
(SWA). The following chapter provides an introduction to the growing use of technology
in education, technology in counselor education, and technology in supervision. The
benefits and challenges of using technology in supervision and differences between face-
to-face (FtF) supervision, hybrid supervision, and distance supervision were outlined.
The primary research problem was introduced in addition to'the research design, research
questions, hypotheses, and definitions of terms. The decisions made to limit the scope of
the study are discussed last in the delimitations section.

Introduction

As technology. has improved, post-secondary education institutes have adopted
the delivery of education via online formats (Babson Survey Research Group, 2011; U.S.
Department of Education, 2011). Similarly, counselor education programs have adopted
online modalities for education and supervision (Dubi et al., 2010; Wantz et al., 2003).
The gréwth of distance supervision in counselor education can be inferred by the increase
in CACREP-accredited online programs over the past 10 years (CACREP, 2015). Due to
the benefits (e.g., flexibility of scheduling, saving time on travel, flexibility of location)
and disadvantages (e.g., lack of in-person contact, technology failures) of synchronous

distance supervision (Olson et al., 2001; Vaccaro & Lambie, 2007; Watson, 2003), there



are distinct differences between conducting FtF and distance supervision. Distance
supervision requires an additional knowl_edgé base regarding technology, and there is a
lack of in-person contact in a person-centered profession, the occurrence of technology
failures, unique risks to confidentiality, and additional Health Insurance Portability and
Accountability Act (HIPAA), Family Educational Rights and Privacy Act (FERPA), and
ethical considerations. However, the same basic prin'éiple apply regardless of the delivery
method of supervision (e.g., FtF, hybrid, disfance), and the agreement on task, goal, and
bond (i.e., working alliance) in supervision are important components of building a
working relationship (Bordin, 1983). Additionally, SWA is positively related to other
important aspects of the supervisory relationship such as satisfaction (Chapman, 2006;
Ladany et al. 1999; Ting, 2009), self-efficacy (Humedian, 2002; Thome, 2006) and
supervisee skill development (Humedian, 2002; Thome, 2006). Therefore, with the
increasing prevalence on online program and distance supervision, it is important to
understand the extent of distance supervision utilized by counselor education programs,
as well as to explore how the supervision relationship niight be related to synchronous
distance supervision delivery methods. |
Online Education

Technology has inspired a new era of learning (Dubi, Raggi, & Reynolds, 2010),
and online modalities of education have become increasingly popular worldwide
(Demiray & Sever, 2009; Fujikura & Kobayashi, 2013). As the need for a college
education increases to be competitive in today's job market and as technology improves,
there is a growing trend of postsecondary institutions adopting distance or online learning

course delivery methods (Babson Survey Research Group, 2011; U.S. Department of



Education, 2011). For the purpose o'f‘ expanding education accessibility, postsecondary
institutions have adopted course delivery methods that are facilitated by technology
(Babson Survey Research Group, 2011).

Online education involves the use of technology to supplement or replace
traditional FtF education and allows for instruction to be provided from a separate
location from the learner (Fujikura & Kobayashi, 2013). There are three primary types of
online education formats: online courses in which at least 80% of the material is
delivered online, blended/hybrid courses in which 30-79% of the course material is
delivered online, and FtF instruction in which 0-29% of the material is delivered in an
online format (Babson Surve): Research Group, 2011). In 2003, roughly 57% of
academic leaders rated Online learning outcomes as equivalent or superior to FtF learning
settings, whereas that number increased to 67% in 2011 and to 77% in 2013 (Babson
Survey Research Group, 2013). Although positive perceptions of online formats are
present, there are still many challenges mixed with the benefits.

Benefits and Challenges of Online Education

One of the primary benefits to online education or distance learning is the
increased flexibility to take classes (CDW-G, 2011; U.S. Department of Education,
2011). The U.S. Department of Education reported in a 2008 study that of those taking
distance education courses (V= 137,800), 25% had one or more dependents, 34% where
working full time jobs, and 45% were working part time jobs. CDW-G (2011) also
reported similar findings. CDW-G conducted a national study (N= 1,209) of students (n=
401), faculfy (n= 306), administrators (n= 200), and information technology staff (n=

302) in colleges and universities. Researchers reported that 71% of students believed that



online education offers increased flexibility to take courses, 62% reported that online
courses allow for professionals working full time to take classes, 48% reported that
online learning increases the variety of courses that can be taken, and 29% reported that
online courses allow for the opportunity to study with a broader selection of faculty
members (CDW-G, 2011). Additionally, participants found online courses to allow for
more time to learn the same material.

Although there are many benefits to online education, there are also many
challenges. CDW-G (2011) also reported that the top challenge of online coursework
reported by students, faculty, administrators, and IT professionals was the professor's
knowledge of how to use the technology associated with online learning. Additionally,
online courses can be expensive when considering the purchase price of buying devises
to read online textbooks and to participate in online lectures (CDW-G, 2011). Not all
students are knowledgeable of how to use the technology associated with online learning
and may expect the instructor to teach them how to use the technology. Many instructors
will take the time to teach students; however, doing so can be frustrating for the students
who already understand how to use the technology (Hinton, 2007). Yet, even with the
knowledge of how to use the technology in online education, technology failures (Hinton,
2007; Watson, 2003) are still a major obstacle. Last, the Babson Survey Research Group
(2013) found that academic leaders perceived student discipline as an additional barrier to
online educational success. Researchers reported that student retention rates for online
students are lower than that of students in traditional FtF programs of study. However, in
light of the numerous benefits, and despite the various challenges, the growth rate of

students participating in online higher education far exceeds the growth rate of student



participation in FtF higher education (Babson Survey Research Group, 2011, 2013;
Parker, Lenhart, & Moore, 2011; U.S. Departmeﬁt of Education, 2011).
Prevalence of Distance Education in Postsecondary Institutions

With an increasing demand for education in Western society and improvements in
technology, online education is growing at a faster rate than FtF education. The Babson
Survey Research Group (2011) conducted an annual survey of higher education institutes
(N=4,523) in the United States and collected 2,512 responses. Compared to the previous
year, in 2011 online education grew over 10% compared to a 1% growth in higher
education in general. Over 6.1 million students took at least one online course in the fall
of 2010 and accounted for over a 500,000 student increase in online course enroliment
compared to the previous year. In the Babson Survey Research Group's (2013) most
recent study of 4,527 institutions (2,820 responses), researchers reported that over 6.7
million students took at least one online course, énd online enrollment grew 9.3% over
the past year. Additionally, numerous other national studies (e.g., CDW-G, 2011; Parker,
Lenhart, & Moore, 2011; U.S. Department of Education, 2011) also reported increases in
students taking at least one online course.

The U.S. Department of Education (2011) examined sfudents from Title IV
postsecondary institutes and reported increases in students pursuing distance education
opportunities in both their 2004 and 2008 surveys. In the 2008 study, researchers sampled
137,800 students from 1,940 institutes. After conducting post-stratification adjustments to
the sample, researchers statistically estimated that 4.3 million U.S. students took at least
one distance education course in the 2007-2008 school year. Of all students examined in

the study, researchers reported that 1 of 5 took at least one distance education course.



Similarly, in a national study of 2,142 college graduates, Parker et al. (2011) reported that
roughly 1 of 4 college graduates had taken at least one online course, and in the past 10
years almost half of all graduates had taken at least one online course. Last, CDW-G
(2011) reported that 65% of students took at least one online course. Online education is
growing both in terms of the number of students taking some online courses, as well as
the number of students enrolled in fully online degrees.

The U.S. Department of Education (2011) estimated that 800,000 students, or
4%, pursued their entire degree via distance education. Conversely, in 2000, only
400,000 students, or 2%, pursued their entire degree online. Parker et al. (2011) found
that roughly 15% of students who have taken classes online earned their entire degree
online. Although the results of the above national surveys vary, it is clear that online
education is growing.
Prevalence of Distance Education in Counselor Education

As online education has increased in prevalence across higher education, online
education has likewise increased in counseling education programs (Dubi et al., 2010;
Wantz et al., 2003). Online and hybrid models of education have become increasingly
common in counselor education programs and allow for the development of cohorts of
students that live in multiple locations nationally and worldwide (Dubi et al., 2010), and
these online course delivery formats are here to stay (Layne & Hohenshill, 2005; Powell,
2012; Vaccaro & Lambie, 2007). Wantz and colleagues examined the prevalence of
distance learning in counselor educatién, and reported that roughly 42% of counselor
education programs surveyed (N= 127) utilize distance learning in their delivery of

coursework (Wantz et al., 2003). As of 2015, there are 21 online counselor education



programs offered by 11 universities that are accredited by the Council for Accreditation
of Counseling and Related Education Programs (CACREP). The amount of CACREP
accredited universities and programs have more than doubled over the past 10 years.
However, these numbers do not include the CACREP counselor education programs that
offer only some online or hybrid courses. Therefore, there might in fact be many more
CACREP-accredited programs which offer hybrid, or some online educational
opportunities, and that utilize distance supervision.
Prevalence of Synchronous Distance Supervision in Counselor Education
Supervision is a necessary component of counselor training (Bernard &
Goodyear, 2014; CACREP, 2009), and the practice of providing supervision from a
distance has gained increased popularity throughout counselor education programs
(Coker & Schooley, 2009; Dickens, 2009). Over the past two decades as technology has
increased, supervisory methods of communication have transformed from solely FtF
interactions to include synchronous forms of communicating from a distance (Chapman,
2008; Clingerman & Bernard, 2004; Rautenbach & Black-Hughes, 2012). With the
continual development of more sophisticated tools for communication, providing and
receiving supervision from a distance has become a convenient option (Watson, 2003;
Kanz, 2001; Olson, Russell, & White 200; Trolley & Silliker, 2005). Specifically,
students enrolled in an online counselor education programs often tend to seek practicum
and internship opportunities in their local areas as opposed to the area where their
program of study is located (Dubi et al., 2010). Therefore, the traditional FtF method of

supervision is not always an option.



Evidence of the expansion of distance supervision to non-online CACREP-
accredited programs is slim considering the lack of studies examining the prevalence of
synchronous distance supervision. However, the growth of distance supervision can be
partially inferred based upon the level of research interest on the topic (Chapman, 2006;
Chapman, Baker, Nassar-'McMillan, & Gerler, 2011; Chen & Bernstein, 2000; Coker,
Jones, Staples, & Harbach, 2002; Coker & Schooley, 2009; Conn, Roberts, & Powell,
2009; Dickens, 2009) and the growth of online CACREP accredited programs. CACREP
(2009) provides accreditation for online programs in which distance supervision is
necessitated; however, traditional FtF counselor education programs may also offer
distance supervision opportunities although not considered an online or hybrid program.

The most recent study to examine the prevalence of online education and
supervision in counselor education was conducted over 10 years ago (Wantz et al., 2003).
Wantz and colleagues (2003) reported that 38% of supervisors surveyed (n= 92) from N=
50 institutions utilized distance supervision with their supervisees (including both
asynchronous delivery methods such as e-mail). Yet, in a review bf the literature, no
recent empirical studies were found that could speak to the prevalence of distance
supervision in counseling education, and more specifically the prevalence of synchronous
delivery methods in distance supervision.

Research Problem

Although the delivery method of supervision can vary in a multitude of ways, the
same basic principles of supervision still apply (Bernard & Goodyear, 2014; Dubbi et al.,
2010). Supervision is a relationship between a professional in training and a more senior

member that is evaluative, extends over time, and has the purpose of enhancing the



professional functioning of the professional in training and ensuring appropriate services
are provided to the client (Bernard & Goodyear, 2014). SWA, a core component of a
productive working relationship (Bordin, 1983) and can be influenced by a number of
factors related to the synchronous delivery methods of supervision (Chapman, 2006;
Chen & Bernstein, 2000; Coker et al., 2002; Coker & Schooley, 2009; Conn et al., 2009;
Dickens, 2010). Researchers examining SWA in distance supervision (Chen & Bernstein,
2000; Coker et al., 2002; Coker & Schooley, 2009; Conn et al., 2009; Dickens, 2009)
have found mixed results regarding how SWA is related to supervision delivery methods
(e.g., FtF vs. distance). However, none of these studies have examined synchronous
supervision delivery methods in university supervision (FtF, hybrid, distance), within
CACRERP accredited universities, with a non-experimental correlational design, and
SWA. Furthermore, no full scale study to date has examined the relationship between
synchronous distance supervision delivery methods and SWA. This study will build upon
the literature addressing SWA in distance supervision by identifying the synchronous
supervision delivery methods and synchronous distance supervision delivery methods
perceived to be significantly associated with a strong SWA.

Furthermore, although participants with certain demographic characteristics (e.g.,
one or more dependents, working full time or part time, rural locations without nearby
universities) have been identified to benefit from distance education (CDW-G, 2011; U.S.
Department of Education, 2011), it is still relatively unknown what demographic
populations utilize distance supervision in counselor education. Although it can be
speculated as to what population may utilize distance supervision based upon its benefits

of flexibility and convenience (e.g., Carlisle, Carlisle, Hill, Kirk-Jenkins, &
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Polychronopoulos, 2013; Chapman, 2006, 2008; Clingerrman & Bernard, 2004; Conn et
al., 2009; Dickens, 2009; Mcadams & Wyatt, 2010; Nelson, Nichter, & Henriksen, 2010;
Powell, 2012; Watson, 2003), as well as saving time and money on travel (Olson et al.,
2001; Watson, 2003), the demographics factors related to the choice to use synchronous
distance supervision are unknown.

Purpose and Significance

In accordance with the CACREP (2009) standards, this study supports the goal to
recruit and maintain a diverse student body by expanding counselor education
opportunities to students who live in rural areas, who do not have the financial means to
move closer to an institution, who work while in school, and who are non-traditional
students without the flexibility to uproot and move their families to pursue a graduate
education. The study will support the goal of serving diverse students and faculty by
examining distance supervision and the synchronous delivery methods conducive to
building a strong SWA.

