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 A historic struggle in the counselor education field has been determining and 

developing the emotional suitability of applicants and trainees for counseling work. 

The literature suggests that emotional suitability for counseling includes such things 

as: the ability to experience a full range of emotions, the ability to modulate emotions, 

the ability to appropriately display emotions, and ability to respond effectively to 

others’ emotions. Evaluation of applicants to training programs and evaluation of 

emotional development throughout the processes of training are important because of 

the risks, including harm to self, harm to client, and harm to the profession, of 

allowing unsuitable or unprepared people into the profession. Historically counselor 

educators have used such processes as undergraduate grades, GRE scores, 

autobiographical essays, and individual and group interviews to determine if 

applicants have an aptitude for work in an emotionally charged environment.  Trainees 

are challenged to build emotional intelligence and develop emotion regulation skills 

through classroom experience and supervisory strategies. However, there is no 

conclusive or efficient way to measure emotional preparedness. This literature review 



presents the problem and proposes a construct, emotion regulation, which may prove 

to be useful in gauging potential and current counseling trainees’ emotional 

preparedness for counseling practice. The implications of emotional regulation for 

counselor selection and training are discussed. 
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Emotion Regulation for Counselors-in-Training: Determining and Developing the 
Emotional Suitability of Applicants and Trainees for Counseling Work 

 
Chapter 1 

 General Introduction: Linking the Manuscripts Thematically 
 

Dissertation Overview 
 

 The purpose of this dissertation study is to demonstrate scholarly work by 

using the manuscript document dissertation format as outlined by the Oregon State 

University Graduate School. Chapter 1 provides explanation as to how two journal-

formatted manuscripts found in chapters 2 and 3 are thematically tied and build toward 

research conclusions pertinent to counselor training. Chapter 2 is a literature review 

entitled, A Review of the Literature of Emotion Regulation for Counselors-in-

Training: Determining and Developing the Emotional Suitability of Applicants and 

Trainees for Counseling Work, and chapter 3 presents quantitative research in a 

manuscript entitled, Measuring Emotion Regulation in Pre-practicum and Internship 

Counselors-in-Training Using the Difficulties in Emotion Regulation Scale. Chapter 4 

provides a short thematic summary and highlights future research suggested by this 

study. 

The manuscripts thematically converge on the importance of emotion 

regulation in counselor education training programs and its usefulness in gauging 

applicant potential and trainee preparedness for professional practice. The first 

manuscript (chapter 2) of this dissertation is a review of the current literature related to 

the role of emotion in effective counseling, the role of counselor education in 

developing effective counselors, and emotion regulation as a construct for determining 

and developing the emotional suitability of applicants and trainees for counseling 
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work. The second manuscript (chapter 3) presents research that compares pre-

practicum and internship  

students’ ability to regulate emotion as measured by the administration of an item 

response test (IRT), the Difficulties in Emotion Regulation Scale (DERS).  

Thematic Introduction 

A historic struggle in the counselor education field has been determining and 

developing the emotional suitability of applicants and trainees for counseling work. 

The problem of counselor-trainee impairment has been well documented in the 

literature, but the magnitude of the problem is uncertain because the counselor 

education community lacks a conclusive, national evaluation methodology. There is, 

therefore, justified concern that a large number of unidentified deficient students may 

graduate from counselor education programs untouched by gatekeeping and 

intervention strategies (Gaubatz & Vera, 2002; Roach & Young, 2007). This concern 

may be answered in part by focusing on the construct of emotion regulation, since 

emotion regulation is essential to counselor suitability, and suggests clear-cut means 

of promoting counselor emotional suitability, and may be measureable. 

Emotion at its most basic level is a deeply personal experience that involves 

interpretation of meaning and interaction with the environment. Current research 

continues to reinforce that emotion is central to personal experience and central to 

effective counseling (Mennin & Farach, 2007; Grant, 2006; Greenberg & Pascual-

Leone, 2006; Mennin, 2006; Stolorow, 2002; Laetitia & Trasiewicz, 2002). Emotions 

are important because they inform self and others of needs, values and goals, as well 
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as, serving to facilitate how individuals appraise themselves and their worlds. 

Emotions are also the principle motivators for behavior, and are therefore, important 

components of good counseling (Greenberg, 2004; Mennin & Farach, 2007; Johnson 

& Greenman, 2006; Friske, 2002; Stolorow, Atwood, & Orange, 2002). 

 The quality of the emotional connection between counselor and client 

represents a major component of what constitutes effective therapy (Magnavita, 2006; 

Greenberg & Pascual-Leone, 2006; Safran & Muran, 2000). Emotional intelligence 

requires a counselor to recognize and tolerate emotions that arise from multicultural 

encounters. A counselor’s ability to provide emotional support in the midst of 

differing values, experiences and world views has to be a learned skill (Consedine & 

Magai, 2002). That counselors must have the ability to communicate emotional 

support in a particular manner dependent upon the client reinforces the importance of 

a counselor’s developing self-awareness, recognizing biases and assumptions, 

understanding different worldviews, and mastering a wide repertoire of intervention 

strategies (ACA, 2002; Hoare, 1991). The counselor, as a cultural entity, will 

experience different cultural entities differently (I.C.2). 

Counseling by its very nature is an intense interpersonal and emotional 

experience; therefore, determining and developing the emotional suitability of 

applicants and trainees for counseling work is important. Screening of applicants to 

training programs and evaluation of emotional development throughout the processes 

of training are important because of the risks (including harm to self, harm to client, 

and harm to the profession) of allowing unsuitable or unprepared people into the 
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profession (Eriksen & McAuliffe, 2006; Martin, Easton, Wilson, Takemoto & 

Sullivan, 2004). Trainees can be exposed to emotionally charged material in class, 

individual and group experiences. Within these contained environments, they can be 

taught emotion regulation skills and evaluated for their suitability for the profession 

(Rustomjee, 2007). 

Emotion regulation is the ability to experience a full range of emotions, the 

ability to modulate emotional experience, the ability to appropriately display emotion, 

and to respond effectively to others emotions (Gratz & Roemer, 2004).  Healthy 

emotion regulation is essential to developing personally grounded and professionally 

competent, multiculturally informed counselors (Raval, Martini & Raval, 2007; 

Consedine & Magai, 2002). Emotion regulation is developed and reinforced through 

contact with individuals who are capable of sound, emotion regulation; and it requires 

the development of interrelated personal skills (Mennin & Farach, 2007; Raval, 

Martini, & Ravel, 2007; Greenberg & Pascual-Leone, 2006; Mennin, 2004). 

Rationale 

Counselor educators have long been challenged to conclusively gauge both the 

aptitude of pre-practicum students and the preparedness of interns to enter the field of 

professional counseling (Leverett-Main, 2004). Long known to be of paramount 

importance in the counselor-client relationship, emotion regulation may be a construct 

for determining suitability for applicants and trainees (Martin, Easton, Wilson, 

Takemoto & Sullivan, 2006). It is an integral part of the training program and it is 

observable and measurable. The task then becomes one of determining emotion 
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regulation aptitude in applicants and of building and measuring personal and 

professional development in trainees (Leverett-Main, 2004). Our research shows that, 

although no single procedure is likely to always work, a combination of methods has 

the potential for successful gatekeeping and intervention.  

Emotion regulation has implications for selection, training experiences, 

formative/summative evaluation of counselors-in-training both in classroom and 

supervision/clinical settings (Grant, 2006). Responding to and exploring strong 

emotion is part of the counseling process and part of counselor education and 

supervision (Sharkin & Gelso, 1993). Given the value of developing emotionally 

prepared trainees, counselor educators often need more concrete means by which to 

measure applicant and trainee ability to tolerate strong emotion (Tugade & 

Fredrickson, 2007; Mennin & Farach, 2007; Gratz & Roemer, 2004; Stolorow, 1993; 

Orange 2002). The accurate evaluation of emotion regulation in counselors-in-training 

is essential and at this point rests upon the clinical judgment of instructors and 

supervisors, the development of accurate (reliable and valid) instruments, and the 

exposure of counselors-in-training (and applicants) to emotionally challenging 

situations (Grant, 2006).  

Exposing trainees to the emotion-charged environments that they will 

experience as counselors is central to CACREP programs. It is therefore the 

responsibility of counselor educators to incorporate opportunities for trainees to 

develop their awareness of emotions and their ability to regulate them (Mennin & 

Farach, 2007, Greenberg & Pascual-Leone, 2006; Tugade & Fredrickson, 2006; 
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Mennin, 2004; Safran & Muran, 2000). Classes that are easily oriented towards the 

expression of emotional experience and sharing will require the construction of safe 

environments where emotion regulation skills can be developed (Arthur & Achenbach, 

2002; Grant, 2006). 

Because emotion regulation is central to healthy interactions, it is reasonable to 

estimate the students’ ability to regulate emotion as an indicator of preparedness for 

counseling study and practice (Ciarrochi & Scott, 2006). In evaluating aptitude for 

admission to counselor training programs, individual and group interviews tailored to 

expose emotional deficiencies are commonly employed. To estimate personal and 

professional growth of trainees, counselor educators are challenged to evaluate 

students during classroom and supervisory exposure to emotionally charged material 

(Arthur & Achenbach, 2002). To do this conclusively is difficult, and literature review 

indicates that the administion of an IRT such as the DERS validated for use in non-

counseling populations, may be able to add worthwhile information to aide counselor 

educators, screen applicants and assess progress in trainees.  

To explore the utility of using the Difficulties in Emotion Regulation Scale 

(DERS) as part of this construct, we tested 33 pre-practicum and 35 internship 

counselor-in-training volunteers from a CACREP university in the Northwest. 

Although total and subscale means between pre-practicum and internship groups did 

not differ with statistical difference from each other, they did differ significantly from 

reported corresponding means from non-counseling groups (Gratz, email to author, 

February 10, 2009). Furthermore, evaluation of pre-practicum and internship DERS 
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subscale means indicates areas where counselor training programs are excelling and 

two areas where additional focus is recommended.  
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Glossary of terms 

Countertransference: the idea that a counselor can stand apart from the client’s 

experience (Orange, 1995). 

Culture: the belief systems and value orientations that influence customs, norms, 

practices, and social institutions, including psychological processes and organizations 

(APA, 2002). 

Emotion: at its most basic level, a subjective experience that involves interpretation of 

meaning and interaction with the environment (Greenberg, 2004). 

Emotional intelligence: the ability to monitor one’s own and others’ feelings and 

emotions (Lyusin, 2006). 

Emotion regulation: the ability to experience a full range of emotions, modulate 

emotional experience, and appropriately display emotion (Gratz & Roemer, 2004). 

Empathy: the process of gaining access to another’s psychological state by feeling 

oneself into the other’s experience (Kohut, 1982). 

Multicultural counseling: has been defined as any relationship in which individuals 

from differing cultures with different world views are brought together in a counseling 

relationship (Sue & Sue 2007). 

Transference: occurs when the client assimilates the affective world of the counselor 

into his or her pre-existing themes and beliefs. 
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Chapter 2 
A Review of the Literature of Emotion Regulation for Counselors-in-Training: 

Determining and Developing the Emotional Suitability of Applicants and Trainees for 
Counseling Work 

 
Abstract 

      A historic struggle in the counselor education field has been determining and 

developing the emotional suitability of applicants and trainees for counseling work. 

The literature suggests that emotional suitability for counseling includes such things 

as: the ability to experience a full range of emotions, the ability to modulate emotions, 

the ability to appropriately display emotions, and ability to respond effectively to 

others’ emotions. Evaluation of applicants to training programs and evaluation of 

emotional development throughout the processes of training are important because of 

the risks, including harm to self, harm to client, and harm to the profession, of 

allowing unsuitable or unprepared people into the profession. Historically counselor 

educators have used such processes as undergraduate grades, GRE scores, 

autobiographical essays, and individual and group interviews to determine if 

applicants have an aptitude for work in an emotionally charged environment.  Trainees 

are challenged to build emotional intelligence and develop emotion regulation skills 

through classroom experience and supervisory strategies. However, there is no 

conclusive or efficient way to measure emotional preparedness. This literature review 

presents the problem and proposes a construct, emotion regulation, which may prove 

to be useful in gauging potential and current counseling trainees’ emotional 

preparedness for counseling practice. The implications of emotional regulation for 

counselor selection and training are discussed. 
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Introduction 
 

The construct of emotion regulation may be useful to counselor educators for 

assessing counseling applicant aptitude and counselor-in-training preparedness. A 

historic struggle in the counselor education field has been determining and developing 

the emotional suitability of applicants and trainees for counseling work. The problem 

of counselor trainee impairment has been well documented in the literature, and it is 

estimated that 4% - 5% of trainees are not qualified for the profession (Gaubatz & 

Vera, 2002). The true percentage is likely higher because the counselor education 

community lacks a conclusive, national evaluation methodology. There is, therefore, 

justified concern that a large number of unidentified deficient students may graduate 

from counselor education programs untouched by gatekeeping and intervention 

strategies (Gaubatz & Vera, 2002; Roach & Young, 2007).  

Effective counseling involves a counselor’s ability to understand emotional 

experience and to engage with clients in emotionally meaningful ways. Current 

research continues to reinforce this precept (Mennin & Farach, 2007; Grant, 2006; 

Greenberg & Pascual-Leone, 2006; Mennin, 2006; Stolorow, 2002; Laetitia & 

Trasiewicz, 2002). The quality of the emotional connection represents a major 

component of what constitutes effective therapy (Magnavita, 2006; Greenberg & 

Pascual-Leone, 2006; Safran & Muran, 2000). The quality of the connection will be 

strongly influenced by the counselor’s emotional intelligence.  

Emotional intelligence is a learned skill that allows the counselor to correctly 

understand, interpret, and express emotions in the therapeutic alliance (Lyusin, 2006). 
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Emotion regulation is essential to the process of building a contained environment 

within which strong emotions can be explored. The task of the counselor educator is to 

help trainees develop the ability to counsel effectively and that counseling effectively 

is dependent upon, in part, the ability to be aware of and respond to client emotion – 

which depends in part upon emotional regulation (Lyusin, 2006; Grant, 2006; Paivio 

& Laurent, 2001).  

Counseling by its very nature is an intense interpersonal and emotional 

experience; therefore, determining and developing the emotional suitability of 

applicants and trainees for counseling work is important. Screening of applicants to 

training programs and evaluation of emotional development throughout the processes 

of training are important because of the risks (including harm to self, harm to client, 

and harm to the profession) of allowing unsuitable or unprepared people into the 

profession (Eriksen & McAuliffe, 2006; Martin, Easton, Wilson, Takemoto & 

Sullivan, 2004). Trainees can be exposed to emotionally charged material in class, 

individual and group experiences. Within these contained environments, they can be 

taught emotion regulation skills and evaluated for their suitability for the profession 

(Rustomjee, 2007). 

Emotion regulation is the ability to respond effectively to others’ emotions. 

Healthy emotion regulation is essential to developing personally grounded and 

professionally competent, multiculturally informed counselors (Raval, Martini & 

Raval, 2007; Consedine & Magai, 2002). Three abilities thought to be essential to 

healthy emotion regulation are the ability to experience a full range of emotions, the 
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ability to modulate emotional experience, and the ability to appropriately display 

emotion (Gratz & Roemer, 2004). Emotion regulation is developed and reinforced 

through contact with individuals who are capable of sound, emotion regulation; and it 

requires the development of interrelated personal skills (Mennin & Farach, 2007; 

Raval, Martini, & Ravel, 2007; Greenberg & Pascual-Leone, 2006; Mennin, 2004). 

Emotion regulation may be a useful construct for counselor educators to use in 

assessing applicant aptitude and trainee preparedness because it is an integral part of 

the training program and it is observable and measurable. Counselor educators have 

historically depended upon supervision to build and evaluate emotional preparedness 

in trainees (Howard, Inman & Altman, 2006). Supervision reinforces to the trainee 

that he or she will experience unique feelings in relation to each client and will stress 

the importance of focusing training on helping the trainee develop the skill to dialogue 

with clients about being in, and experiencing, the moment (Safran & Muran, 2000). 

Responding to and exploring strong emotion is part of the counseling process and part 

of counselor education and supervision. Given the value of developing emotionally 

prepared trainees, counselor educators often need more concrete means by which to 

measure applicant and trainee ability to tolerate strong emotion (Tugade & 

Fredrickson, 2007; Mennin & Farach, 2007; Gratz & Roemer, 2004; Stolorow, 1993; 

Orange 2002). 