Specifically, the purpose of the dissertation study was threefold. The first
objective was to examine the prevalence of distance supervision in all CACREP-
accredited counselor education programs, the types of software platforms used, the forms
of training on the software used in supervision, training received on HIPAA, FERPA, and
ACA Code of Ethics compliance, perceptions of HIPAAA, FERPA, and ACA
compliance, and the demographic characteristics of participants utilizing distance
supervision. By understanding the scope of technology used in supervision future
research can be conducted on the efficacy of specific software platforms utilized in

synchronous distance supervision as well on software program capability for HIPAA and
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FERPA compliance. The second objective was to examine the demogréphic factors (i.e.,
distance from university, children 18 and under, work hours, household income) of
supervision participants that predict the use of synchronous distance supervision. By
understanding who is utilizing distance supervision, as an advocacy component, the
profession might tailor supervision to the specific needs of the populations and take
action to recruit a diverse range of students and faculty to the covunseling profession. The
third objective was to identify the synchronous distance supervision delivery methods
(e.g., video web-conferencing, audio web-conferencing, phone, and computer mediated
chat) that are associated with a strong SWA (continuous dependent variable). By
identifying the delivery methods that are most conducive to developing a strong SWA,
supervisors might differgntiate their supervision strategies to build a strong superQisory
relationship.
Research Questions

RQ 1: What is the prevalence of distance supervision in CACREP-accredited counselor
education programs?

H,: FtF, hybrid, and online programs will utilize distance supervision

technology in the delivery of supervision.
RQ 2: What demographic variables (distahce from university, work hours, household
income, children 18 and under) are related to participation in synchronous distance
supervision?

H,. Distance from university, work hours, household income, and children 18 and

under will be significantly related to participation in synchronous distance

supervision.
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RQ 3: Controlling for previous experience as a participant in distance supervision, 1s
there a significant relationship between synchronous supervision delivery method groups
(distance supervision, FtF supervision, and hybrid supervision) and supervisory working
alliance?
Hj: Controlling for previous experience using technology in distance supervision,
there will not be a significant relationship between synchronous supervision
delivery method groups (distance supervision, FtF supervision, and hybrid
supervision) and supervisory working alliance.
RQ 4: Controlling for previous experience as a participant in distance supervision, what
combination of synchronous distance supervision delivery methods (video web-
conferencing, audio web-conferencing, phone, real-time chat) is significantly associated
with supervisory working alliance?
Ha: Controlling for previous experience using synchronous technology in distance
supervision, there will be a significant relationship between participants who used
a combination of two or more synchronous delivery methods and supervisory
working alliance as compared to participants who only used one synchronous
delivery method.
Definition of Terms
Definitions are provided for terms in the research questions, and terms in the
literature review.
Supervision

As defined by Bernard and Goodyear (2014):



13

Clinical supervision is defined as an intervention provided by a more senior
member of a profession to a more junior member or members of the same
profession. This relationship is evaluative, extends over time, and has the
simultaneous purposes of enhancing the professional functioning of the more
junior person(s), monitoring the quality of professional services offered to
clients, and serving as a gatekeeper for those who are entering a particular
profession. (p. 59)

Format of Supervision

According to CACREP (2009) standards, supervision can take place in three formats

based on the number of supervisees participating.
Individual supervision — supervision between one supervisor and one
supervisee.
Triadic supervision — supervision between one supervisor. and two supervisees.
Group supervision — supervision between one supervisor and more than two
supervisees.

Traditional/FtF Program

A FtF program refers to a counselor education program that offers coursework in an in-

person delivery method only.

Online Program

An online program refers to a counselor education program that program offers all

coursework from a distant location than the learner. Online programs often use a range of

technology programs to allow for communication between instructors and students.
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Hybrid program

A Hybrid program specifically refers to a counselor education program in which some
coursework is offered from a different location than the learner and other course work is
offered in a FtF format. Technology is used to facilitate learning from a distance when
the instructor and student are in different physical locations.

Synchronous Supervision Delivery Method

Synchronous supervision delivery method is defined as the medium in which supervision
is synchronously (e.g., real-time, live) conducted when there is no delay in
communications. Delivery methods of supervision include three categories: FtF
supervision, hybrid supervision, and distance supervision.
Traditional/Face-to-Face/In-Person Supervision

Traditional/FtF/in-person supervision refers to supervision that occurs live in a FtF
environment when the supervisor and supervisee are in the same physical location.
Distance Supervision

Sometimes referred to in the literature as online supervision (Kanz, 2001), technology
assisted supervision (McAdams & Wyatt, 2010), cybersupervision (Watson, 2003),
computer mediated supervision (Olson et al., 2001), or web-based supervision (Butler &
Constantine, 2006), distance supervision maintains the same principles as traditional
supervision while utilizing technology as a delivery system (Watson 2003). Distance
supervision involves the use of technology to communicate (asynchronously or
synchronously) when the supervisor and supervisee are in separate physical locations.

Synchronous Distance Supervision Delivery methods
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Synchronous distance supervision delivery method is defined as the medium in which
distance supervision is synchronously conducted when there is no delay in
communications (video web conferencing, audio web conferencing, audio
communication via phone, real time text based chat).

Combination of Distance Supervision Delivery methods

Combination of distance supervision delivery methods is defined as the frequency of
synchronous distance supervision delivery method and is divided into two categories (one
synchronous distance supervision delivery methods used, and more than one synchronous
distance supervision delivery method used).

Hybrid Supervision

Hybrid supervision is a combination of real time ‘or live distance supervision and FtF
supervision. Some supervision sessions may be conducted in-person when the supervisor
and supervisee are in the same physical location while otHer sessions may be conducted
with the use of technology to allow for communicatidn when the supervisor and
supervisee are in different physical locations.

Asynchronous Supervision

Asynchronous supervision involves the use of technology to communicate between the
supervisor and supervisee when there is a delay in time between communications. For
example, e-mail (Sindlinger, 2011), threaded discussions (Chapman, 2008), and file
sharing programs involve a delay of time between communications.

Synchronous Supervision

Synchronous supervision involves the use of technology to communicate in real-time

between the supervisor and supervisee (Sindlinger, 2011). For example, Adobe Connect,
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Skype, and WebEx software platforms all allow for real-time or live communication
when the supervisor and supervisee are in separate physical locations.

University Supervision

University supervision refers to supervision conducted between a faculty
member/adjunct/student supervisor and a student that is a supervisee. University
supervision does not include supervision between a student and an on-site supervisor that
is not affiliated with the student's university.

Video Web-Conferencing

Video web-conferencing refers to software programs that allow users to communicate
through a real-time audio and video feed. Users have access to both hearing and seeing
each other.

Audio Web-Conferencing

Audio web-conferencing refers to software programs that allow users to communicate
through a real-time audio feed via a computer. Users may hear but not see each other.
Telephone (Audio Only)

Phone refers to a devise that allows users to communication through a real-time cellular
or landline connection. Users can hear each other. When individuals are using technology
on a phone that allow for users to both hear and see each other in real-time it will be
referred to as video web-conferencing.

Real-Time Chat

Real-time chat refers to communications between users that occur in real-time through
written or typed language (e.g., instant messenger).

Experience as a Participant in Distance Supervision
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Experience as a participant in distance supervision is defined as the number of months a
participant has participated in distance supervision.

Supervisory Working Alliance

Supervisory working alliance refers to the supervisory relationship or alliance between
the supervisor and supervisee and refers to three aspects of the supervisory relationship:
(1) agreement on goals for the change process, (2) agreément on tasks for both parties in
the relationship, and (3) the formation of bonds between the partners in the alliance
(Bordin, 1979, 1983).

Prevalence

For the purposes of RQ 1, prevalence referred to the use of distance supervision in online,
hybrid, and in-person counselor education programs. Prevalence also refered to the types
of technology used, the amount of time spent using distance supervision delivery
methods, the types of training received on technology used in supervision, and the scope
of CACREP universities using technology in supervision.

Distance from University

Distance from university is defined by where or not a participant lives within 50 miles of
the physical location of their university.

Work hours

Work hours is defined as the number of hours worked per week by a participant in a paid
position.

Household Income

Household income is defined as a participant's gross annual household income
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Children 18 and Under
Children 18 and under are defined as the number children a participant has who are 18
years of age or under.

Delimitations

The primary researcher took precautions to develop a study that could produce
valid and reliable results. Therefore, some purposeful decisions were made to limit the
scope of the study, as well as to potentially strengthen the study.

First, only CACREP accredited universities were included in the sampling frame.
Although there are many other counselor preparation programs without CACREP
accreditation, CACREP provides minimum requirements for how supervision is
conducted. Thus, including only CACREP accredited programs provides a degree of
consistency between the programs in the sample.

Second, the semesters the survey was administered may acted as a delimitation in
the study. The researcher decided to collect data over two out of the three available
semesters in a school year. The fall and spring semesters were selected while excluding
the summer semester. Both the fall and spring semester roughly contain the same number
of weeks for classes with slight variations based on the start and end date of each
semester. Considering the summer semester typically contains fewer weeks than the fall
and spring, the fall and spring semesters were selected to provide consistency across
timeframes of data collection. Additionally, if the survey were to be administered during
the summer semester, school counseling practicum and internship students might not be
well represented in the sample considering most secondary schools are on summer

vacation July through August.
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Third, only supervision between students and faculty members or student
supervisors was examined in the study. Participants were only asked to speak to their
experience in university provided supervision opposed to supervision between a
supervisee and a site supervisor that was not a faculty member or student supervisor. The
scope of the study was purposefully narrowed to only examine synchronous university
provided supervision.

Fourth, although some types of asynchronous supervision delivery methods were
examined in RQ 1, the scope of RQs 2-4 was limited to only examining synchronous
supervision delivery methods.

Fifth, while examining the technology used in university supervision for RQ 1,
only participants who have participated in supervision at their current CACREP
university were included in the study. Some participants who may have had experience in
supervision in the past but not at their current university were excluded from the study.
Furthermore, participants were asked to fill out the survey only based upon their past and
present experience in supervision at their current CACREP accredited program. Thus,
some participants may have had additional supervision experiences at past universities
that were not reflected in the results. Once again, considering that CACREP provides
minimum standards for supervision, by limiting participants to those have had
experiences in supervision at their current university the results are more likely to reflect
the types of technology used in supervision and the prevalence of technology used in
supervision for CACREP accredited programs.

Last, for RQs 2-4, the scof)e of the study was narrowed to only participants who

were currently participating in a practicum or internship supervision during the semester



20

the survey was administered. Only practicum and internship participants who participated
in individual, triadic, or group supervision were included to provided consistency
between programs since CACREP provides minimum standards for how supervision is
conducted in practicum and internship. Therefore, individuals participating in counseling
skills classes for example were not included because CACREP does not have minimal
standards for supervision conducted through counseling skills classes. Also, considering
that participants were requested to complete an instrum;;nt measuring aspects of the
supervisory relationship, only those who were currently participating in supervision were
permitted to complete the Working Alliance Inventory-Short form (WAI-S; Horvath &
Greenberg, 1989) so that participants may speak to a supervisory relationship that is
current and fresh in their minds.
Summary

Distance supervision is a growing phenomené that has increased in prevalence
with advancements of technology. This study served to address the problem of
understanding the availability of distance supervision in counselor education programs,
the technology used to provide supervision, training received on using technology in
supervision, and participant perceptions of legal and ethical compliance. The study also
sought to identify demographic variables related to the use of synchronous distance
supervision. Last, a key component of the supervisory relationship (SWA), was also
examined for a relationship with synchronous supervision delivery methods and

combinations of synchronous distance supervision delivery methods.
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CHAPTER 2
LITERATURE REVIEW

Over the past two decades, traditional, or FtF, supervisory methods of interaction
have transformed from solely FtF interactions to now include the use of technology to
conduct supervision in real time. From the use of e-mail to facilitate traditional
supervision (Clingerman & Bernard, 2004) or the use of vidéo web-conferencing
software to augment (C‘onn et al., 2009) or replace traditional supervision (Nelson et al.,
2010), supervisors and supervisees have a wide range of options to communicate in
supervision (Carlisle et al., 2013; Watson, 2003). Counselor education programs have
also developed multiple campus programs as well as online programs, which replace or
supplement FtF interactions with distance and online methods of communication
(CACREP, 2014).

Considering that supervision serves the same purpose régardless of the delivery
method (Chapman, 2008; Powell, 2012), and that CACREP-accredited programs abide
by the same standardized requirements for supervision (CACREP, 2009), it is important
to understand how supervision is defined, the purpose and principles of supervision,
supervision formats, supervision requirements, as well as ethical and legal compliance
vwithin distance supervision. The concept of working alliance and SWA are fully
described in addition to relevant literature on the variables that may influence SWA in
supervision. The outcome variables for SWA are discussed along with the variables that
are unique to distance supervision. Furthermore, the delivery methods of synchronous
supervision, technology used in synchronous distance supervision, CACREP supervision

requirements and regulations, state regulations for distance supervision, the benefits and
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challenges of distance supervision, differences between FtF and distance supervision, and
factors which affect SWA, were also addressed.
Supervision

Supervision is an essential aspect of counselor education (Bernard & Goodyear
2014; CACREP, 2009, Loganbill, Hardy, & Delworth, 1982; Ronnestad & Skovholt,
1993), and is a process in which a relationship is built between the supervisor and
supervisee for the purpose of monitoring the supervisees’ work with clients and to assist
the supervisee in his or her professional development as a counselor (Bernard &
Goodyear, 2014; CACREP, 2009; Loganbill et al., 1982; Ronnestad & Skovholt, 1993).
Some definitions of supervision vary based upon supervision tasks, objectives, roles, and
purpose; however, Bernard and Goodyear describe the most compressive and widely used
definition of supervision (Crockett, 2011).