 The literature review seeks to establish that emotion is a key component to any 

counseling relationship and that emotion regulation is a crucial skill in counseling and 

training counselors. The conceptual areas covered in this article are the role of 
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emotion in effective counseling and the role of counselor educations in producing 

effective counselors as it pertains to emotion regulation, its development and 

usefulness as a construct for trainee development. The conclusion of this article will 

suggest implications in trainee selection, evaluation, training, multicultural 

competency, supervision, counselor educator development and the need for accurate 

measures.  

The Role of Emotion in Effective Counseling  

Current research continues to reinforce that emotion is central to personal 

experience and central to effective counseling (Mennin & Farach, 2007; Grant, 2006; 

Greenberg & Pascual-Leone, 2006; Mennin, 2006; Stolorow, 2002; Laetitia & 

Trasiewicz, 2002). Effective counseling depends on a counselor’s ability to understand 

emotional experience and to engage with clients in emotionally meaningful ways 

(Gaubatz & Vera, 2002; Christopher, Muran, Safran, Gorman, & Winston, 2007; 

Donati & Watts, 2005). Emotion at its most basic level is a deeply personal experience 

that involves interpretation of meaning and interaction with the environment. 

Emotions are foundational in the development of the self and are key elements in self 

organization (Greenberg, 2004; Mennin & Farach, 2007). Emotions are important 

because they inform self and others of needs, values and goals, as well as, serve to 

facilitate how individuals appraise themselves and their worlds. Emotions are also the 

principle motivators for behavior, and are therefore, important components of good 

counseling (Greenberg, 2004; Mennin & Farach, 2007; Johnson & Greenman, 2006; 

Friske, 2002; Stolorow, Atwood, & Orange, 2002). Effective counseling helps the 
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client to accept and to understand the origin of emotions. It is through language that 

individuals are able to organize, structure, and assimilate both their emotional 

experience and the event that triggered the emotional experience (Gratz & Roemer, 

2004; Greenberg & Pascual-Leone, 2006; Paivio & Laurent, 2001).  

A counselor’s ability to recognize and understand a range of emotions leads to 

his or her ability to experience genuine empathy, a tool central to good counseling 

(Paivio & Laurent, 2001). Although counselors often emphasize different aspects of 

empathy, there are several components that tend to remain foremost. First, empathy is 

often defined as the ability to understand another’s unique experience. For the 

counselor, this includes understanding the client’s lived experience in a manner that 

helps to name and give meaning to his or her emotions. It involves working within an 

informed framework to anticipate how clients will respond, feel or think in differing 

experiential situations (Paivio & Laurent, 2001; Johnson & Greenman, 2006; Crawley 

& Grant, 2005). For example, a counselor, who is attuned to a client, will realize that 

the interpretation of emotion can be healing for one individual and toxic for another 

(Piehl, unpublished). Second, empathy means accepting a person’s experience while 

withholding judgmental attitudes. It requires the development of a close affective bond 

with the client. Genuine empathic engagements arise from emotionally attuned 

responses that leave a client feeling deeply known and emotionally understood. A 

counselor’s empathy promotes client self-acceptance and self-understanding (Paivio & 

Laurent, 2001; Grant, 2006; Orange, 2002; Kohut, 1982). Attunement and 
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interpretation allow the person to clarify and value his or her thoughts, feelings and 

needs, which further reinforces a developed sense of self.  

Empathic responses are important because they often reduce emotional arousal 

in the client and provide understanding, acceptance and support, all of which serve to 

create a sense of emotional containment for the client. Clients learn that frightening, 

painful, and shameful feelings are easier to experience in the presence of an 

emotionally responsive counselor. An empathic alliance not only helps to reduce 

anxiety, but it can increase the intensity of emotional experience and thereby lead to a 

heightened arousal and activation of emotions, making them available for exploration 

(Paivio & Laurent, 2001). It is within this environment of exploration and emotional 

containment that a counselor can provide the client with a secure base from which to 

confront painful life experiences (Crawley & Grant, 2005; Rustomjee, 2007).  

The quality of the emotional connection represents a major component of what 

constitutes effective therapy (Magnavita, 2006; Greenberg & Pascual-Leone, 2006; 

Safran & Muran, 2000). Studies have demonstrated that counselors, who are 

consistently experienced as emotionally engaged in treatment and attuned to clients’ 

thoughts and feelings, promote positive therapeutic change (Greenberg & Pascual-

Leone, 2006; Orange, 2002; Safran & Muran, 2000). The quality of this connection 

depends upon the counselor’s emotional intelligence (Lyusin, 2006). Emotional 

intelligence can be viewed as the capacity to identify and express emotions, to regulate 

emotions, and to apply emotional information in thinking and action (Lyusin, 2006). 

Emotional intelligence suggests that counselors must be comfortable with both their 
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own emotions and the emotions of others in a manner that allows them to be touched 

by the client’s pain without being overwhelmed (Paivio & Laurent, 2001).  

Emotional intelligence requires a counselor to recognize and tolerate emotions 

that arise from multicultural encounters. A counselor’s ability to provide emotional 

support in the midst of differing values, experiences and world views has to be a 

learned skill (Consedine & Magai, 2002). Research indicates that cultural differences 

can strongly influence the role of emotion in any close relationship, including the 

counselor-client relationship (Burleson, 2003). These cultural value systems would 

seem to have significant implications in how emotions are experienced, managed and 

expressed within the therapeutic relationship (Burleson, 2003; Raval, Martini & Raval, 

2007; Kitayama, Markus, & Kurokawa, 2000). The ability to communicate emotional 

support in a manner that is meaningful to a client reinforces the importance of a 

counselor’s developing self-awareness, recognizing biases and assumptions, 

understanding different worldviews, and mastering a wide repertoire of intervention 

strategies (ACA, 2002; Hoare, 1991). The counselor, as a cultural entity, will 

experience others through a cultural lens (I.C.2). Some authors emphasize the 

potential for differences in the way clients, trainees, and counselors deal with strong 

emotion, highlight the potential for encountering and working with strong emotion, 

and indicate that counselor educators should be concerned about applicants’ and 

trainees’ ability to do so (Burleson, 2003; Hoare, 1991).  
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Counselor Education’s Role in Producing Effective Counselors 

Determining and developing the emotional suitability of applicants and 

trainees for counseling work is important because by its very nature, counseling is an 

intense interpersonal and emotional experience. Formalized gatekeeping procedures in 

both selection and training are essential components to ethically sound training 

(Gaubatz & Vera, 2002; Bernard & Goodyear, 2004; Borders & Brown, 2005). 

Selection committees understand the multiple challenges that graduate students in 

counseling undergo, including demanding coursework, research requirements, and 

clinical training. Furthermore, accredited programs tend to be more demanding. 

(Leverett-Main, 2004). Screening of applicants for training programs and evaluation 

of emotional development throughout the processes of training are important because 

of the risks, including harm to self, harm to client, and harm to the profession, of 

allowing unsuitable or unprepared people into the profession (Eriksen & McAuliffe, 

2006; Martin, Easton, Wilson, Takemoto & Sullivan, 2004).  

In addition, the problem of counselor trainee impairment has been well 

documented in the literature, and it has been estimated that 4% - 5% of trainees lack 

the interpersonal competence and psychological health required of professional 

counselors (Gaubatz & Vera, 2002). Unfortunately, these numbers do not represent a 

quantifiable evaluation of all trainees by faculty; but rather are deduced from less 

systematic measures of sufficiency. Therefore, there is a compelling reason for 

concern that a large number of unidentified deficient students may enter and graduate 
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from training programs untouched by gatekeeping procedures and intervention 

strategies (Gaubatz & Vera, 2002; Roach & Young, 2007). 

Methods of selection 

According to Leverett-Main (2004) applicants for admission to counselor 

training programs are screened through use of a combination of traditional and non-

traditional measures. The former include undergraduate grades, GRE scores, and 

autobiographical essays. Additionally, counselor educators use individual and group 

interviews with exposure to emotionally charged material to evaluate aptitude for the 

counseling profession. Studies suggest GRE results to be the least effective measure in 

selecting effective counselors and the individual interview to be the most effective 

predictor of an effective counselor (Leverett-Main, 2004). When these screening 

strategies are unsuccessful, a heavy burden is placed on counselor educators, who are 

then left with the delicate balance of working with unqualified trainees (Gaubatz & 

Vera, 2002; Smith, Robinson, & Young, 2007). Recent literature suggests that 

evaluating individual responses, which can be stimulated by such methods,  are useful 

indicators in determining the likelihood of trainee success and lead to selection of 

trainees who demonstrate empathy, tolerance, a sense of well-being, social 

intelligence, self-esteem, and psychological mindedness (Eriksen & McAuliffe, 2006; 

Martin, Easton, Wilson, Takemoto & Sullivan, 2004).  