According to Bernard and Goodyear (2014), supervision is a unique intervention
between a supervisor and supervisee that shares characteristics of teaching, counseling,
and consultation:

Clinical supervision is defined as an intervention provided by a more senior

member of a proféssion to a more junior colleague or colleagues who typically

(but not always) are member.s of the same profession. This relationship is

evaluative and hierarchical, extends over time, and has the simultaneous purposes

of enhancing the professional functioning of the more junior person(s);
monitoring the quality of professional services offered to clients that she, he, or
they see; and serving as a gatekeeper for the particular profession the supervisor

seeks to enter. (p. 9)
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Additionally, Bernard and Goodyear (2014) stipulate that supervision has two primary
foci: (1) to nurture the professional development of the supervisee, and (2) to promote the
supervisor as a gatekeeper to the profession to ensure client welfare. CACREP (2009)
standards provide a less comprehensive, but similar definition in which all CACREP-
accredited counseling education programs are required to follow regardless of the
modality or delivery method of supervision:

A tutorial and mentoring form of instruction in which a supervisor monitors the

student’s activities in practicum and internship, and facilitates the associated

learning and skill development experiences. The supervisor monitors and

evaluates the clinical work of the student while monitoring the quality of services

offered to clients. (p. 63)
Within the above definitions, supervision can be conducted through multiple formats
based upon the frequency and duration of supervision required by accrediting bodies, the
needs of the supervisee, the appropriateness of the modality for the site, and the ability
for the supervision format to adequately address the needs of the supervise (ACES,
2011).
Supervision Format

ACES (2011) and CACREP (2009) described three primary types of supervision
formats: individual, triadic, and group supervision. Individual supervision is defined as,
"a tutorial and mentoring relationship between a member of the counseling profession
and a counseling student” (CACREP, 2009, p.63). Triadic supervision is defined as, "a
tutorial and mentoring relationship between a member of the counseling profession and

two counseling students” (p. 63). Group supervisidn is defined as, "a tutorial and
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mentoring relationship between a member of the counseling profession and more than
two counseling students” (p. 63). ACES (2011) further stipulates that the format of
supervision should not be selected solely based upon saving time, but based upon the
benefits provided to the supervisees.

Professional Compliance

Determined by a consensus of task force members, ACES (2011) developed
guidelines for ACA and ACES members participating in supervision. Specifically
regarding professional compliance, all supervisors are expected to adhere to the
requirements and guidelines endorsed by their respective credentialing bodies, ACA
Code of Ethics, and respective legal mandates (ACES, 2011; Bernard & Goodyear, 2014;
Remley & Herlihy, 2013).

CACREP. According to CACREP (2009) étandards, counseling students are
required to complete a 100 hour practicum clinical experience in which they must receive
1 hour of individual supervision to be provided by a faculty member, student supervisor,
or site supervisor on a weekly basis for at least a 10 week period of time during the
semester. Practicum students are also required to participate in 1.5 hours of group
supervision per week over a 10 week period, which is provided by a faculty member or
student supervisor. Additionally, during the practicum experience, supervisees are
required to submit audio/video recordings to review in supervision, or live supervision
may be conducted to observe the supervisees interactions with the client. After the
completion of practicum, supervision is required by CACREP for the counseling
student's 600 hour internship experience as well. Similar to practicum, both individual

and group supervision must be provided for the same amount of time per session and the
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same duration of time over the semester. However, individual supervision is often
provided by the on-site supervisor during internship, as opposed to a faculty member or
student supervisor (CACREP, 2009).

Ethics. Supervisors and supervisees are required to understand and adhere to the
ACA Code of Ethics (ACA, 2014; ACES, 2011). The ACA Code of Ethics (2014)
provides ethical guidelines for individuals participating in supervision, regardless of the
delivery method. Supervisors have the primary obligation to monitor the services

provided by their supervisee to assess client welfare (ACA, 2014). More specifically:

e Supervisors should meet regularly with their supervisees to review their work and
to help prepare them to serve a diverse range of clients (E.1.a.).

e Supervisors should work to ensure that the supervisee properly communicated
their credentials (E.1.b.).

¢ Supervisors shall provided informed consent, and make the supervisee aware of
their rights (E.1.c.).

e Regarding supervisor competence, supervisors should have training in
supervision, and be aware of and address the role of multiculturalism in
supervision (F.2).

e Regarding the supervisory relationship, supervisors are responsible for assessing
the risks and benefits of extending the professional relationship beyond the
conventional boundaries and prohibited from engaging in sexual relationships
with their supervisee, subjecting.the supervisee to sexual harassment, and from
engaging in a supervisory relationship with those whom they cannot remain

objective (F.3.).
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e In reference to supervisor responsibilities, supervisors should provide informed
consent for supervision, establish and communicate procedures for emergencies
and absences, make supervisees aware of their legal and ethical responsibilities,
and to terminate supervision with adequate n;)tice (F.4.).

¢ Both supervisors and supervisee have the responsibilities to understand and
adhere to the ACA Code of Ethics, to monitor themselves for impairment, and to
conduct professional disclosure prior to beginning counseling or supervision
(F.5.).

* Supervisors also have the responsibility to evaluate supervisees throughout the
relationship, act asa gatekeeper for the profession, to provide appropriate
remediation measures, and to endorse the supervisee fbr credentialing only when

they believe the supervisee to be qualified for endorsement (F.6.).

Legal mandates. University supervisors have the responsibility to adhere to both
state and federal mandates (Bernard & Goodyear, 2014). Most notable are state-by-state
regulations and the legal requirements to maintain the confidentiality of records as
stipulated by the FERPA (1974) and HIPAA (1996) federal regulations. FERPA is an act
that is applied to all educational institutes receiving federal funds and it protects the
privacy of students. The primary purpose of FERPA is to protect personally identifiable
information (PII) (FERPA, 1974). Since supervisors are representatives of an educational
institute (1974), and have access to some of their supervisees personally identifiable
information, the supervisor has the responsibility to handle such information according to

FERPA mandates.
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HIPAA (1996) regulations share a similar purpose to FERPA to protect personal
information; however, HIPAA refers to the personal health information (PHI) of the
client as opposed to the student. Among other topics, HIPAA deals with protected of
personal health information (PHI) and requires that PHI be kept confidential unless
released with consent of the client or under an exception within the act. Supervisees are
clearly responsible for maintaining the confidentiality of their clients’ PHI according to
HIPAA (1996) regulations; however, a supervisot's legal responsibility in reference to
maintaining their supervisees’ clients’ PHI is not stipulated as clearly. However,
according to the ACA Code of Ethics (2014) the supervisor is also responsible for
maintaining the confidentiality of the information shared about clients in supervision.

Synchronous Distance Supervision

Distance supervision (Dubi et al., 2010), or sometimes referred to as online
supervision (Kanz, 2001), technology-assisted distance supervision (Bernard &
Goodyear, 2014; McAdams & Wyatt, 2010), cybersupervision (Watson, 2003), computer
mediated supervision (Olson et al., 2001), or web-based supervision (Butler &
Constantine, 2006), is the process of utilizing technology to provide supervision from a
location different from the supervisee (Watson, 2003). Furthermore, regardless of the
delivery method, the same professional principles of supervision and professional
compliance standards that apply to FtF supervision also apply to distance supervision
(ACES, 2011; Bernard & Goodyear, 2014). However, due to the delivery method,
distance supervision presents a number of benefits, challenges, and professional
compliance factors, which differ than FtF supervision and require additional

consideration.
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Delivery Methods

The primary principle behind using technology to provide supervision is that the
supervisee and supervisor can be in separate physical locations (Watson, 2003). The
process involves the use of an array of software programs and tools that are commonly
subdivided into two separate types of delivery methods based on the delay of time
(Chapman, 2008). Asynchronous delivery methods such as threaded discussion boards,
file sharing systems, e-mail, and involve a delay in time between when a communication
is initiated and when the communication is received or viewed (Clingerman & Bernard,
2004). Synchronous delivery methods such as video web-conferencing software, voice
web-conferencing, and live discussion boards, involve the use of instant, real-time, or live
interactions (Sindlinger, 2011).

Little is known about the types of software platforms used to provide
asynchronous and synchronous supervision. In a review of the literature, no studies
examined the range of technologies used in distance supervision, and only a handful of
software platforms were noted by researchers for use in distance supervision: Adobe
Connect (Carlisle et al., 2013; Dubi et al., 2010; Nelson et al., 2010; Rautenba;:h &
Black-Hughes, 2012), BlackBoard (Carlisle et al., 2013; Chapman, 2008), Skype
(Carlisle et al., 2013; Nelson et al., 2010; Rautenbach & Black-Hughes, 2012), and
WebEx (Carlisle et al., 2013, Hayden, Navedo & Gordon, 2012), GoogleDrive,
Sugarsynch, Dropbox, Zendto, SkyDrive, and iCloud (Carlisle et al., 2013). Yet there are
numerous other software platforms available for use asynchronously and synchronously:
WebCt, Citrix GoToMeeting, Fuze MeetingPro, ooVoo Pro, iMeet, iLink, Click Meeting,

MegaMeeting, GlobalMeet, Ready Talk, InterCall, Infinite Conferencing, Facetime,
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VSee, Google video chat, Wimba, Collaborate, Vuze, BackupGenie, Mozy, Box, Zip
Cloud, and JustCloud.
Benefits

Distance supervision atfords a broad range of opportunities to individuals wishing
to pursue counseling as a career. As can be discerned from the findings reported by
(CDW-G, 2011), distance education allows individuals restricted to a particular location
(e.g., family, work, ﬁnances) or who do not live close to a university the opportunity to
pursue a career in counseling without uprooting their life. Likewise, for education
programs requiring supervision (e.g.; counseling), distance supervision as an extension of
distance education allows students increased access to education (Olsen et al., 2001)
considering university supervision is a required component of CACREP accredited
counselor education programs (CACREP, 2009).

In 2011, CDW—G conducted a national study of 1209 individuals; for students
(n=401), faculty (n= 306), administrators (»= 200), and information technology staff
(n=302) in colleges and universities researchers found that 62% of participants believed
that online courses allowed for professionals working full-time to take classes.
Additionally, 71% of the students surveyed believed that online education offered
increased flexibility to take courses (CDW-G, 2011). Furthermore, regarding the
demographics of online education participants, the U.S. Department of Education
reported findings from a 2008 study (V= 137,800) which concluded that of those taking
distance education courses, 23% had one or more dependents, 34% where working full

time jobs, and 45% were working part time jobs.
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Distance education opportunities clearly offer students seeking a degree in higher
education additional flexibility and the opportunity to take classes while raising a family,
working part/full-time or living in a rural area or at a distance from a university. -
Although these statistics are applied to higher education in general, no recent studies have
explored whether these demographic variables may also be applicable to distance
supervision. However, researchers commonly agree that distance supervision provides
students with additional convenience, flexibility, or access to education (Carlisle ct al.,
2013; Chapman, 2006, 2008; Clingerman & Bernard, 2004; Conn et al., 2009; Dickens,
2009; Mcadams & Wyatt, 2010; Nelson et al., 2010; Olsen et al., 2001; Powell, 2012;
Watson, 2003).

Additionally, Olsen et al., (2001) suggested that distance supervision can reduce
costs associated with travel and increase accessibility for students living in rural areas.
Olsen also explained that distance supervision reduces the time aﬁd money spent on
travel for both the supervisor and supervisee, and this benefit is particularly beneficial to
students living in rural areas. Conversely, in a study of (N= 157) psychology and
counseling doctoral and master’s students, two of the primary concerns of FtF
supervision were in regard io time commitments and scheduling conflicts (Bubenzer &
West, 1991). The benefits of saving on costs and travel are accepted as benefits of
distance supervision throughout the literature (Carlisle et al., 2013; Chapman, 2006,
2008; Clingerman & Bernard, 2004; Conn et al., 2009; Dickens, 2009; Kanz, 2001;
Mcadams & Wyatt, 2010; Nelson et al., 2010; Olson et al., 2001; Powell, 2012).
However, there are no recent empirical studies that have examined the demographic

factors associated with programs utilizing distance supervision.
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Challenges

Although there are numerous benefits to distance supervision, there are also a
number of challenges that cannot be overlooked. First, by virtue of using technology to
facilitate supervision, sometimes technology does not work as planned. Technology
failures can occur during supervision impacting the supervision process and taking away
from the time used to conduct supervision. Second, technology can also be expensive and
some supervisors or supervisees may not be able to afford the software or hardware
required to conduct video web conferencing supervision. Third, participating in distance
supervision also requires specific knowledge and skill to navigate the use of the software
and hardware involved and to tr'oubleshoot technological issues (Watson, 2003)‘. F ourth,
distance supervision lacks in-person contact in a person-centered profession (Olson et al.,
2001; Vaccaro & Lambie, 2007; Watson, 2003). Olson et al. (2011) specified "It may be
increasingly difficult to create and maintain a sense of connection or ‘supervisory
alliance’ in long-distance communication over the Internet. Increased challenges may
surface in showing compassion, empathy, and tailoring supervision" (p. 206). Fifth, with
the use of technology, there are additional concemé to the security of i_nfdrmation and
protection of confidentiality (Mcadams & Wyatt, 2010). Sixth, there are concerns over
the availability of supervisors in the event of an emergency (McAdams & Wyatt, 2010).
Last, there is minimal guidance in terms of professional compliance, i.e., ethical
guidelines (e.g., ACA, 2014), legal responsibility (e.g., FERPA, 1974; HIPAA, 1996,
HIPAA Final Omnibus Rule, 2013, HITECH Act, 2009, ), and state regulations

(McAdams & Wyatt, 2010).
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Professional Compliance

ACES (2011), Remley and Herlihy (2013), and Bernard and Goodyear (2014)
stipulated an expectation for supervisqrs to adhere to the requirements and guidelines
endorsed by their respective credentialing bodies, ACA Code of Ethics, and respective
legal mandates. These requirements are applicable to all forms of supervision, regardless
of the delivery method. However, due to the distinct differences between distance
supervision and FtF supervision, distance supervision often requires additional
considerations.

CACREP. The CACREP (2009) standards apply both to online, hybrid, and FtF
programs. All programs are accredited based upon the same standards and the individual
characteristics of each program. CACREP has not provided an official statement
regarding the use of technology in supervision; however, considering there are numerous
online program, it can be assumed that some forms of technology are used to provide
supervision from a distance. What is unknown are the specific delivery methods (web
conferencing, telephone, real time chat) approved for use. |

Ethics. Currently, there is only one ethical code in the helping profession that
directly addresses the use of technology in supervision. Section (F.2.c.) of the American
Counseling Association Code of Ethics (2014) states, "When using technology in
supervision, counsglor supervisors are competent.in the use of those technologies.
Supervisors take the necessary precautions to protect the confidentiality of all
information transmitted through any electronic means" (p. 13). Therefore, when
participating in distance supervision, the supervis.or should understand and be proficient

in the technology used. The supervisor also has the responsibility to protect the
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confidentiality of all information digitally transmitted. Such information would include
both student PII (FERPA) as well as client PHI (HIPAA) that may be transmitted
electronically.

Although the addition of F.2.c offers further guidance for those participating in
distance supervision that was not present in the 2005 ACA Code of Ethics, there are
many ethical issues left unaddressed for online supervision. Section F.2.c requires that
distance supervisors take the necessary precautions to protect all confidential
information. Therefore, distance supervisors could benefit from some of the same ethical
codes applied to distance counselors. Based upon the above argument, the standards for
distance counselors in section H could be adapted to distance supervisors.

ACES (2011) also addressed the use of technology in supervision on a publication
addressing best practices in supervision. Section 4.a.iv. .states, "The supervisor uses
technology that clearly approximates FtF synchronous contact, as permitted by relevant
standards" (p. 05). ACES (2011) also recommended that supervisors use technology in
such a way that enhances supervision and the development of the supervisee. In doing so,
ACES (2011) guidelines stipulated recommendations that are now reflected in the 2014

ACA Code of Ethics.

e In using technology for distance supervision, the supervisor clearly approximates
FtF synchronous contact (e.g., formats that allow supervisors and supervisees to
attend to non-verbal as well as verbal behaviorj.

¢ The supervisor ensures that client and supervisee confidentiality are protected
when using technology in supervision (e.g., takes precautions such as password

protection and encryption) that are compliant with HIPAA guidelines.
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o The supervisor ensures that any technology employed in supervision is in
compliance with ethical guidelines and regulations promulgated by accreditation,

certification, and licensure bodies.

Legal mandates. All HIPAA and FERPA requirements regarding the
confidentiality of information apply to distance supervision the same as traditional
supervision. However, when utilizing technology to transmit protected information, both
acts require additional measures to protect confidentiality of information (FERPA, 1974;
HIPAA, 1996).

FERPA governs all information the same way, regardless of how the information
is maintained. However, digitally maintained documents raise security concerns, which
FERPA requires professionals to address. FERPA requires that documents be protected
by reasonable methods, yet how professionals interpret what reasonable methods are is
largely up to the educational institution (McDonald, 2008). Furthermore, school
counseling students have an ethical responsibility to protect digital student information.
The American School Counseling Association’s (ASCA) 2010 Ethical Standards for
School Counselors states that counselors have the responsibility to "understand the intent
of FERPA and its impact on sharing electronic student records" (p.3).

Similar to FERPA, HIPAA also requires that digital documents be protected. The
HIPAA security rule (2003) "requires covered entities to maintain reasonable and
appropriate administrative, technical, and physical safeguards for protecting e-PHI" (U.S.
Department of Health and Human Services, 2014, p. 1). More specifically, covered
entities must ensure the confidentiality of all digital documents they create, maintain,

receive, and transmit, they must protect against reasonably foreseeable security threats,
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and they must ensure compliance by their workforce. The security rule does not dictate
which methods a covered entity should take to protect information, but it does require the
entity to consider a number of variables when making security related decision: size,
capabilities, complexity of the system, the technical infrastructure, costs of security
measures, and the impact and risk of maintaining digital PHI. Additionally, the
requirement to protect against reasonable foreseeabie threats is also being interpreted
based upon the enactment of more recent laws (e.g.. HITECH act of 2009; HIT, 2012).
The HITECH act (2009) addressed security concerns and privacy for electronic PHI and
identified business associates (e.g., third party software providers). Health Information
and Technology (HIT, 2012) requirements, §170.210, stipulate provisions for using

D>

encrypted and protected links when exchanging information, security standards (SHA-1)

for the algorithms used for information in transit, and encryption standards as identified
by National Institute of Standards and Technology (NIST; e.g., 128-bit, HIPAA Survival
Guide 2015) for data at rest. However, there is a gfay area regarding whether an
educational institution would be considered a covered entity and held to these standards.
The Centers for Medicare and Medicaid Services (2014) explain that covered entities
must be one of the following:

e A health care provider that conducts certain transactions in electronic form (called

here a "covered health care provider").

s A health care clearinghouse.

e A health plan (p. 1).
An educational institution would not fall under any of the above categories. However,

the supervisee completing a practicum/internship may very well fall under one of these
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categories as a representative of the placement site. Therefore, the legal burden of
protecting PHI may fall upon the placement site and supervisee, as a representative of a
covered agency. However, ethically (ACA, 2014) the burden falls upon both the
supervisor and supervisee to protect PHI shared in supervision.

Last, regarding HIPAA compliance the HIPPA Final Omnibus Rule (2013) added
the additional component of a required business associates agreements (BAA). The BAA
is a legal document to be provided by the third party software platform provider in which
the third party agrees to share responsibility regarding the protection of PHI. As a result
the third party provider must take action such as keeping and audit trail, providing
technical assistance, anci responsibilities pertaining to breech notification to name a few.
The BAA also places shared responsibility on the third party as they may face fines for
the breech of PHI.

State regulation. When viewing distance supervision in the context of
supervision requirements for state licensure, some states have developed regulations that
forbid distance supervision. In a nationwide study examining the regulation of distance
counseling and supervision, researchers éxplored the patterns and trends of state board
administrators’ (N= 46) regulation of professional practice with the use of technology
(McAdams & Wyatt, 2010). The researchers conducted a grounded theory and concluded
that regulations were currently in place for six states (13%), under development for four
states (9%), and under discussion in 14 states (30%). Distance supervision was prohibited
in 19 states (41%), and distance supervision had not arisen as an issue in four sfates (7%).
The researchers explained that trends in the regulation of distance supervision included

the requirement of specialized certification, informed consent, reimbursement,
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development of standards of practice, and specifically, legal accountability. Furthermore,
60% of participants also believed that distance supervision should be limited to 10-50%
of the total supervision requirements. In part, participants supported limited distance
supervision or prohibited distance supervision due to the legal accountability. Participants
were concerned about involving multiple legal jurisdictions, navigating complex legal
issues, and having their boards monitor digital services, detect rule violations, and the
level of collaboration that would be needed across state regulatory agencies.

Considering there is a national trend toward the designation of distance
supervision as "having substantive differences from traditional counseling and
supervision...the trend has important implications for the future of counselor education”
(McAdams & Wyatt, 2010, p. 188). Considering that the "capabilities for applying
technology in counseling and supervision clearly exceed understanding of its
implications" (McAdams & Wyatt, 2010, p. 188) and, due to the beneﬁts, challenges,
ethical considerations, regulatory factors, and additional legal considerations, further
understanding of how technology applications affect consumers is needed. The proposed
study seeks to examine how distance supervision delivery methods are related to it's
consumers (i.e., supervisors and supervisees) on ‘working alliance, a fundamental
component of the relationship (Bordin, 1983).

Working Alliance

A strong working relationship between supervisor and supervisee is vital to
promoting professional change and development in the supervisee (Bernard & Goodyear,
2014). Bordin (1979, 1983) proposed that the strength of the therapeutic working alliance

affects therapy more than techniques employed. Furthermore, Bordin (1983) claimed that
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the working alliance may be applied to other types of relationships as well. He asserted
that the working alliance is an applicable concept to any partnership in which one party is
seeking change and the other is offering to nurture change, and he included alliances such
as teacher and student, or supervisor and supervisee. As a result of Bordin’s (1979, 1983)
theoretical conception of the therapeutic working alliance, subsequent studies have
offered a thorough examination of the factors that étrengthen and weaken the SWA and

how the working alliance affects outcomes in supervision.

Bordin’s Theory of the Working Alliance

Bordin (1983) expanded h;s theory on the working alliance to be applied to the
supervisory relationship. Numerous studies (Dickens, 2009; Ladany, Ellis, & Friedlander,
1999; Ladany & Inman, 2012; Ladany & Lehrfnan—Waterman, 1999; McArthy, 2013)
agree with Bordin and support the pantheoretical nature of the working alliance in terms
of generalizability to the supervisory relationship. In this sense, working alliance as a
vehicle for supervisee development in supervision includes the same three factors of
change conceptualized to occur through therapy: (1) agreement on goals for the change
process, (2) agreement on tasks for both parties in the relationship, and (3) the formation
of bonds between the partners in the alliance (Bordin, 1983).

Supervision goals. Supervisory goals, according to Bordin (1983), should be
formulated from the supervisees’ perspectives and reflect their thoughts, feelings, actions,
and ideas. He stipulated eight categories of goals for supervision that contribute to a
strong working alliance: (1) mastering of specific skills, (2) increasing understanding of
clients, (3) increasing awareness of counseling process issues, (4) increasing awareness

of self and its influence on the counseling process, (5) overcoming personal and
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intellectual barriers to learning and mastéry, (6) increasing understanding of concepts and
theory, (7) providing a motivation for research, and (8) promoting standards of service.
Mutual understanding and agreement upon goals from the onset of supervision, as well as
ongoing dialogue about supervisece needs and progress, is an essential aspect of
developing a working alliance in supervision.

Supervision tasks. Bordin’s (1983) supervision tasks are directly related to the
supervision goals and strengthen the working alliance by contributing to trust and
comradeship when completed by both the supervisor and super%/isee. Such tasks would
include the preparation of oral or written reports on the supervisees’ sessions, direct
observation of recorded sessions, and the selection of problems and issues to be
addressed in supervision. When supervisees perceive the connection between goals and
tasks, when the tasks match the supervisees’ abilities, when both supervisor and
supervisee commit to the completion of tasks, and when both parties take responsibility
for tasks in the supervisory relationship, the working alliance gains in strength.

Supervision bonds. The shared experience of supervision naturally creates bonds
between the parties involving liking, caring, and trusting (Bordin, 1983). When
describing bonds in the supervisory relationship, Bordin (1983) refers to the multiplicity
of roles supervisors play, such as teacher, therapist, and evaluator. Creating balance in
these roles contributes to the emotional and collaborative bonding occurring between
supervisor and supervisee. The student must respect the teacher’s skill while the teacher
must also respect the supervisee as a learner. Just as in therapy, trust must be present for
progress to occur. As an evaluator, the supervisor has inherent gate keeping

responsibilities, which must not be allowed to impede trust in supervisory bonding
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(Cheon et al., 2009). The emotional and collaborative bond between supervisor and
supervisee creates the atmosphere oi'cbllaboration in which both partners mutually agree
upon goals and tasks, ultimately producing the outcomes of the supervision.

Working alliance development, maintenance, and repair. Bordin’s (1983)
theory on SWA goes beyond the idea that a strong working alliance affects outcomes of
supervision more than implementation of techniques or methods. The building and repair
of that working alliance affects the outcomes of the supervision by overcoming obstacles
to provide the supervisee with new ways of thinking, feeling, and acting. This process of
building and repairing creates the strength of the working alliance. As the supervisor and
supervisee negotiate goals and tasks and develop bonds, weakening occurs if the goals,
tasks, and bonds conflict. However, recovering from weakening, i.e., addressing the
conflicts and revising goals and tasks, rebuilds trust and strength. For example, a
supervisee may find that proposed goals and tasks do not fit his needs ora supervisor
may not be satisfied with the effort a supervisee invests in his goals and tasks, and
weakening ensues. The repair occurs when the goals and tasks are renegotiated to fit the
supervisee’s needs or the supervisor’s expectations, strengthening the supervisory bond.
The stronger bond between supervisor and supervisee also increases commitment to the
completion of goals and tasks in a building and a cycle of growth. Considering the
importance of SWA to the process of supervision, numerous researchers have examined
the effect of SWA on outcome variables such as supervisee satisfaction, self-efficacy, and

skill development.
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Supervisory Working Alliance and Supervision Outcomes

Supervision is an essential component of training (Bernard & Goodyear, 2014;
CACREP, 2009) and SWA is predominantly considered to be an important factor for
outcome variables such as satisfaction (Ladany et al., 1999; Ting, 2009) and self-
efficacy/skill development (e.g., Humedian, 2002; Thome, 2006). However, researchers
reported mixed results regarding how SWA affects the above supervision outcomes.

In FtF supervision, researchers (Ladany et al., 1999; Ting, 2009) reported a
significant relationship between SWA and satisfaction. In a study of (V= 107) practicum
and internship studeies in counseling, Ladany et al., (1999) sought to test Bordin's (1983) |
adaptation of working alliance to supervision on supervisee satisfaction and self-efficacy.
Utilizing the 36-item version of the WAI-T (Bahrick, 1990), the 21-item Self-Efficacy
Inventory (Friedlander & Synder, 1983) and the 12-item Trainee Personal Reaction
Scale-Revised (TPRS-R; Holloway & Wampold, 1984), Ladany et al.», (1999) examined
the predictive relationship of SWA for supervisee satisfaction and self-efficacy. The
researchers reported that the subscale emotional bond of SWA was significantly
associated with greater satisfaction in counseling supervisees (V= 107). More recently, in
an international study examining (N= 127) Taiwanese master's in counseling students
enrolléd in an internship course, Ting (2009) utilized the WAI-T to measure SWA and
satisfaction with the TPRS-R. Researchers reported agreement on tasks in supervision
was a significant predictor for supervisors’ perceived personal qualities. Furthermore, the
supervisee's score on the WAI-T emotional bond sub scale and self-efficacy were a
significant predictdrs for supervisee comfort to express ideas in supervision. Although it

is generally accepted that factors of the WAI (goal, task, bond) might predict some
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factors associated with satisfaction in supervision, there s little evidence to support that
there are differences in satisfaction based upon delivery method of supervision (FtF,
hybrid, distance).

Regarding delivery method of supervision, using a single subject quantitative case
study experimentai design, Chapman (2006) explored the effects of cyber supervision
(synchronous distance supervision) on satisfaction. Utilizing the Distance Education
Course Satisfaction Rating Inventory Survey (Chapman, 2004) to measure satisfaction
for practicum counseling students (V= 5), Chapman (2006) reported that participants
were satisfied overall with their online supervision experience. More specifically, Reese
et al., (2009) conducted a study of practicum students (N= 9) in a group supervision class
where both FtF and distance supervision was provided in rotations. Using the
Supervisory Satisfaction Questionnaire (SSQ; Ladany, Hill, Corbett, & Nutt, 1996) as a
measure of satisfaction, researchers reported nearly identical means and no meaningful
significant differences between deliVery method mean group scores. Conn et al., (2009)
also reported similar findings in a study (V= 76) examining differences between FtF (n=
35) and distance (n= 41) supervision groups for school counseling internship students.
Utilizing the Supervision Satisfaction Questionnaire, researchers concluded that there
were no significant differences between groups for participant mean scores. Similar to the
studies reported above, self-efficacy, like satisfaction, is also a common outcome variable
for SWA reported in the literature.