Methods of training 

The task of the counselor educator is to help trainees develop the ability to 

counsel effectively, and counseling effectively is, in part, dependent upon the ability to 
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be aware of and respond to client emotion – including strong client emotion. Recent 

studies suggest that key components to counselor training are the development of 

therapeutic alliances and the enhancement of ability to recognize countertransference. 

Both components can be addressed with an emphasis on personal development and 

supervisory relationships (Roach & Young, 2007; Grant, 2006; Howard, Inman, & 

Altman, 2006; Donati & Watts, 2005; Arthur & Achenbach, 2002). These studies 

suggest that it is important to enhance the trainee’s ability to reflect upon and interpret 

experience, manage and respond to strong client emotion, and be aware of what he or 

she is contributing to the counseling relationship. According to Sharkin and Gelso 

(2001), a goal of counselor-in-training programs should be the development of skilled 

counselors who are capable of reflection, interpretation, and working with client’s 

strong emotion in culturally relevant ways.  

Trainees are expected to develop the ability to respond effectively to client 

emotion by receiving personal feedback from and being evaluated by supervisors 

(Melton, Nofzinger-Collins, Wynne, & Susman, 2005). They must master a myriad of 

tasks and skills; including awareness of feelings, levels of arousal, self-critical 

thoughts, and disassociation from events that they experience as personally disruptive 

(Melton, Nofzinger-Collins, Wynne, & Susman, 2005). Trainees accomplish this 

through coursework and supervised counseling experiences. Further, studies indicate 

that practicum/internship experiences are the best measure of trainee success 

(Leverett-Main, 2004). Responding effectively to supervisors and strong client 
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emotion depends, in part on a trainee’s ability to regulate his or her emotions (Sharkin 

& Gelso, 2001). 

Emotion Regulation 

Emotion regulation is the ability to experience a full range of emotions, 

modulate emotional experience, appropriately display emotion, and the ability to 

respond effectively to others emotions (Gratz & Roemer, 2004). An individual’s 

behavior can often be an indication of his or her ability to deal with emotions, 

revealing how he or she influences, controls, experiences, and reaction to environment 

(Mennin, 2004; Gratz & Roemer, 2004; Paivio & Laurent, 2001). Some schools of 

thought on emotion regulation emphasize the control of emotional experience and 

expression (Gratz & Roemer, 2004). Others emphasize the functionality of emotional 

experience, suggesting that emotion regulation is not the same as emotional control 

(Tugade & Fredrickson, 2007; Mennin & Farach, 2007; Gratz & Roemer, 2004; 

Stolorow, 1993; Orange 2002). Proponents of the functional view believe that the 

inability to experience and respond spontaneously to a full range of emotions is as 

maladaptive as the inability to attune to and regulate strong painful feelings (Gratz & 

Roemer, 2004).  

Healthy emotion regulation is essential to developing personally grounded and 

professionally competent, multiculturally informed counselors (Raval, Martini & 

Raval, 2007; Consedine & Magai, 2002). Training counselors to deal with the range of 

client emotion and personal emotion, while at the same time engaging effectively in 

therapy, is a “multifaceted educational task” (Grant, 218, 2006). Because emotion 
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regulation is a desirable skill possessed by good counselors, it follows that emotion 

regulation may also a valuable construct that can be used to evaluate trainee 

development and preparedness. Counselor educators are tasked with selecting and 

training practitioners who can engage and work effectively with strong emotion. 

However, the literature provides scant indication of how this ability is to be measured.  

Three abilities thought to be essential to healthy emotion regulation are the 

ability to experience a full range of emotions, the ability to modulate emotional 

experience, and the ability to appropriately display emotion (Gratz & Roemer, 2004). 

Being able to modulate the intensity and duration of a strong emotion allows the 

person to remain present in the experience, rather than to feel numbed or 

overwhelmed. Finally, emotions communicate needs, and the meeting of needs 

contributes to effective self regulation. The ability to self-regulate leads to a greater 

capacity for understanding one’s experience of self and world, and leads to an 

enhanced sense of self-confidence and ultimately to more appropriate communication 

with others and greater connection with the world (Paivio & Laurent, 2001). 

The Development of Emotion Regulation  

Emotion regulation, or ability to experience a full range of emotions, modulate 

emotional experience, and appropriately display emotion is developed and reinforced 

through contact with individuals who are capable of sound emotion regulation and the 

development of interrelated personal skills (Mennin & Farach, 2007; Raval, Martini, 

& Raval, 2007; Greenberg & Pascual-Leone, 2006; Mennin, 2004). To regulate 

emotion, a person must be cognizant of his or her internal world, allowing for an 
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awareness of differing layers of emotions and associated meanings (Paivio & Laurent, 

2001; Mennin, 2004).  Emotion regulation skills include the ability to spontaneously 

dampen or intensify certain emotional states as dictated by a person’s circumstances 

and goals (e.g., feeling anxious with an anxious client may allow for insight, and its 

display must also be regulated). Robust emotion regulation likely requires both 

internal and external resources to reduce emotional arousal. These resources can 

include distraction and relaxation techniques, facilitated by the ability to label or 

describe emotional experiences in ways that contribute to greater self-awareness and 

interpersonal communication (Paivio & Laurent, 2001). 

 Ineffective emotion regulation can entail either undercontrol or overcontrol of 

the intense experience (Mennin & Farach, 2007; Greenberg & Pascual-Leone, 2006; 

Mennin, 2004). Undercontrol can lead to chaotic expression of feelings that have an 

overwhelming and disorganizing affect on a person’s internal world. This 

disorganization can cause interpersonal difficulties such as anxiety, dependence or 

poor impulse control (Paivio & Laurent, 2001; Greenberg & Pascual-Leone, 2006). 

Over-control can take on a variety of guises, as when anger or fear serve to mask a 

more painful or scary emotion. For example, a counselor uncomfortable with anger 

may emotionally shut down during a session in which a client expresses strong anger 

(Gratz & Roemer, 2004; Ciarrochi & Scott, 2006; Paivio & Laurent). The literature 

suggests three therapeutic interventions when working with strong emotions and 

dysregulation: 1) awareness and arousal of emotion, 2) accepting and reflection of 

emotion, and 3) transformation of emotion (Greenberg & Pascual-Leone). 
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 Foremost in creating emotion regulation is exploring emotional awareness and 

arousal. The client’s goal is to become aware of their primary emotions and of the role 

played by secondary emotions. Primary emotions are a person’s most direct response 

to a particular situation, person or event. Secondary emotions are learned responses, 

strongly influenced by experience within a relational environment. For example, anger 

which is often a secondary emotion defends against a more primary emotion, such as 

pain (Greenberg & Pascual-Leone, 2006). 

 Next in the development of emotion regulation is movement from awareness to 

acceptance and reflection of emotional experience and expression. A counselor helps a 

client understand what function a maladaptive emotional response serves (Grant, 

2006; Greenberg & Pascual-Leone, 2006; Mennin & Farach, 2007). The most 

important component during this phase of work involves allowing the client the time 

to experience, acknowledge and tolerate emotion. It is important to note that there is a 

difference between intensity of emotion and deeper processing of emotion, and it is 

the latter that is helpful within the therapy experience (Greenberg & Pascual-Leone, 

2006). Simply allowing for acknowledgement and toleration of strong emotions is 

healing, though it is often not enough. It is important to help clients interpret the 

functionality of emotions and to ascribe meaning to the existence of these feelings. 

The final approach to emotional processing is the transformation of one 

emotion into another. This does not mean that a particular meaning once attached to an 

emotional experience dissolves into nothingness. It means, rather, that a person is 

more readily able to understand the painful experience and allow for a more expansive 
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experience, which in turn leads to a new emotional experience and to the development 

of a new understanding. The process is one of changing emotion with emotion 

(Greenberg & Pascual-Leone, 2006; Greenberg, 2004). In essence, rather than 

transforming emotion by reason, one emotion is transformed by another more adaptive 

emotion.  Therefore, emotion regulation is an important skill in the development of 

effective counselors and a useful construct for counselor educators. 

Emotion Regulation as a useful Construct for Counselor Educators 

Emotion regulation is a useful construct for counselor educators because it is 

already an integral part of many training programs, it is observable, and there are 

established procedures for developing emotion regulation (Eriksen & McAuliffe, 

2006; Arthur & Achenbach, 2002). Healthy regulation of emotions allows a person to 

be aware of, tolerate, and regulate painful interactions. Dysfunction is the inability to 

access and process either painful or pleasant feelings, disconnecting the person from 

his or her most adaptive function and the very thing that makes meaning out of 

experience (Kristjansson, 2003). Emotion regulation is vital for all healthy 

relationships and central to good counseling, which makes it a useful measure for 

selection, training, and monitoring of trainees. Effective counselors must be 

comfortable with their own emotions and the emotions of clients in a manner that 

allows them to be touched by others pain without being overwhelmed (Paivio & 

Laurent, 2001). Therefore, emotional regulation is of pivotal importance in counselor 

education programs, which should include developing methods for teaching emotional 

awareness, providing opportunities for regulation growth and screening to measure 
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awareness and growth. Because trainee ability to regulate emotion is exhibited 

throughout the entire training experience (from classroom, to group, to supervision), it 

presents frequent opportunities for counselor educators to observe indications for 

growth and preparedness. The “Difficulties in Emotion Regulation Scale” (DERS) is 

one such measure that could be adapted and used in counselor education programs 

(Gratz & Roemer, 2004). 

 Emotion regulation as a construct for counselor educators has the ability to 

inform training practices. The use of emotion regulation strategies in the development 

of effective counselors has the potential to influence the selection, training, and 

evaluation of counselors-in-training. It has significant relevance in the development of 

culturally competent counselors capable of engaging strong client emotion and 

countertransference issues that arise in supervision. The use of emotion regulation as a 

construct for training will also challenge counselor educators with at times, difficult 

material, and to find more operational ways to measure and assess emotion regulation 

in trainees. 

Implications of Emotion Regulation for Counselor Education 

Selection 

Counselor-in-training students are expected to develop their respective abilities 

to regulate emotions. This development requires them to subject themselves to 

personal feedback and evaluation procedures from supervisors and to master a myriad 

of tasks and skills; including awareness of feelings, levels of arousal, self-critical 

thoughts, and disassociation from events that they experience as personally disruptive 
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(Melton, Nofzinger-Collins, Wynne, & Susman, 2005).The task for the counselor 

educator then becomes one of determining emotion regulation aptitude in applicants. 

Gatekeeping (entrance criteria and evaluation) should enable assessment of emotion 

regulation, as such ability and skill will be a necessary component of their training.  

Applicant screening is an important aspect to gatekeeping within counselor 

education; and when done well, it can allow faculty to focus on trainees well-suited for 

the counseling profession by eliminating those ill-suited for the field. Behaviors of 

trainee’s capable of emotion regulation include the following skills: 1) an ability to 

know and understand personal emotions; 2) an ability to attend to and acknowledge 

emotions; 3) an ability to respond to painful emotions; 4) an ability to concentrate and 

accomplish tasks when experiencing negative emotions; 5) an ability to remain in 

control of behaviors when experiencing negative emotions; 6) and a belief that strong 

emotions can be regulated (Gratz & Roemer, 2004). The use of emotion regulation as 

a factor within the screening process may include four possible evaluations: 1) an 

entrance essay question (an indicator of skills 1 and 2) that focuses on the applicant’s 

view of emotion and how he or she has personally dealt with such emotions as anger, 

sadness or disappointment in the past; 2) the administration of an emotion regulation 

assessment prior to individual and group interviews (an indicator of skills 3, 4 and 5); 

3) mock counseling sessions during the individual interview that evoke counselor-

client emotions (an indicator of all 5 behaviors) and 4) group interviews that involve 

interactions likely to evoke emotions (also, an indicator of all 5 behaviors). Because of 

the potential for distress, counselor educators will need to provide informed consent to 
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those who are invited to individual and group interviews, where emotionally charged 

material will be used (Morrissette & Gadbois, 2006; Leverett-Main, 2004; Gaubatz, & 

Vera, 2002; Bradey & Post, 1991). 

Periodic Evaluation 

Periodic screening of trainees will continue to reinforce the importance of 

emotion in effective counseling and the necessary skill of emotion regulation (Martin, 

Easton, Wilson, Takemoto & Sullivan, 2004). Trainees could be asked to take an 

emotion regulation assessment at the beginning of their pre-practicum class and at the 

conclusion of their practicum and internship classes. The assessment would then 

become a part of the evaluation process used by supervisor to identify and address 

trainee strengths and weaknesses subsequently the material could become an aspect of 

ensuing conversations between supervisor, professor and site supervisors (Gazzola & 

Theriault, 2007). Informed consent will need to be included in the initial presentation 

of class materials (Morrissette & Gadbois, 2006). Evaluation if often informal and can 

be related to many different interactions with peers, clients, supervisors, and 

instructors. In addition, faculty meetings occasionally include “fit to the profession” 

conversations. This article suggests that a more structural evaluation might prove 

beneficial.  

Training Experiences 

The counselor-in-training process provides a rich environment for engaging 

strong emotion. Trainees encounter an overload of internal experiences as they 

transition into graduate work. They may experience countertransference in response to 
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classroom and group interactions, to unfamiliar client emotions, to sensitive 

experiences in therapy, to new techniques, and to unresolved personal issues (Howard, 

Inman, & Altman, 2006; Sharkin & Gelso, 2001; Hayes & Gelso, 1991). In particular, 

the process of developing cultural self- and other-awareness can bring up many 

challenging emotions that require informed regulation (Raval, Martini & Raval, 2007; 

Kitayama, Markus, & Kurokawa, 2000).  

Experiential class activities that allow for emotionally charged material can be 

incorporated throughout the training process, thus clarifying expectations of trainees 

seeking to enter the counseling profession. Such activity would be especially 

beneficial to those students who continually resist intrapersonal work in supervision 

(Eriksen & McAuliffe, 2006; Arthur & Achenbach, 2002). The incorporation of 

experiential activities that promote emotion regulation may require counselor 

educators to plan for group activities that allow trainees to express and explore their 

feelings about emotionally charged topics that may include gender, white privilege, 

sexual orientation, and here and now interaction in class (Eriksen & McAuliffe, 2006). 

This emphasis suggests that counselor educators be proficient in the establishment of 

experiential ground rules and class opportunities to debrief differing emotionally 

charged situations (Morrissette & Gadbois, 2006). 

Multicultural Implication 

The multicultural counseling literature emphasizes the potential for differences 

in ways clients, trainees, and counselors deal with strong emotion, and indicates that 

counselor educators should be concerned about applicants’ and trainees’ ability to 
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understand these differences. A counselor’s ability to provide emotional support while 

regulating his or her own emotions in the midst of differing values, experiences and 

world views has to be a learned skill (Consedine & Magai, 2002). These cultural value 

systems have significant implications in how emotions are experienced, managed and 

expressed within the therapeutic relationship (Burleson, 2003; Raval, Martini & Raval, 

2007; Kitayama, Markus, & Kurokawa, 2000; Herring, 1995). Research indicates that 

cultural differences can strongly influence the role of emotion in any close 

relationship, including the counselor-client relationship (Burleson, 2003). The ability 

to communicate emotional support in a particular manner that is dependent upon the 

client reinforces the importance of a counselor’s developing self-awareness, 

recognizing biases and assumptions, understanding different worldviews, and 

mastering a wide repertoire of intervention strategies (ACA, 2002; Sue & Sue, 2007; 

Hoare, 1991). Thus, the development of the counselor’s cultural awareness is an 

important component in emotion regulation and is the responsibility of all who 

counsel and teach (APA, 2003; ACA, 2002). 

The more trainees are aware of their own emotional responses, the more 

clearly they can identify the developmental responses that often accompany pleasant 

emotions and the restrictive responses that can accompany painful feelings (Reupert, 

2006; Orange, 2001; Stolorow, 2000). An experience viewed as healthy, and thus 

pleasant, in one culture can be harmful, and thus painful, in another. Consequently, an 

important component of developing competent counselors is the counselor-educator’s 

ability to help trainees reflect and interpret the variety of experiences they will 
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encounter as professional counselors in a multicultural world (Gazzola & Theriault, 

2007). This development depends greatly on supervision and on the quality of the 

supervisory relationship (Grant, 2006; Safran & Muran, 2000).  