Numerous researchers support the importance of supervision for assisting
supervisees to develop self-efficacy related to their counseling skills (Cashwell &

Dooley, 2001; Kozina, Grabovari, De Stefano, & Drapeau, 2010; Larson et al., 1992).
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Supervisees’ beliefs about their self-efficacy can affect their performance when working
with a client (Larson & Daniels, 1998). However, studies examining the affect of SWA
on supervisee self-efficacy have reported mixed results (Humedian, 2002; Ladany et al.,
1999; Lorenz, 2009; Thome, 2006).

Humedian (2002) reported a significant relationship between SWA and self-
efficacy. Humeidan (2002) conducted a study (N= 78) of master’s level supervisee; and
reported that SWA, measured by the SWAI-T (Efstation, Patton, & Kardash, 1990),
significantly accounted for 22% of the variance in self-efficacy as measured by
Counseling Self-Estimate Inventory (COSE; Larson et al., 1992) . Similarly, Thome
(2006) also reported a significant relationship between SWA and supervisee skill
development. Utilizing the SWAI-T (Efstation, Patton, & Kardash, 1990) and Counseling
Skills and Personal Development — Rating Form (Wilbur, 1991) for graduate level
counseling trainees (V= 24), researchers reported that supervisors in the high SWA group
rated supervisee counseling skills higher than those from the low SWA group.
Additionally, the rapport factor of SWA had the largest affect on supervisor ratings of
supervisee skill development. |

However, in a study of practicum students in CACREP and CORE counseling
programs (N= 76) Lorenz (2009) examined the self-efficacy as an outcome variable for
SWA and found no significant relationship. Utilizing the SWAI-T (Efstation, Patton, &
Kardash, 1990) and CSQ); (Stebnicki et al., 1997) to measure SWA and self-efficacy
respectively, researchers reported that the only variable which significantly predicted
self-efficacy as an outcome variable for supervision was supervisory style. In an early

study, (Ladany et al., 1999) reported similar findings. Ladany et al. (1999) sought to test
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Bordin's (1983) adaptation of working alliance to supervision on supervisee satisfaction
and self-efficacy for counseling trainees (N= 107). Utilizing the 36-item version of the
WAI-T, and the 21-item Self-Efficacy Inventory researchers examined the predictive
relationship of SWA for supervisee self-efficacy. The findings indicated no significant
relationships between SWA and self-efficacy for participants. Although some studies
have found no significant relationship between SWA and self-efficacy (e.g., Ladany et
al.,1999; Lorenz, 2009), self-efficacy has been typically supported as an important
outcome variable of supervision (e.g., Cashwell & Dooley, 2001; Kozina et al., 2010;
Larson et al., 1992) that is affected by SWA (e.g., Humedian, 2002;Thome, 2006).
Regarding self-efficacy in distance supervision, researchérs (e.g., Chapman et al., 2011;
Reese et al., 2009) have explored other variables such as delivery method of supervision
for self-efficacy and skill development in supervisees.

Reese et al. (2009) reported that delivery method of supervision does not
significantly affect self-efficacy. In a study of counseling psychology students (N= 9)
over a 12-week field experience, researchers examined group supervisee perceptions of
SWA, satisfaction, and self-efficacy for both FtF and distance supervision. Although the
researchers did not assess for an interaction effect between SWA and self-efficacy,
researchers reported that, similar to past studies on self-efficacy for FtF supervision, self-
efficacy improvéd over time for students at a similar rate regardless of delivery method.
Chapman et al. (2011) reported similar findings from a study (V= 5) that examined
components of self-efficacy such as supervisee confidence for practicum students.
Researchers reported that all participants increased in sélf—efﬁcacy at a similar pace to

what could be derived from FtF supervision. Considering the importance of SWA for
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supervisee outcomes, researchers Have also exarmned numerous Iother variables for their
effect on SWA (e.g., supervisor experience level, supervisee experience level,
supervisory attachment styles, and conflict in supervision).
The Affect of Variables on Supervisory Working Alliance

Since Bordin’s (1983) conceptualization of SWA, researchers have explored
multiple factors that strengthen and weaken SWA: supervisor level of experience
(Newgent, Higgins, Mulvenon, & Balkin, 2006), supervisee experience level (Ramos-
Sanchez et al., 2002), supervisor attachment style (Chen & Bernstein, 2000; Fernando &
Hulse-Killacky, 2005; Ladany et al., 1999), and conflict (Gray, Ladany, Walker, &
Ancis, 2001; Nelson & Friedlander, 2001; Quarto, 2002; Ramos-Sanchez et al., 2002).

The level of experience a supervisor possésses influences personality traits he or
she may display, which could impact the SWA (Newgent, Higgins, Mulvenon, & Balkin,
2006). Utilizing the 240-item Revised NEO Personality Inventory (Costa & McCrae,
1992) in a pilot study, researchers examined personality difference between counselors
(N= 69) who were considered novice with entry-level licensure or who were experienced
with advanced licensure. Researchers determined that more experienced counselors
display more openness, feelings, and trust, as well as less vulnerability, which are traits
associated with lower levels of supervisee anxiety in the supervisory relationship.
However, to examine supervisor experience in the present study, the supervisee would
either have to have knowledge of the supervisor’s experience as a counselor or
supervisor, or the supervisor and supervisee scéres would have to be paired. Furthermore,

the above study utilized parametric data analysis, which require normally distributed data



46

(Field, 2009). The researchers did not address the normality of data, the assumptions
associated with conducting an ANOVA or MANCOVA, or the effect size.

Higher experience and developmental levels in supervisees are associated with a
stronger working alliance in supervision (Ramos-Sanchez et al., 2002). Using the Baker
(1990) Revised Working Alliance Inventory and the Supervisee Levels Questionnaire
Revised (McNeill, Stoltenberg, & Romans, 1992), researchers surveyed pre-doctoral and
post-doctoral level students (V= 126). With more advanced skills and theoretical
orientation, supervisees were more adept to agree on goals and tasks in supervision and
navigate conflict. In addition, the more developed the supervisee, the less anxiety they
displayed. They also reported needing less structure in supervision, thus allowing l.ess
didactic supervision and more collaboration. Researchers reported a significant and
positive relationship between SWA and development level in supervision.

However, when considering delivery method of supervision, researchers reported
that supervisee experience or development level did not have an effect on SWA. Ina
study examining satisfaction and SWA of master's level counseling students (N= 190) for
FtF and distance supervision, Dickens (2009) explored supervisee experience level (as
defined by their enrollment in practicum or internship) as a factor that could affect SWA.
Dickens reported that SWA had a significant and strong correlation with satisfaction, but
there was no significant difference between practicum and internship students for SWA.
Dickens result were supported by previous research on SWA and supervisee expgrience
level, which also indicated that there was no significant relationship between the two

variables.



47

Ladany et al. (1999) conducted a study consisting of a national sample of (N=
107) practicum and internship supervisees to examine SWA and supervisee self-efﬁcacy.
SWA was measured with the Working Alliance Inventory Trainee WAI-T scale, and self-
efficacy with the Self Efficacy Inventory (Friediander & Snyder, 1983). When examining
the variables for between-group differences, researchers reported that supervisee
experience level did not meet the statistical requirements for use as a covariate. There
was no interaction effect between the predictor variables and criterion variable. The
researchers speculate that one reason for supervisee experience not qualifying as a
covariate for analysis was that supervisees can have largely different experiences in their
practicum and internship. For exam';)]e, some supervisees may serve a few dozen clients
over their practicum experience and receive intense supervision from both their
university and on-site supervisors, whereas others may only see a handful of clients while
in their practicum and not receive as much supervision. Due to the mixed results of
experience on SWA, the lack of clarity regarding how supervisee experience should be
measured, and the lack of support for experience of supervisee as variable which affects
SWA, it will not be included as a covariate in the proposed study.

The supervisor’s style of supervision notably impacts the SWA (Chen &
Bernstein, 2000; Fernando & Hulse-Killacky, 2005; L:adany & Lehrman-Waterman 1999;
Ladany, Walker, & Melincoff, 2001). In a study examining SWA and supervisory style in
counselors providing supervision (N= 137), researchers reported that SWA was related to
supervisory style. Specifically, supervisors who scored Higher in the attractive factor
(e.g., friendly) were more likely to agree on tasks and goals (Ladany et al., 2001).

Furthermore, both Ladany et al. (2001) and Ladany and Lehrman-Waterman (1999) both
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reported a significant positive correlation between supervisory self-disclosure and SWA.
Therefore, supervisor self-disclosure may help to build a strong relationship and trust
with the supervisee. However, supervisory style and self-disclosure have not been
examined in distance supervision, and it is currently unknown how supervisory style
might change based upon delivery method. In the absence of support for SWA being
effected by supervisory style within distance supervision, and in the absence of other
studies utilizing supervisory style as a covariate or control variable when examining
SWA in distance supervision (Coker et al., 2002; Conn et al., 2009; Dickens, 2009; Reese
ét al., 2009), omitting supervisory style as a covariate in the proposed study is a minor
delimitation.

As the supervisor and supervisee negotiate goals and tasks and develop bonds,
weakening to the SWA can occurs if the goa_ls, tasks, and bonds conflict. Conflict, which
can occur in supervision between the supervisor and supervisee may trigger conflict
between the three factors of SWA (goal, task, bond). In a mixed methods study (V= 13)
of supervisees in a master's in counseling psychology program (Nelson & Friedlander,
2001), researchers reported that conflict negatively affects the supervisory relationship
when not resolved and can serve to cause the supervisee anxiety. Quarto (2002) examined
the effect of conflict on SWA for counseling supervisees in CACREP master's in
counseling programs. Using the 27-item Supervision Interaction Questionnaire (SIQ) and
the 19 and 23 item SWA Inventory (SWAI) for supervisees and supervisors, Quarto
distributed 142 survey packets, and 74 where returned for data analysis. Quartro reported
significant (p <.05) correlations between the multiple factors of the Superyision

Interaction Questionnaire (SIQ; Quartro, 2002) and SWA. Specifically, there was strong
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negative correlation between supervisee rapport (SWAI) and supérvision conflict (SIQ), -
.80, and a -.58 correlation between supervisee client focus (SWAI) and supervision
conflict (SIQ). However, the SWAI (Efstation, Patton, & Kardash, 1990), measures
different factors of SWA than the WAI-S (Horvath & Greenberg, 1989), which was used
in this study, and the SWAI is not theoretically grounded in Bordin's theory of SWA.
Therefore, it is unclear whether or not conflict would have a similar effect on the
constructs of the WAI-S when measuring SWA.

However, in the absence of research that supports the effect of conflict on SWA
within distance supervision, it is currently unknown if conflict is more or less easily
mediated based upon delivery method. Also, in the absence of other studies utilizing
conflict as a covariate or control variable when examining SWA in distance supervision
(Coker et al., 2002; Conn et al., 2009; Dickens, 2009; Reese et alv., 2009), omitting
conflict as a covariate in the proposed study is a minor delimitation. Furthermore, since
the researcher will sample an entire population, similar to the benefits of random
sampling for a population, the assumption can be made that potentially confounding
variables listed above (e.g., supervisor level of experience, supervisee experience level,
supervisor attachment style, and conflict) will be evenly distributed across delivery
method groups, especially so, since there are currently no studies which have reported
significant differences between FtF and distance supervision groups across the above
variables.

Factors Unique to Distance Supervision on Supervisory Working Alliance

Although there are a number of variables described above that researchers have

examined for their effect on the supervisory relationship and SWA, distance supervision
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poses unique factors not typical of FtF supervision such as variations in delivery methods
(e.g., FtF vs. distance, FtF vs. hybrid, variations within synchronous delivery methods),
and experience with technology. Numerous studies (e.g., Coker and Schooley., 2009;
Conn et al., 2009; Dickens, 2009, Lahey, 2008; Reese et al., 2009) have found minimal to
no difference in SWA based upon the delivery method of supervision for supervisees.
Still, many of these studies are riddled with methodological flaws which could have
potentially caused type [ or Il errors.

In a study examining satisfaction and SWA of master's level counseling students
(N=190) for FtF and distance supervision, Dickens (2009) assessed for potential
differences between SWA amongst supervision delivery method groups. The results
indicated no significant differences between delivery method groups for supervisee. For
supervisors, the researchers reported a significant difference between groups on SWA in
favor of using distance supervision. However, effect size was not reported so the
magnitude of differences was unknown. Although the researcher explained that a
MANOVA was utilized instead of multiple t-tests once it was determined that there was a
large enough sample size to conduct a MANOVA, there was no reference made how the
researchers evaluated sample size relative to the forms of data analysis used, nor was any
reference made to effect size or power. Thus, although the researcher reduced the risk of
family-wise error by utilizing a MANOVA (as opposed to running multiple t-tests), due
to the lack of information on effect size and power for data analysis, the study might not
have had enough participants to uncover significant results. Additionally, such potentially
extraneous variables unique to distance supervision, such as experience with technology

were not statistically controlled.
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Similarly, in studies also examining SWA in FtF and distance supervision, but
while utilizing an experirﬁental or quasi-experimental designs, researchers (Coker et al.,
2002; Lahey, 2008) also reported no significant differences between delivery method
groups. Coker et al. (2002) examined differences between delivery method groups for
pracficum master's students in two pilot studies. For one of the pilot studies, the
researchers appeared to have recruited participants via a convenience sample and
assessed their perceptions of SWA after each of 10 sessions (5 distance and 5 FtF).
Researchers concluded that there were no st;eltistically significant differences between
groups. However, it is unclear if assumptions for data analysis were assessed, there was
no calculation of effect size‘, and there was no reference made to power for statistical
analysis. Thus, it is unclear if the data were parametric or if the study had an adequate
sample size to find statistically significant results. Lahey (2008) examined differences
between delivery method groups on SWA for CACREP-accredited counseling master's
student across the country. The researcher randomly sampled 70 CACREP programs
from the total population of CACREP-accredited programs and gained 46 supervisees to
participate in the study. Results indicated no significant differences between delivery
method groups on SWA. However, it is unclear how those 46 participants are dispersed
throughout the 70 programs sampled. Moreover, the researcher made no reference to
effect size or power regarding the selected forms of statistical analysis. Thus, it is
possible that the study was vulnerable to a Type Il error due to a potentially inadequate
sample size. |

Last, regarding the studies which examined differences between FtF and distance

supervision, Reese et al. (2009) also reported that there were no significant differences
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between groups on SWA. Researchers assessed a convenience sample (N=9) of
counseling psychology master's and doctoral students enrolled in a 12-week group
practicum course. SWA was measured using the SWAI-T to examine participants’
perception of SWA when receiving both FtF and distance supervision at different
intervals throughout the semester. Researchers concluded that the delivery method of
supervision did not significantly affect the supervisory relationship.