Supervision 

Counselor educators have historically depended upon supervision to build and 

evaluate emotional preparedness in trainees. Supervisors have the privilege of 

developing trainees, who have the courage to engage in an ongoing process of self-

exploration and personal growth, while at the same time maneuvering through the 

rigors of graduate academia (Gazzola & Theriault, 2007). According to Safran and 

Muran (2000), supervision allows for the development of interpersonal sensitivity and 

perceptiveness. In this manner, training goes beyond a didactic presentation of 

knowledge to incorporate procedural knowledge, self-awareness, and reflection-in-

action; which does not necessarily involve conscious mental processing, but often is 

experienced at a feeling or intuitive level (Safran & Muran, 2000).  

The development of interpersonal sensitivity and perceptiveness promote 

emotion regulation skills that allow for awareness and understanding of emotion, 

acceptance of emotion, ability to counsel effectively when experiencing 

uncomfortable emotion, and access to emotion regulation strategies (Grant, 2006; 

Gratz & Roemer, 2004). Such emotionally charged encounters reinforce the 

importance of the supervisory alliance (Safran & Muran, 2000). The ideal goal of such 

training is for the trainee to experience the supervisor as attuned to his or her 
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emotional and learning needs modeling for the trainee emotion regulation skills 

(Safran & Muran, 2000; Safran & Muran, 2006). 

Supervision and the use of supervisors are important aspects in the assessment 

and development of trainees capable of emotion regulation. Supervisors must be 

trained (if doctoral students are used), or carefully selected and informed, prior to their 

agreeing to work with trainees. They must be capable of helping trainees develop case 

conceptualization and counseling skills and process countertransference issues that 

arise. In addition, supervisors will need to be aware of the potential for emotionally 

charged classroom experiences to enter into the supervision experience and will need 

to be informed of the results of emotion regulation assessments administered at the 

conclusion of each term. Supervisors will need to be well-informed so that they can 

clearly lay out guidelines in the initial supervision meeting - guidelines that instructors 

of pre-practicum, practicum, and internship classes will also reinforce (Gazzola & 

Theriault, 2007; Bernard & Goodyear, 2004; Borders & Brown, 2005; Barnes, 2004; 

Parker & Schwartz, 2002; Safran & Muran, 2000; Almond, 1995).   

Counselor Educator Preparation and Readiness 

The principles that apply to effective counselor training also apply to effective 

counselor-educator training. In the case of counselor-educator training, the task is 

compounded. The educator in training must be taught both to counsel and to teach 

counseling. The importance of identifying parallels between the counselor-client 

alliance and the supervisor-trainee alliance is crucial in developing the educator. 

Although the alliances are similar, the experiential relationships are different and 
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awareness of these differences needs to be communicated to the educator trainee. For 

example, the supervisor-trainee alliance has by necessity a component of mentoring 

that has no direct parallel in the counselor-client alliance (Morrissette & Gadbois, 

2006; Carlson, Portman, & Bartlett, 2006; Okech, Astramovich, Johnson, Hoskins, & 

Rubel, 2006; Safran & Muran, 2000).   

This makes important the need for counselor-educator trainees to understand 

not only their own views on emotion, their own ability to offer emotional containment 

to trainees, and their own abilities to regulate emotion, but the ways in which it can be 

taught to counselor trainees through the use of potentially uncomfortable and 

emotionally charged activities. Counselor educators will need to clarify for themselves 

their role in relationship to graduate students. Learning activities will at times require 

counselor educator participation in class debriefing, intervention into activities, and 

individual discussions with students working through difficult material. This suggests 

that counselor educators should begin to function not simply as professors, but as 

mentors willing to invest in the professional and personal development of trainees. 

This paradigm will present a challenge to those institutions that seek to keep the 

boundaries between professor and student strictly in a pedagogical lens (Morrissette & 

Gadbois, 2006; Rustomjee, 2004; Arthur & Achenbach, 2002; Niles, Akos, & Cutler, 

2001). 

Responding to and exploring strong emotion is part of the counseling process 

and part of counselor education and supervision. It is also central to teaching the 

counselor-educator to be a teacher and a supervisor. During the counselor education 
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process, trainees may become anxious and feel ill-prepared to deal with personal and 

client strong emotion (Sharkin & Gelso, 2001; Grant, 2006; Howard, Inman, & 

Altman, 2006; Donati & Watts, 2005; Orange, 1995). For example, counselors-in-

training may respond to anger ineffectively if anger is an emotion that the trainee finds 

personally uncomfortable. The counselor educator must be able to help the trainee 

understand his or her own response to anger in a manner that allows for effectively 

working with a client’s anger.  

Measure 

Lastly, counselor educators must continually find ways to measure and assess 

emotion regulation. An intentional method of measurement will undoubtedly be more 

beneficial than simply dealing with emotional charged material as it occurs. To 

develop and evaluate trainees, counselor educators must build in the trainee a clear 

understanding of emotion and of its role in personal and professional development as a 

counselor. Equally important, counselor educators must instill trainees with the ability 

to regulate emotion in the context of the counselor-client relationship; and this ability 

may itself be a sensitive construct for gauging development (Grant, 2006). An emotion 

regulation instrument that can be used throughout graduate and experiential class 

activities could be designed to promote and test emotion regulation skills. The 

participation of supervisors capable of modeling and teaching emotion regulation is 

crucial to successful implementation of an integrated program such as this (Mennin & 

Farach, 2007; Gaubatz, M. & Vera, E. 2002; Arthur & Achenbach, 2002; Niles, Akos, 

& Cutler, 2001). 
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Conclusion 

Counselor education is a particularly challenging profession, a profession that 

involves the professional and personal development of the trainee - a combination that 

has often challenged educators. As educators work to screen, develop, and monitor 

counselors-in-training they encounter a variety of emotionally charged interactions for 

both educator and trainee. It is the responsibility of counselor educators to interact 

with and incorporate opportunities for trainees to develop an awareness of emotions, 

an ability to modulate emotions, and a willingness to appropriately display emotions.  

A trainee’s ability to regulate emotion is a necessary skill to serve as an effective 

counselor; and if educators are to teach emotion regulation, they must possess a well-

developed ability to self-regulate (Mennin & Farach, 2007, Greenberg & Pascual-

Leone, 2006; Tugade & Fredrickson, 2006; Mennin, 2004; Safran & Muran, 2000). 

 This literature review suggests that emotion regulation may be a construct for 

determining suitability of applicants and measuring development of trainees. A 

combination of emotion regulation strategies may be employed in an effort to enhance 

gatekeeping from entrance to exit; leading to the development of counselors capable 

of mature emotion regulation, and consequently, to a strengthening of the counseling 

and counselor-education profession. This study suggests seven possible implications 

of emotion regulation as a construct in counselor education programs. These are 

applicant screening, periodic evaluation, experiential class activities, use of 

supervisors, development of multicultural counselors, responsible counselor educators, 

and a consistent measurement for emotion regulation in training. 
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Counselor education programs are challenged to develop a screening process 

that allows for the evaluation of applicant’s willingness to engage emotions and thus 

of their suitability to the profession. This study recommends that: 1) an emotion 

regulation instrument that can be used throughout the graduate process be developed, 

2) experiential activities be included in the curriculum, 3) agreement on the evaluation 

and use of supervisors be standardized, 4) a congruent way of communicating 

informed consent in classes and supervision experiences be established, 5) the need to 

process emotion-charged material in faculty meetings be accepted, 6) emotion 

regulation become a formal construct for evaluating counselor-in-training 

preparedness.  
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Chapter 3 
Measuring Emotional Regulation in Pre-practicum and Internship Counselor-in-

Training Using the Difficulties in Emotional Regulation Scale  
 

Abstract 

Counselor educators have long been challenged to gauge both the aptitude of 

applicants and the preparedness of graduates to enter the counseling profession. The 

literature suggests that the ability to regulate emotion – to experience, modulate and 

display emotion – is central to successful counseling. Historically applicants for 

graduate study in counseling have been evaluated not only by standard examines but 

by methods tailored to assess emotional maturity, such as individual and group 

interviews. Trainees are evaluated through classroom and supervisory exposure to 

emotionally charged material; however, there is no efficient way to conclusively 

measure preparedness. This study attempts to identify whether or not there is a 

difference between pre-practicum students’ and 2-year Masters-in-Counseling 

internship students’ ability to emotionally regulate in the presence of strong client 

emotion. The statistical significance of the result was evaluated with a two-sample t-

test. Thirty-three pre-practicum and thirty-five internship counselor-in-training 

volunteers from a CACREP university participated. The “Difficulties in Emotion 

Regulation Scale” (DERS) item response test (IRT) was used to develop a measure of 

this difference. Based on this study, the results suggest that a significant difference 

does not exist between pre-practicum and internships students ability to regulate 

emotion. 
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Introduction 

Counselor education is an intense interpersonal and emotional process for 

educators and trainees alike. The Council for Accreditation of Counseling and Related 

Educational Programs (CACREP) has sought to establish clear gatekeeping 

procedures with intervention strategies in the development of counselors capable of 

engaging with distressed clients in emotionally meaningful ways (Gaubatz & Vera, 

2002; Christopher, Muran, Safran, Gorman & Wilson, 2007; Donati & Watts, 2005). 