In a study examining the differences between FtF and hybrid supervision delivery
methods on SWA, Conn et al. (2009) reportéd that there were no significant differences
for SWA between delivery method groups. A convenience sample of school counseling
master's students (V= 76) was examined in the study and participants were assigned to
groups based upon the type of course in which they enrolled: online campus section (n=
41) or on-campus section (n= 35). The on-campus section received FtF supervision and
the online campus student received both FtF .an_d online supervision.

Last, when examining the research on SWA and delivery method, researchers
(Coker et al., 2002) have also explored the potential differences between multiple
synchronous distance supervision delivery methods. In a pilot study examining 8
counseling practicum students’ perceptions of SWA, participants were assigned to two
groups: a synchronous online text-chat delivery method group or a synchronous online
text-chat and video delivery method group. Researchers reported no significant
differences between groups; however, the sfnall sample size was small and no effect size
was reported. Furthermore, there have been no other studies examining differences
between synchronous distance supervision delivery methods on SWA. The proposed

study seeks to expand on the research of Coker et al., by utilizing a sample large enough
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to uncover statistically significant differences. While doing so, the proposed study will
also control for participant experience with technology.

Utilizing the Computer Competency and Comfort Scale (CCCS; Chapman, 2004),
Chapman (2006) examined the practicum supervision participants’ (N=5) perceptions of
competence and comfort with technology. Researchers reported that participants varied in
their competence and comfort level when utilizing technology in supervision. However,
by the end of the supervision experiencg, all participants had demonstrated an increased
level of technology sophistication. Likewise, all participants also increased in factors
such as self-efficacy and satisfaction by the end of the semester. Although it appears that
technology sophistication increased over time with self-efficacy and satisfaction, a causal
inference cannot be derived from this study regarding the effect of supervisee experience
with technology on the outcome variables. Furthermore, in studies that have examined
delivery method on SWA (Coker and Schooley, 2009; Conn et al., 2009; Dickens, 2009,
Lahey, 2008; Reese et al., 2009), the potential effect of experience with technology has
been left relatively unexplored. This finding is especially surprisihg since the primary
factor that distinguishes FtF supervision from distance supervision is the use of
technology. Therefore, this study expanded on the research of Chapman (2008; Coker
and Schooley., 2009; Conn et al., 2009; Dickens, 2009, Lahey, 2008; Reese et al., 2009)
by examining participants’ experience with technology as a control variable. However,
when doing so, the CCCS developed by Chapman (2006) may not be the most ideal
measure for supervisee experience with technology because technology is consistently
changing, and there are no available psychometrics regarding validity or reliability for the

instrument. Therefore, experience with technology used in supervision was assessed by
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asking participants to report the number of months they have utilized synchronous
technology to communicate with a supervisor in supervision.
Summary

Distance education is a growing trend throughout counselor education programs,
and asa result, there 1s a need for distance supervision. However, there are no recent
studies that have examined the prevalence of distance supervision in counselor education,
and it is relatively unknown what populations are utilizing distance supervision delivery
methods. The proposed study will utilize a cross-sectional non-experimental correlational
design, as well as a survey developed by the primary researcher to sample the entire
CACREP population of supervisors and supervisee participating in supervision. Such a
design is prudent to use when attempting to survey a large population (Heppner et al.,
2008).

Supervision is an essential component of counselor education (Bernard &
Goodyear, 2014; CACREP, 2009), and SWA is predominantly considered to be an
important factor for supervisee outcome variables such as satisfaction (Chapman, 2006;
Ladany et al. 1999; Ting, 2009) and self-efficacy (e.g., Humedian, 2002;Thome, 2006),
and skill development (e.g., Humedian, 2002;Thome, 2006). Still, researchers that
examined the relationship of satisfaction and self-efficacy on SWA in distance
supervision reported similar findings to that of studies that examined FtF supervision.
Furthermore, considering the importance of SWA for supervisee development,
researchers (Chen & Bernstein, 2000; Fernando et al., 2005; Gray et al., 2001; Ladany et
al., 1999; Nelson and Friedlander, 2001; Newgent et al., 2006; Quarto, 2002; Ramos-

Sanchez et al., 2002) also explored variables that could strengthen or weaken SWA (e.g.,
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supervisor level of experience, supervisee experience level, supervisor attachment style,
and conflict). Although some statistically significant relationships exist between SWA
and the above variables, few studies have examined the effect of the above variables on
SWA in distance supervision. For the studies that have examined some of the above
variables (i.e., experience of supervisee or experience of supervisor), no significant
differences were reported between FtF and distance supervision groups on SWA (e.g.,
Chapman, 2006). Therefore, considering that there is no research to support difference
between delivery method groups when assessing the above variables’ relationship to
SWA and that the proposed study will be sampling an entire population, it can be
assumed that the above variables are unlikely to skew the results of the proposed study.
Moreover, when considering the relationship between delivery method of
supervision and SWA, numerous studies (e.g., Coker and Schooley, 2009; Conn et al.,
2009; Dickens, 2009, Lahey, 2008; Reese et al., 2009) have found minimal to no
differences between delivery method groups. Still, these studies have primarily used
small sample sizes (e.g., Coker and Schooley, 2009; Lahey, 2008), neglected to report on
effect size (e.g., Coker and Schooley, 2009; Dickens, 2009; Lahey, 2008) used
convenience samples, which limit the generalizability of results (e.g., Conn et al, 2009;
Reese et al., 2009), used convenience samples and non-random assignment to groups
when attempting aquasi-experimental design (Conn et al., 2009), or did not statistically
account for potentially extraneous variables such as experience with technology (e.g.,
Coker and Schooley, 2009; Conn et al., 2009; Cook and Doyle, 2009; Dickens, 2009,
Lahey, 2008; Reese et al., 2009).This study aimed to expand on the previous body of

literature by seeking a large enough sample size to reveal potentially significant results,



to assess whether the finding of previously studies can be generalized to a larger
population, and to control for potentially confounding variables unique to distance

supervision, such as experience with technology.
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CHAPTER 3
METHODOLOGY

The chapter introduces the methodology and research design that was utilized to
examine the prevalence of distance supervision in counselor education, the relationship
between participating in distance supervision and demographics, and the relationship
between SWA and synchronous supervision delivery methods. The purpose statement,
research design, research questions, correspoﬁding hypothesis, instrument used, survey
development, criteria for participation, survey population, characteristics of the sample,
and procedures are described. Furthermore, a description of the screening procedures,
data cleaning, data assumptions, and data analysis techniques are detailed.

Purpose Statement

The purpose of the dissertation study was threefold. The first objective was to
examine the prevalence of distance supervision in all CACREP-accredited counselor
education programs, the types of technology and software used in supervision, the
training on software used in supervision, training on HIPAA, FERPA, and ACA Code of
Ethics when using technology in supervision, and perceptions of HIPAA, FERPA, and
ACA Code of Ethics compliance. The second objective was to examine the relationship
between demographic factors (i.e., distance from university, children 18 and under, work
hours, household income) and the use of synchronous distant supervision. The third
objective was to identify the synchronous supervision delivery methods that are
associated with SWA.

Research Questions and Hypotheses

The following research questions were addressed.
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RQ 1: What is the prevalence of distance supervision in CACREP-accredited counselor
education programs?
H;: FtF, hybrid, and online programs will utilize distance supervision
technology in the delivery of supervision.
RQ 2: What demographic variables (distance from university, work hours, household
income, children 18 and under) are related to participation in synchronous distance
supervision?
H,. Distance from university, work hours, household income, and children 18 and
under will be significantly related to participation in synchronous distance
supervision.
RQ 3: Controlling for previous experience as a participant in di.stance supervision, is
there a significant relationship between synchronous supervision delivery method groups
(distance supervision, FtF supervision, and hybrid supervision) and supervisory working
alliance?
Hj: Controlling for previous experience using technology in distance supervision,
there will not be a significant relationship between synchronous supervision
delivery method groups (distance supervision, FtF supervision, and hybrid
supervision) and supervisory working alliance.
RQ 4: Controlling for previous experience as a participant in distance supervision, what
combination of synchronous distance supervision delivery methods (video web-
conferencing, audio web-conferencing, phone, real-time chat) is significantly associated

with supervisory working alliance?
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Hy: Controlling for previous experience using synchronous technology in distance
supervision, there will be a significant relationship between participants who used
a combination of two or more synchronous delivery methods and supervisory

working alliance as compared to participants who only used one synchronous

delivery method.

Research Design
A non-experimental correlational design was utilized to collect data from
supervisors and supervisees participating in CACREP-accredited counseling programs
during the fall 2014 and spring 2015 semesters. The design is appropriate when aiming to
examine the relationships between multiple variables and may be used to describe the
existence and delineate characteristics of a phenomenon (Heppner, Wampold, &
Kivlighan, 2008). The non-experimental correlational design can be particularly useful in
the field of education when the researcher does not have access to developing a control
group and treatnient group or to randomly assign participants to treatment conditions.
The non-experimental correlation design is also well suited for research questions
examining the relationship between independent and a dependent variable and that could
be analyzed with a regression analysis (Heppner et al., 2008).
Instrumentation
The 41-item survey packet consisted of three sections. Part one of the survey
included an informed consent document and 13 items developed by the researcher that
requested information on the use of technology in university supervision based upon
participants' experiences in supervision at their current universities within the

participants' selected supervisory role (supervisor or supervisee). Part two contained five
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items developed by the researcher that requested information on participants' use of
technology in supervision during the semester the survey was administered. Part two also
contained thel2-item Working Alliance Inventory Short Form (WAI-S, Efstation, Patton,
& Kardash, 1990). Last, part three of the survey packet contained an 11-item
demographic form. The survey packet was uploaded to Qualtrics, and survey logic was
used to direct participants to specific questions tailored to supervisors and supervisees,
including the appropriate Working Alliance Inventory. Survey logic was also used to
direct participants to the demographic section of the survey after part one, if the
participant indicated they were not participating in supervision during the semester the
survey was administered. An additional hard copy of the supervisor and supervisee
survey packet was also developed for distribution at conferences. The following section
details each section of the survey packet including informed consent, the selection of the
WAI-S, and the survey developed by the researcher.
Informed Consent

The first component of the digital survey packet was an informed consent
document that stipulated the purpose of the study, risks associated with participation in
the study, and the benefits of participation in the study. Participants could agree to
participate in the stﬁdy by checking the "yes” box on the digital survey packet. For the
hard copy, participants could consent to participation by providing a signature on the
informed consent page (Appendix A/B).
Supervisory Working Alliance

SWA was measured for all participants who participated in university supervision

during the semesters the survey was administered (including supervisors and
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supervisees). For supervisees, the 12-item Working Alliance Inventory (WAI-S)
Supervision Trainee Short Form was utilized. For supervisors, the 12-item Working
Alliance Inventory - SuperQisor Short Form was utilized. Although there are other
instruments available that measure SWA, such as the SWA inventory (SWAI), the WAI-
S measures the factors of Bordin's (1979, 1983) concept of working alliance (i.e., goal,
task, bonds). Such factors have been commonly accepted throughout the literature as
constructs that measure SWA (Dickens, 2009; Ladany et al., 1999; Ladany & Inman,
2012; Ladany & Lehrman-Waterman, 1999; McArthy, 2013), whereas the SWAI is not
theoretically grounded. Furthermore, the WIA-Short Form has almost half the items of
the SWAL

WALI-S. Based upon the ori ginal concept of working alliance developed by
Bordin (1979, 1983), Horvath and Greenberg (1989) developed the 36-item Working
Alliance Inventory (WAI) to measure therapeutic agreement on goals, tasks, and bond.
Horvath then revised the instrument to reduce the number of items by extracting four
items from each subscale, goals, task, and bond, with the highest factor loadings to
develop the 12-item WAI-S (Horvath, 1991). Ladany et al. (2007) then revised the WAI-
S to be applicable to the supervisory relationship by altering main nouns referring to
people and things. For example, therapy was replace with supervision, therapist was
changed to supervisor, and client was changed to counselor. Numerous studies
demonstrate that when scoring the WAL the higher the score on each subscale, the higher -
the agreement on SWA (Dickens, 2009; Ladany et al., 2007; Smith, Younes, &
Lichtenberg, 2002). The WAI-S for supervilsion can be scored individually (i.e., without

needing paired supervisor and supervisee scores). Furthermore, in a study examining both
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the WAI and WAI-S, both instruments were reported to haQe comparable predictive
validity (Busseri & Tyler, 2003). Regarding internal consistency, Busseri and Tyler
(2003) reported Cronbach's alpha for goal (.90), task (.90), and bond (.86) and Beaumént‘
(2010) reported a total Cronbach alpha score of .78. According to George and Mallery
(2003), Cronbach alphas greater than .70 are deemed acceptable, scores greater than .80
are deemed good, and scores greater than .90 are excellent. Of the 673 participants
included in the study, 490 where eligible to take the WAI-Short-Form. Cronbach's alphas
were .91 for goal, .93 for task, and .92 for bond. Last, written permission was provided
by Dr. Adam Horvath to utilize the WAI-Short form in the current study as well as to
include a full copy of the instrument in my dissertation (see Appendix C).
Prevalence Survey

The researcher developed a survey in the absenée of an instrument in the literature
specific to examining the use and prevalence of technology in university supervision. The
29-item survey assessed the prevalence of distance supervision in counselor education,
types of technology and software used in supervision, training on the software used in
supervision, training on HIPAA, FERPA, and ACA Code of Ethics, perceptions of
HIPAA, FERPA, and ACA compliance, experience in distance supervision, professional
characteristics, and personal characteristics.

" Survey development. The first draft of the survey was developed based upon a
survey template that utilized a review of the literature to identify the aspects of using
technology in supervision (see Appendix D). The initial survey consisted of a 42-item
supervisor form and 43-item supervisee form (Appendix E). The first 36 items of the

survey were identical for supervisors and supervisees and the remaining questions were
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developed specific to the role of a supervisor and the role of a supervisee. To ensure that
.the survey items reflected the most recent updates to technology used in supervision, the
development of survey items was educated by the types of distance supervision
technology reported to be used by peer reviewed journal articles (Dubi et al., 2010; Chan,
Ming-Sum, Chan, & Hong, 2008; Hayden, Navedo & Gordon, 2012; Pefia, 2007;
Rautenbach & Black-Hughes, 2012; Stebnicki & Glober, 2001; Trolley & Silliker, 2005)
as well from Google searches using the following terms: web conferencing software,
video chat, live chat, synchronous video software, video recording software, video web
conferencing software, file storage, cloud storage, online file storage, online file transfer,
online file transfer software, e-mail, e-mail services, e-mail account, sign-up for e-mail
account. As a result of the literature review and Google searchers, 31 types of
asynchronous and synchronous communication methods were identified for the survey.
Items were also included that pertained to training and experience in distance supervision
(Carlisle, 2013; Watson, 2003), HIPAA, FERPA, and ACA Code of Ethics compliance
(ACA, 2014; ACES, 2011; Bernard & Goodyear, 2014; Carlisle et al, 2013; FERPA,
1974; HIMSS, 2012; HITECH act of 2009; HIPAA, 1996;), demographic information
related to the benefits of distance supervision (CDW-G, 2011; Olsen et al., 2001; Conn et
al., 2009; Dickens, 2009; Kanz, 2001; Powell, 2012; Watson, 2003) and demographic
information to describe the characteristics of the sample.

The second draft of the survey (see Appendix F) was developed after numerous
rounds of ediﬁng and consultation with dissertation committee members. Five items were
added to the survey, 25 items between both forms were removed that that did not assist in

addressing the research questions, were redundant, or that were better combine with other
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items, and the two survey forms (supervisor and supervisee) were combined into a single
form. Survey logic was planned to be used for three items to tailor the items specifically
to supervisors or supervisees. All survey items were reworded and clarified, all response
items were reworded and clarified, most demographic items were moved to the end of the
survey, all directions were reworded and clarified, definitions of terms were added for
distance supervision and university provided supervision, and grammatical errors were
removed throughout. The six items addressing pfevalence and delivery methods were
reorganized and increased to seven items, the five items addressing types of technology
were increased to six items, the 14 items addressing training and experience were reduced
to three items, the four items addressing ethics were reduced to one item, the 11 items

address legal mandates and confidentiality were reduced to one item, the five
demographic items were increased to nine items, and the four demographic items related
to the benefits of distance supervision were rewritten in four similar items (see Appendix
D). The resulting 26-item second major draft of the survey was finalized for review by an
expert review panel. For clarity, it should be noted the second survey draﬁ, as prepared
for review by the expert review panel, included 26 items; however, the survey listed the
last item as number 27 due an error in numbering.

In order to assist in establishing content validity, the survey was reviewed by an
expert review panel consisting of 14 individuals across nine universities. The expert
review panel consisted of individuals who were counselor education faculty supervisors,
doctoral supervisors, and individuals in distance learning technology. Counselor

education faculty supervisors were defined as individuals with a PhD in counselor

education or a related field, and who have at least two years experience providing
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supervision to master's and/or doctoral students in counselor education and at least one
semester of experience providing distance supervision. Doctoral supervisors had at least a
master's degree in counseling or a related field, one year of supervision experience, two
courses in providing supervision, and one semester of experience providing distance
supervision to master's students. Individuals in distance learning technology must have
had at least 2 years of experience with using distance learning technology in higher
education. Under the specified criteria, four reviewers identified as counselor education
faculty supervisors, 3 reviewers identified as a doctoral supervisor, two reviewers
identified as a doctoral supervisor and an individual using distance learning technology,
three reviewers identified as both a counselor education faculty supervisors and an
individual using distance learning technology, and two reviewers identified as meetings
all three criteria.

The experts reviewers were provided with a copy of the survey, a list of the
research questions that the survey was developed to address, a description of data
analysis techniques that addressed the respective research questions, a descriptions of the
purpose of the study, and prompts for feedback. The expert reviewers were asked for
comments regarding the clarity of items, how well the survey addressed the purpose of
the study and research questions, if there was anything that should be added to the
survey, and for general feedback for improvement (see Appendix F). After receiving
reviewer feedback, a spreadsheet was developed (see Appendix G). that contained each
item on the second draft of the survey, reviewer feedback per each item, the changes

made to the survey, and the resulting item numbers for draft three. During the review
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process, specific edits to the survey were made through consultation with committee
members.

Regarding the development of draft three, 146 points of feedback were provided
by reviewers, of which 132 were suggestions for improvement. Each. point of feedback
was examined individually as well as in reference to other reviewers points of feedback.
Survey edits consisted of clarifying directions (e.g., Part 1 and Part 2 directions),
clarifying item questions and/or responses (e.g., items 1-26 were from draft 2 were
revised), clarifying definitions (e.g., university supervision, distance supervision),
removing confusing definitions (e.g., primary supervisory role), adding additional
response items to questions (e.g., types of technology, prefer not to say and other
response items), removing items (e.g., item 15 draft two), adding new items (e.g., items
16, 16a, 17, 17a, and 19), reordering items (e.g., placing demographic section last),
changes to survey logic for screening questions, and grammatical corrections. The largest
structural change to the survey was to clarify how the items requested information from
supervisors and supervisees. Many reviewers found the term primary supervisory role
confusing: a term that was used in 13 items and in two directions. After the first survey
item, items 2-17 were split into two forms with separate directions, one for supervisors
and one for supervisees. Creating two separate forms allowed for a clarification of
directions as well as a clarification of wording to 13 items by removing the term primary
supervisor role. The second structural change to the survey was to remove the survey
logic that screened out participants who had participated in supervision in the past but
that were not currently participating in supervision. A reviewer indicated, this {item two

directions from draft 2] may screen respondents who have a lot of experience with
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technology mediated supervision, but are not currently in a supervisory relationship." As
a result, the language in the directions for part one as well as all part one items of the
survey were revised to allow for participants who had past experience participating in
supervision at their current university to complete part one of the survey and then to be
sent to the demographic section of the survey. Part 2 of the survey could only be
completed by participants who were participating in supervision during the semester the
survey was administered. Regarding the survey template, minor adjustments were made
to reorganize which items addressed the topics within the template (see Appendix D).
After all edits were complete, the third major draft of the survey was ready to be tested
with a pilot group of participants (Appendix H).

Pilot study. The pilot test group consisted of master's supervisees, doctoral
supervisors, and faculty supervisors who participated in a single CACREP accredited
counseling program. The program was selected via purposeful sampling in an effort to
identify a familiar program to the primary researcher regarding how supervision was
conducted. Because the primary researcher was aware of the technology used in
supervision at the selected program, the delivery methods offered, and the formats in
which supervision could be conducted, it would be possible to assess if the survey
accurately measured some of the factual information it was designed to collect. At the
end of the survey, the participants were also asked the following questions: How long did
it take you to complete the survey? What changes would you make to the survey if any?
Were there any questions we should have asked that we didn't?

The survey was distributed to 52 individuals consisting of 45 supervisees and 14

supervisors. Of the 24 individuals who attempted the survey (46 % response rate), they
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identified as 12 supervisors and 12 supervisees. Of those who took the survey, 19
participants completed the survey, of which 10 were supervisors and 9 were supervisees
(79% completion rate). Regarding participant demographics, 11% were male (n=2) and
89% participants were female (n= 17). In reference to race/ethnicity, 58% participants
were white/Caucasian (n= 11), 26% were black/African American (n=5), 5% were
Asian/Pacific Islander (n= 1), 5% was Hispanic/Latino (n= 1), and 5% preferred not say
(n=1). Participants ranged in age between 22 and 53; however, 70% of participants were
under age 35. Of the supervisors, 6 were doctoral student supervisors, and 4 were faculty
supervisors. Regarding supervisees, all 9 supervisees were Master's students.

After the pilot survey was closed, participant responses to the three prompts
requesting feedback on the survey were examined. A total of 23 points of feedback were
offered, and the feedback contained 11 suggestions for improvement. Additionally,
participant responses were individually examined for irregularities based upon the
primary researcher's knowledge of the counseling program's supervision procedures and
practices. A spreadsheet was developed to guide edits to the survey that contained
participant responses to the three prompts for feedback, the primary researcher's
observation, dissertation committee member feedback, the decisions made based upon
the provided feedback, a list of draft three survey items, and the resulting item number
for draft four (see Appendix I).

Draft four and the changes to the survey consisted of revising directions for
clarify (e.g., providing examples, refining wording), moving a definition (e.g., the
distance supervision definition to the grouping of distance supervision related questions),

moving items (e.g., moving item four of draft three to item 11 of draft four), and minor
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revisions to questions for clarity (e.g., reminding participants of the semester timeframe
in items 14-17), and one additional item for both the supervisor and supervisee forms
(e.g., 13/13a). Survey items were also renumbered with the inclusion of the WAI-short
form in the survey packet. The most significant change to the survey was changing item
14 to request the percentage of time participants used each response item during the
semester the survey was distributed. The change allowed for more precise information to
be collected for use in RQs 2-4. Last, between the fall and spring semester, an additional
question was added to the survey after the first eight qﬁestions to assess if participants
had taken the survey previously. The purpose of the additional question was to assist in
protecting against the same participant being represented more than once in the findings.
The final 29-item survey (41 items including the WAI-Shon Form) can be viewed in

Appendix A /B.

Participants and Procedures

Participant Criteria

The survey population, aH units of analysis the researchers seeks to generalize the
sample to (Dillman, 2007), consisted of supervisors and supervisees from CACREP
accredited counselor preparation programs who currently participated in university
provided supervision. More specifically, supervisors and supervisees must have either
been a student or faculty member and must have received or provided university
supervision in a previous semester or the semester the survey was administered while
enrolled in a CACREP accredited master’s, education specialist, or doctoral program at
their current university. Therefore, participants who participated in supervision during a

previous semester at their current university could complete part one of the survey and
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demographic section of the survey and their responses could be used to address RQ 1.
Participants who were currently participating in supérvision during the semester the
survey was administered could complete the entire survey and their results could be
utilized to address RQs 2-4.
Survey Population

In an attempt to develop an estimate of the survey population of students and
faculty enrolled in CACREP programs, so that the sample collected may be examined for
generalizability to the survey population, the researcher contacted multiple professional
associations to request information to be utilized in this study. First, CACREP was
contacted to inquire about publicly available data on the number of enrolled students in
each accredited program. Such information was not publicly available. Next, the
researcher searched counseling department websites for student enrollment data;
however, after searching approximately 20 program websites the researcher observed that
it was rare for departments to publically post student enroliment statistics and adjunct
faculty. Last, with the understanding that ACA offers complimentary professional
liability coverage to Master's level student members (ACA, 2015a), that CACREP (20.09)
requires students to have liability coverage while in clinical training, and counseling
faculty members are often ACA or ACES members, the researcher e-mailed an ACA and
ACES membership representative to request general membership statistics. With written
approval from an ACES membership representative the following information was
provided for the 2/01/2015 ACA membership report e-mailed to the primary researcher.

Regarding member demographics ACA has (N= 55, 241) members (see Table 1)

and of those that reported gender (n= 14,089), 73.07% (n=10,295) indicated female and
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26.93% (n=3,794) indicated male. Members who reported ethnicity (n= 17,504) 1,211
identified as 6.92% African American, 2.29% (n=400) Asian, 83.49% (n=14,614)
Caucasian, 3.5 % (n= 612) Hispanic/Latino, 1.36% (n= 239) Multiracial, .56% (n= 99)
Native American, and 1.88% (n= 329) Other. Regarding the members who reported
salary (n= 14,332), 27.83% (n=3,988) made less than 9,999, 6.46% (n= 926) made
10,000-19,999, 9.73% (n=1,395) made 20,000 - 29,999, 15.42% (n=2,210) made
30,000 - 39,999, 13.52% (n= 1,938) made 40,000 - 49,999, 10.69% (n= 1,532) made
50,000 - 59,999, 9.37% (n= 1,343) made 60,000 - 79,999, and 6.98% (n= 1,000) made
80,000 or more. Speaking to member geographical 10cati0n4(n= 54,697), 18.79% (n=
10,276) of members resided in.the North Atlantic Region, 23.03% (rn= 12,595) in the
North Central Region, 7.74% (n= 4236) in the Rocky Mountain Region, 38.67% (n=
21,390) in the Southern Region, 10.93% (n= 5978) in the Western Region, and 0.84%
(n= 222) in other locations. Roughly 29.09% (n=16,763) of members reported student as
their work setting, and 59.40% (n= 34,230) reported other work settings. Last, 19,734 or
35.72% of members were registered with ACA as student members. Still, it is difficult to
determine which students or professional members are from CACREP programs,
whether a student or professional member has participated in supervision, and if all
potential supervisees and supervisors in the population are members of ACA. Although
the exact number of supervisees and supervisors that represent the survey population
cannot be determined based upon the ACA membership report, the information may be
useful to provide perspective on the potential characteristics of the survey population,
considering that a portion of the sample was drawn from a national counseling

~ conference sponsored by ACA.
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Further attempting to estimate student and faculty members in the survey
population, an ACES membership representative was contacted to request membership
statistics. With an understanding that ACES, a division of ACA, is a professional
membership association that emphasizes counselor education and supervision (ACA,
2015) ACES membership statistics may provide some berspective on the potential
number and characteristics of faculty members.