Understanding and working with emotion is important to effective counseling and has 

proven to be difficult to assess through tradition screening methods. Traditional 

methods (undergraduate grades, GRE scores, and autobiographical essays) of 

predicting the pre-practicum students’ potential for personal and professional 

development are often unsuccessful and place a heavy burden on counselor educators, 

who are then left with the delicate balance of working with deficient trainees. The 

problem of counselor trainee impairment has been well documented in the literature, 

and it has been estimated that 4% - 5% of trainees lack the interpersonal competence 

and psychological health required of professional counselors (Gaubatz & Vera, 2002). 

Unfortunately, these numbers do not represent a quantifiable evaluation of all trainees 

by faculty; but rather are deduced from less systematic measures of sufficiency. There 

is, therefore, a compelling reason for concern that a large number of other deficient 

students may graduate from training programs untouched by gatekeeping procedures 

and intervention strategies (Gaubatz & Vera, 2002).  
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Although counseling students in general report higher level of wellness than 

the normal population, a relatively large proportion of entering master’s level students 

indicated psychological distress (Smith, Robinson, & Young, 2007). The literature 

suggests that healthy emotion regulation is essential to developing personally 

grounded and professionally competent, multiculturally informed counselors (Raval, 

Martini & Raval, 2007; Consedine & Magai, 2002). Emotion regulation is the ability 

to experience a full range of emotions, modulate emotional experience, appropriately 

display emotion, and the ability to respond effectively to others emotions (Gratz & 

Roemer, 2004). Furthermore, emotion regulation is a construct that may be useful in 

the evaluation and training of counselors. Counselor educators are tasked with 

selecting and training practitioners who can engage and work effectively with strong 

emotion (Grant, 2006). However, the literature provides scant indication of how this 

ability is to be measured.  

This study attempts to measure the difference between pre-practicum students’ 

and internship students’ respective abilities to emotionally regulate in the presence of 

strong client emotion. Pre-practicum students are those students at the beginning of 

their graduate study and their clinical experience has been limited to role plays; 

whereas, internship students are nearing the completion of their training and have been 

involved in a significant amount of clinical work and supervision. To determine if the 

difference is significant and potentially to assess what areas of emotion regulation 

represent the largest differences between samples, the “Difficulties in Emotion 

Regulation Scale (DERS), was administered. The DERS has been validated in studies 
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of normal population groups and used in the clinical studies of several groups that 

exhibit high emotion dysregulation; but this was its first use with graduate students in 

counseling (Gratz and Roemer, 2004).  

This article reviews the relevant literature on emotion and emotion regulation. 

Test data were evaluated to compare entry-level master’s student’s emotion regulation 

to that of master’s students in internship (Laetitia & Trasiewicz, 2002).  

This research addresses the following questions: 

• Is there a significant difference in the ability of internship students to regulate 

emotion in comparison to that of pre-practicum students?  

• Based on this study, can we make other inferences, such as what is the focus 

on emotional development within a graduate counseling CACREP program?  

The Importance of Emotion in Effective Counseling 

 Emotion at its most basic level is a subjective experience that involves 

interpretation of meaning and interaction with the environment. Emotions are 

foundational in the development of the self and are key elements in self-organization 

(Greenberg, 2004; Mennin & Farach, 2007). Training counselors to deal with the 

emotional roller coaster of client emotion and personal emotion, while at the same 

time equipping them to engage effectively in therapy, is a “multifaceted educational 

task” (Grant, 218, 2006). A trainee’s behavior can often be an indication of his or her 

ability, or inability, to deal with strong emotion, revealing how he or she will attempt 

to influence, control, experience, and express emotions as a future professional 

counselor (Mennin, 2004; Gratz & Roemer, 2004; Paivio & Laurent, 2001).  
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The Role of Counselor Education in Producing Effective Counselors 

 Formalized gatekeeping procedures are an essential component to ethically 

sound training (Gaubatz & Vera, 2002; Borders & Brown, 2005; Bernard & Goodyear, 

2004). CACREP (2008) requires accredited programs to conduct a developmental, 

systematic assessment of each student’s progress throughout the program, including 

consideration of the student’s academic performance, professional development, and 

personal development (Section VI, B). Trainees are expected to regulate their 

emotional state by subjecting themselves to personal feedback and evaluation 

procedures for supervisors and by mastering a myriad of tasks and skills; including 

awareness of feelings, levels of arousal, self-critical thoughts, and disassociation from 

events that they experience as personally disruptive (Melton, Nofzinger-Collins, 

Wynne, & Susman, 2005). Current research continues to reinforce that emotion is 

central to personal experience and that emotion regulation is central to counseling 

(Mennin & Farach, 2007; Grant, 2006; Greenberg & Pascual-Leone, 2006; Mennin, 

2004; Stolorow, 2000; Laetitia & Trasiewicz, 2002).   

 As gatekeepers, counselor educators must use emotionally stimulating material 

and emotion regulation assessments during the entire graduate study (Gazzola & 

Theriault, 2007). Early and periodic evaluation might be used and incorporated into 

the initial screening and then into the subsequent instruction.  A prescribed 

experiential approach that is integrated into classes and supervision experiences would 

help educators identify unqualified trainees and would enhance personal growth in the 

area of emotion regulation and awareness of countertransference issues (e.g., 
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experiential learning as a way to bridge multicultural counseling theory and practice). 

Eriksen and McAuliffe (2006) reinforce this notion in their statement, “Development-

promoting interventions would consist of optimally matching and mismatching 

students’ current development capacities through classroom dilemma discussions and 

inductive experience in the field” (189). 

 Recent studies suggest that key components of this integrated experiential 

approach to counselor training are the development of therapeutic alliances and the 

enhancement of ability to recognize countertransference. Both components can be 

addressed with an emphasis on personal development and supervisory relationships 

(Grant, 2006; Howard, Inman, & Altman, 2006; Donati & Watts, 2005; Arthur & 

Achenbach, 2002; Herring, 1990). These studies suggest that it is important to enhance 

the trainee’s ability to reflect upon and interpret experience, manage and respond to 

strong client emotion, and be aware of what he or she is contributing to the counseling 

relationship. According to Sharkin and Gelso (2001), a goal of counselor-in-training 

programs should be the development of culturally skilled counselors who are capable 

of reflection, interpretation, and working with client strong emotion in culturally 

relevant ways.  

Emotion Regulation 

Emotion regulation is the ability to experience a full range of emotions, 

modulate emotional experience, appropriately display emotion, and the ability to 

respond effectively to others’ emotions (Gratz & Roemer, 2004). Emotion regulation 

can only be a learned skill and can be likened to walking on a balance beam – over 
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control produces mediocre performance; under control, failure. Some schools of 

thought equate emotion regulation to emotion control, thereby limiting experience and 

expression (Gratz & Roemer, 2004). Others emphasize the functional nature of 

emotions, suggesting that emotion regulation is not the same as emotion control 

(Tugade & Fredrickson, 2007; Mennin & Farach, 2007; Gratz & Roemer, 2004; 

Stolorow, 1996; Stolorow, 1993; Orange 2002; Orange, 1995). Proponents of the 

functional view suggest that the inability to experience and respond spontaneously to a 

full range of emotions is as maladaptive as the inability to attune and regulate strong 

painful affect (Gratz & Roemer, 2004). It is established and reinforced through contact 

with individuals who are capable of sound emotion regulation, and it requires the 

trainee to develop interrelated personal skills (Mennin & Farach, 2007; Raval, Martini, 

& Raval, 2007; Greenberg & Pascual-Leone, 2006; Mennin, 2004).  