As indicated in Table 1, which was developed based upon the ACES membership
report ¢-mailed to the primary researcher for February, 2015, there were 2,947 ACES
members. A total of n= 1,404 members worked in a college or university, n= 796
specialized in counselor education, and n= 4,13 specialized in counselor supervision.
Regarding member demographics, of the 1,335 members that reported gender, 60.68%
(n= 810) were female and 40.32% (n= 525) were male. Members who reported ethnicity
(n=1,593) were 7.34% (n=117) African American, 3.45% (n= 55) Asian, 79.66% (n=
1,269) Caucasian, 4.02% (»= 64) Hispanic/Latino, 2.45% (n=39) Multiracial, .13% (n=
2) Native American, and 2.95% (n=47) Other. Regarding the members who reported
salary (n=1,375), 23.27% (n= 320) made less than 9,999, 6.04% (»= 83) made 10,000-
19,999, 6.18% (n= 85) made 20,000 - 29,999, 9.02% (n= 124) made 30,000 - 39,999,
12.51% (n= 172) made 40,000 - 49,999, 16.88% (n= 232) made 50,000 - 59,999, 15.56%
(n=214) made 60,000 - 79,999, and 10.54% (n=145) made 80,000 or more. Speaking to
member geographical location, 14.63% (n=432) of members resided in the North
Atlantic Region, 23.23% (n= 686) in the North Central Region, 7.31% (n=216) in the
Rocky Mountain Region, 45.95% (n=1,357) in the Southern Region, 7.32% (n=216) in

the Western Region, and 1.56% (n= 46) in other locations. Roughly 40.01% (n= 1,404) of
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members reported participation in a college/university work setting, 16.73% (n= 587) of
members reported student as their work setting, and 43.26% (n=1,518) reported various
other work setﬁngs. Last, 662 or 22.46% of members were specifically registered with
ACES student status.

Similar to the ACA membership statistics, it is difficult to discern how many
ACES members were faculty, students, supervisors, or supervisees, and which members
are from CACREP programs. Although the exact number of individuals that represent the
survey population cannot be determined, the above information from ACA and ACES
still might provide some perspective on the number and characteristics of the survey

population.



Table 1

ACES and ACA Member Demographic Characteristics

ACES ACA
Member N Valid N Valid
Characteristics % %

Gender Total 1,335 . 14,089 .
Female 810  60.68 10,295  73.07
Male 525  40.32 3,794  26.93
Ethnicity Total 1,593 . 17,504 )
African American 117 7.34 1,211 6.92
Asian 55 3.45 400 2.29
Caucasian 1,269  79.66 14,614 83.49
Hispanic 64 4.02 612 3.50
Multiracial 39 245 239 1.36
Native American 2 A3 99 0.56
Other 47 2.95 329 1.88
Salary Total 1,375 . 14,332 .
Less than 9,999 320 23.27 3,088 2 27.83
10,000 - 19,999 83 6.04 926 6.46
20,000 - 29,999 85 6.18 1,395 9.73
30,000 - 39,999 124 9.02 2,210 15.42
40,000 - 49,999 172 12.51 1,938 13.52
50,000 - 59,999 232 16.88 1,532 10.69
60,000 - 79,999 214 15.56 1,343 9.37
80,000 or more 145 10.54 1,000 6.98
Region Total 2,953 . 54,697 .
North Atlantic 432  14.63 10,276  18.79
North Central 686  23.23 12,595 23.03
Rocky Mountain 216 7.31 4,236 7.74
Southern 1,357 45095 21,390 39.11
Western 216 7.32 5,978  10.93
Other 46 1.56 222 0.40
Work Setting Total 3,509 ) 57,625 .
1,404  40.01 6,632 11.51

College/university
Student 587 16.73 16,763  29.09
Other 1518  43.26 34230 59.40

Member Type
Professional/ 2194 7445 34,115  61.75
Regular

Retired 662  22.46 1,392 2.53
Student 91  03.09 19,734  35.72
Total 2,947  100.0 55,241 100.00
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Estimating the survey population of supervisors and supervisees posed serious
challenges; however, the survey population of eligible CACREP accredited counseling
programs was identified on the CACREP.org directory of programs. During the fall 2014
semester a total of 658 programs were identified across 290 universities. For the spring
2015 semester, 683 programs were identified across 306 universities (CACREP, 2014;
2015).

Participant Characteristics

The sample consisted of 673 participants after initial data cleaning and screening
procedures were conducted. Information pertaining to participant characteristics were
collected to describe the sample and to examine the sample's generalizability in reference
to the personal and professional characteristics of the survey population described above.

Professional characteristics. As illustrated in Table 2, of the 673 participants
roughly 40% were supervisors and 60% were supervisees, (281 supervisors, and 392
supervisees). Participants also primarily consisted of Master's students, (n= 330, 49%)
then faculty members/adjunct (n= 190, 28%), doctoral students (n= 141, 21%), Ed.S
students (n= 7, 1%), Ed.S and Masters student (n= 1, less than 1%), and could not be
determined (n= 4, less than 1%, e.g., dissertation committee member). Roughly half the
sample were Master's students, a third of the sample were faculty members, and a fifth of
the sample were doctoral students. When the list of CACREP programs is viewed on the
CACREP (2015) directory, of the 683 programs available, 88% (»= 602) are Masters
programs, 9% (n= 63)are doctoral programs, and 3% (»= 18) are Master/Ed.S programs.
Thus, it makes sense that Master's participants (faculty and students) are most highly

represented in the sample, and then doctoral participants (faculty and students), and Ed.S
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participants (faculty and students). Participants were also represented across all CACREP
specialty areas, while some participants were involved in more than one specialty area.
The majority of participants identified as participating in a clinical mental health program
(n= 428, 64%), the next most highly represented program was school counseling (n= 223,
33%) then counselor education and supervision (n= 106, 15%), marriage and couples
counseling (n= 76, 11%), student affairs/college counseling (n= 24, 4%), addictipns (n=
22, 3%), and career counseling (n= 22, 3%). When cross referenced against the 2015
CACRERP directory, similar to how the programs are ranked in order for the sample,
clinical/community counseling programs were most highly represented (n= 283, 41%)
and then school (n= 250, 37%), counselor education (n= 63, 9%), marriage (n»= 42, 6%)
student affairs /college counseling (n= 32, 5%), with addictions and career counseling
sharing the remaining 2%. The rank order was identical. When examining the university
regions for the sample, 48% (n=295 ) were in SACES, 18% (n=110) were in NCASES,
14% (n= 86) were in NARACES, 9% (n= 55) were in RMACES, 7% (n= 43) were in
WACES, 3% (n="20) preferred not to say, with 64 missing responses. When cross
referenced against the CACREP directory, the rank order for region was almost identical .
with the exclusion of RMACES and WACES. Roughly 42% (n=287) were in SACES,
27% (n= 184) were in NCACES, 17% (n=113) were in NARACES, 7% (n=51) were in

WACES, and 6% (n=41) were in RMACES.



Table 2

Professional Characteristics

Sample CACREP
Characteristic N % Valid Cumulative N Valid
| % % %
Supervisor 281 41.8 418 41.8
Supervisee 392 58.2 58.2 100.0
Supervisory 673  100.0  100.0
Role Total
Masters 330 49.0 49.0 49.0 602 88.14
Doctoral 141 21.0 21.0 70.0 63 09.22
EdS 7 1.0 1.0 71.0 18 2.64
Faculty Member 190 28.2 282 99.3
Ed.S & Masters 1 A 1 99.4
Could not be 4 6 6 1000
determined
Total 673  100.0  100.0 683 100.00
Addictions 22 33 3.3 3.3 3 43
Career 22 33 33 3.3 10 1.46
Clinical/Comm. 428 63.6 63.6 63.6 283 4143
Marriage and 76 11.3 11.3 11.3 42 6.15
Couple
School 223 33.1 33.1 33.1 250  36.60
Student Affairs 24 3.6 3.6 3.6 32 4.69
and College
Doctoral 106 15.8 15.8 15.8 63 924
Total 901 . . . 683 100.00
NCACES 110 16.3 18.1 18.1 184  26.94
NARACES 86 12.8 14.1 32.2 113 16.54
SACES 295 43.8 48.4 80.6 287  42.02
RMACES 55 8.2 9.0 89.7 41 6.01
WACES 43 6.4 7.1 967 51 7.47
PrefNotSay 20 3.0 3.3 100.0 . .
Unknown . . . 7 1.02
Total 609 90.5 100.0 100.00
64 9.5

Region Missing

77
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Last, 145 CACREP universities were represented in the sample, which is slightly
under half of the survey population of accredited universities. Of the 673 cases, 11% (n=
72) of the responses were missing and 27% (n= 184) of participants indicated a prefer not
respond option. A little under 30% (n= 190) of the participants were from 11 universities
that had 1-3 participants represented per university. The next 20% (n= 72) of participants
were from 28 universities that had 4-8 participants represented per university. The next
12% (n= 81) of cases were completed by participants from 12 universities that had 6-8
participants represented per university. The last 11% (n= 74) of cases were completed by
participants from 6 universities that had 9-21 participants. On average, 2.75 participants

complete the survey from each universities represented in the sample.

Table 3
University Frequency Distribution
Participants  Universities N Percent Cumulative
Percent
1 60 60 892 8.92
2 23 46 6.84 15.75
3 28 84 1248 28.23
4 8 32 475 32.99
5 8 40 594 38.93
6 5 30 446 43.39
7 5 35 5.20 48.59
8 2 16 238 50.97
9 1 9 134 52.30
10 2 20 297 55.27
12 2 24 3.57 58.84
21 1 21 3.12 61.96
PreferNotSay  Unknown 184 27.34 89.30
Missing Unknown 72 10.70 100.00
Total 145 673 100.00 100.00

The comparison between the sample and the CACREP directory indicated that in

terms of professional characteristics, the sample is similar to the representation of
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CACRERP degrees offered, specialty program areas, and regions. Furthermore, half the
survey population of CACREP universities is represented in the sample, and with a small
handful of exceptions (10% of the sample), participants were well distributed throughout
the universities represented in the sample.

Personal characteristics. To assist in comparing the personal characteristics of
the survey population to the personal characteristics of the sample, demographic
information was collected regarding participant gender, race, salary, and region for
comparison to the ACA and ACES population. Slight adjustments were made to the
sample scale for the variable income for the ease of comparison to the salary information
collected by ACA and ACES. Although region was already examined under professional
characteristics, region was added to the Table 4 for comparison to the ACA and ACES

population.



Table 4

Personal Characteristics

Sample ACA ACES
Characteristics Sample Valid N Valid N Valid
% % %
Gender
Female 471  79.03 10,295 73.07- 810 60.68
Male 125 2097 3,794 2693 525 40.32
Total 596 100.00 14,089 100.00 1,335 100.00
Missing 66 981 41,152 74.50 1,612 54.70
PrefNot/Other 11 1.33 ) ) )
~ Race/Ethnicity _
Alaska Native/ 2 35 99 .56 2 .13
Native American
Asian 19 3.30 400 229 55 345
Black/ African 57 99 1,211 692 117 734
American

Latino/Hispanic 11 1.91 612 350 64 4.02
Native Hawaiian/ 1 17
Pacific Islander .
White/ Caucasian 475 82.61 14,614 83.49 1,269 79.66
Multi/Bi-Racial 8 1.39 239 136 39 245

Other 2 35 329 188 47 295

Total 574 100.00 17.504 100.00 1,593 100.00

Missing 73 10.70 37,737 68.31 1,354 4595

PrefNotSay 26 3.86 .
Salary/Income

Less than 9,999 71 1293 3,988 27.83 320 23.27
10,000 - 19,999 75 13.66 926 646 83 6.04
20,000 - 29,999 36 665 1395 973 85 6.18
30,000 - 39,999 49 893 2210 1542 124 9.02
40,000 - 49,999 38 6.92 1938 1352 172 1251
50,000 - 59,999 42 7.65 1,532 10.69 232 16.88
60,000 - 79,999 66 12.02 1,343 937 214 15.56
80,000 or more 172 3133 1,000 6.98 145 10.54

Total 549  100.00 14,332 100.00 1,375 100.00

Missing 65 9.66 40,909 74.06 1,572 53.34

PrefNotSay 59 8.77 A . . .
Region

North Atlantic 86 14.60 10,276 18.79 432 14.63
North Central 110 18.68 12,595 23.03 686 23.23
Rocky Mountain 55 934 4236 774 216 731
Southern 295  50.1 21,390 39.11 1,357 45.95
Western 43 730 5978 1093 216 732
Other i . 222 040 46 156
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Total 589 100.00 54,697 100.00 2,953 100.00

Missing 64 9.51 554 101 0 0

PrefNotSay 20 2.97 . . .
Sampling Frame

The sampling frame was developed by cataloging a list of every CACREP
accredited program and then by individually visiting each counseling programs website
to generate an e-mail list of counseling program heads of department, program leaders,
program chairs, program directors, clinical coordinators, faculty members, adjuncts, and -
lecturers for each CACREP accredited university.

An e-mail list containing 290 addresses for the fall of 2014 was developed that
included one department chair or program head from each CACREP university.
Additionally, an e-mail list of program administrators was developed e.g., all program
heads of department, program leaders, program chairs, and program directors that could
be identified for each CACREP university) that consisted of 722 addresses for fall
2014,and 693 addresses for spring 2015. Last, an e-mail list was generated for all faculty
members and adjuncts that could be identified at CACREP universities and consisted of
2,597 address for fall 2014, and 1972 address for spring 2015. Faculty member e-mails
beyond the program heads of department, program leaders, program chairs, program
directors, or clinical coordinators could not be identified for 21 universities; To reduce
coverage error the sampling frame was updated after each distribution attempt by:
removing the e-mails of individuals that were identified as not representative of the |
survey population (e.g., faculty members in other programs not related to counseling;
Dillman, 2007), adding newly identified e-mails of individuals that were representative of

the survey population (e.g., adding new faculty member e-mails recommended by
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respondents to the invitation; Dillman, 2007), and by removing duplicate and incorrect e-
mail address (Dillman, 2007).
Sampling Procedures

The study was approved as exempt by the Darden College of Education Human
Subjects Review Board prior to data collection (see Appendix K). The initial sampling
method proposed included e-mailing CACREP department heads with the first request to
distribute/participate and to send a reminder request two weeks later. Next, after building
a second sampling frame of CSI chapters from CACREP programs, the research would e-
mail CSI student board members of each chapter with a participation invitation. Last, a
participation invitation would be posted on CESNET and COUNGRAD:s listservs.
CESNET is a listserv that primarily s<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>