The counselor’s ability to identify his or her own emotions and to manage 

them while recognizing and managing the constancy of countertransference is central 

to the therapeutic relationship. Managing emotions implies that a counselor is able to 

provide containment for the outward expression of his or her emotions and, where 

necessary, to induce a particular emotion at will (Lyusin, 2006). The ability to 

understand emotions and contain them is closely associated with a counselor’s overall 

emotional orientation; that is, with his or her degree of interest in the internal world of 

self and others (Lyusin, 2006; Mennin & Farach, 2007; Mennin, 2004, Gratz & 

Roemer, 2004).   
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Implications for Counselor Preparedness 

The counselor-in-training process provides a rich environment for engaging 

strong emotion. Trainees encounter an overload of internal experiences as they 

transition into graduate work. A variety of personal issues may be triggered in 

response to classroom and group interactions, to unfamiliar client emotions, to 

sensitive experiences in therapy, to new techniques, and to unresolved personal issues 

(Howard, Inman, & Altman, 2006; Sharkin & Gelso, 2001; Hayes & Gelso, 1991). In 

particular, the process of developing cultural self- and other-awareness can bring up 

many challenging emotions that require informed regulation. In light of this onslaught, 

counselor education programs have continued to reinforce the importance of 

supervision. The ultimate goal of supervision is counselor competence as evidenced 

through heightened self-awareness and cultural sensitivity. Although supervision is 

conceptualized as a lifelong process, it is most important in the formative years of 

trainees (Gazzola & Theriault, 2007; Parker & Schwartz, 2002). Components that are 

essential to a positive supervision experience for the beginning trainee are a positive 

working alliance (Bernard & Goodyear, 2004; Borders & Brown, 2003; Safran & 

Muran, 2000) and the establishment of a learning environment that feels safe to the 

trainee. A safe environment must include a positive working alliance leading to a 

supervisory relationship that has the potential to explore shameful trainee responses 

and invite greater self-disclosure within the trainee. A positive supervision experience 

has the potential to affect how a trainee develops and emerges as a counseling 

professional (Gazzola & Theriault, 2007; Grant, 2006; Safran & Muran, 2000).  
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Counselor educators have historically depended upon supervision to build and 

evaluate emotional preparedness in trainees. Supervisors have the privilege of 

developing trainees, who have the courage to engage in an ongoing process of self-

exploration and personal growth, while at the same time maneuvering through the 

rigors of graduate academia (Gazzola & Theriault, 2007). According to Safran and 

Muran (2000), it is this relational approach to supervision that allows for the 

development of interpersonal sensitivity and perceptiveness. In this manner, training 

goes beyond a didactic presentation of knowledge to incorporate procedural 

knowledge, self-awareness, and reflection-in-action; which does not necessarily 

involve conscious mental processing, but often is experienced at a feeling or intuitive 

level (Borders & Brown, 2005, Bernard & Goodyear, 2004; Safran & Muran, 2000).  

Given the importance of developing emotionally prepared trainees, counselor 

educators must continually find ways to measure and assess applicant and trainee 

ability to tolerate strong emotion. To develop and evaluate trainees, counselor 

educators must build in the trainee a clear understanding of emotion and of its role in 

personal and professional development as a counselor. Equally important, counselor 

educators must instill the ability to regulate counselor-client feelings and strong 

emotional engagements (Grant, 2006).   

The multicultural counseling literature emphasizes the potential for differences 

in ways clients, trainees, and counselors deal with and interpret strong emotion; 

highlighting the potential for misunderstanding strong emotion in cross cultural 

counseling (Consedine & Magai, 2002). According to Sue and Sue (2007), all 
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counseling relationships demand that counselors work through cultural differences and 

that all counseling encounters are understood as culturally influenced, dynamic 

process. Emotional support and emotion regulation styles are seen to be predictive of 

health outcomes; and yet, little research has been done on the patterns of emotion 

expression with differing cultures in dynamic process (Paivio & Laurent, 2001). A 

counselor’s ability to provide emotional support while regulating his or her own 

emotions in the midst of differing values, experiences and world views has to be a 

learned skill (Consedine & Magai, 2002; Sue & Sue, 2007; APA, 2003; ACA, 2002). 

These cultural value systems would seem to have significant implications in how 

emotions are experienced, managed and expressed within the therapeutic relationship 

(Burleson, 2003; Arthur & Achenbach, 2002; Kitayama, Markus, & Kurokawa, 2000). 

The IRT results reported here were applied to predominately homogeneous groups, so 

cultural nuances are beyond the scope of the testing.  

In a companion study (chapter 2 of this dissertation), a review of the literature 

illustrates the importance of emotion regulation in counseling and highlights, not only 

its importance in training, but its’ potential as a construct for evaluating suitability for 

the counseling profession. In this current research, we explore the possibility that use 

of an appropriate IRT, administered to entering and graduating counseling students, 

might serve as a means to quantify emotion-regulation aptitude and preparedness. 

Specifically, we ask if there is a significant difference in the ability of internship 

students to regulate emotion vice that of pre-practicum students and if this difference 

is quantifiable. In addition, this study will address other questions, such as identifying 
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the focus on emotional development within a graduate counseling CACREP program 

and the areas of emotion-regulation development that are most important within 

counselor training. 

Materials and Methodology 

Entry-level counselors-in-training lack experience interpreting and exploring 

emotionally charged counseling interactions and the presence of countertransference; 

hence we expect that beginning level trainees will be more susceptible to client 

emotion than will more senior trainees (Sharkin & Gelso, 2001). This research 

addresses the question if a quantifiable difference will exists between emotion 

regulation abilities of pre-practicum counselors-in-training and internship counselors-

in-training; if counselor trainees in internship will have moved beyond beginning 

counselor trainees in their ability to regulate emotion, by completing some degree of 

personal counseling, and by experiencing in supervision an enhanced awareness of 

countertransference issues (Sharkin & Gelso, 2001). This study is a quasi-

experimental non-equivalent group comparison measuring the ability of graduate-in-

counseling students to regulate emotion in the presence of clients’ strong emotion.  

True experimental studies (also known as random assignment studies) are 

useful in assessing the effectiveness of a program in changing outcomes. Emphasizing 

the use of comparative data as a context for interpreting findings, experimental designs 

eliminate most (but not all) sample biasing threats and increase confidence that 

observed outcomes are the result of a given program instead of a function of 

extraneous variables or events. Given large number of subjects, randomization assures 
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the two groups are equivalent in terms of characteristics that can affect observed 

differences in post-program measurements (Shadish, Cook, & Campbell, 2002). 

Quasi-experimental studies also examine outcomes; however, they do not 

randomly assign participants to sample groups. This type of study is appropriate for 

comparing program impact on a single group pre- and post-treatment. In some 

instances this approach can be impractical if program time scales are lengthy. Other 

quasi-experimental methodologies are possible such as the one used here. In this 

investigation, pre-practicum and internship students at a CACREP university are 

tested for mean and subscale ability to emotion regulate (Reis & Judd, 2000; Shadish, 

Cook, & Campbell, 2002).  

The “Difficulties in Emotion Regulation Scale” (DERS) was used to determine 

if the difference between pre-practicum and internship populations was significant. 

The alternative hypothesis is that there is a mean difference between pre-practicum 

and internship student ability to emotionally regulate in the presence of strong 

emotion, because of the training provided in this university’s Master of Science in 

Counseling Program. The null hypothesis of this study, therefore, is that there is no 

difference in means between the pre-practicum and internship students’ ability to 

regulate his or her emotions in the midst of strong client emotion. 

Participants 

Participants (n = 68) for this study were selected through criterion sampling 

which minimizes volunteerism and other selection biases by including every available 

participant who meets the criteria of the study (Gall, Gall, & Borg, 2005). The criteria 



58 
 
for this study was limited to Master’s of Science in counseling students at a large 

western university and distributed between a main and extension campus. Participants 

selected were those entered in pre-practicum or internship. Pre-practicum students 

were tested in the fifth week of their summer term and internship students during the 

fifth week of their fall term. Pre-practicum students are those students at the beginning 

of their graduate study.  Their clinical experience has been limited to role plays. 

Internship students are nearing the completion of their training and been involved in a 

significant amount of clinical work and supervision. 

This study had an n = 68 with an age range of 22 – 67 years, with a mean age 

of 33.82 (SD = 10.13). Twenty-two percent of the participants self-identified as male 

and seventy-eight as female (See Appendix D.4). Participants were graduate students 

working on their Master of Science in counseling at a CACREP university and located 

on two different campuses (forty of these students were at the extension campus (EC) 

and twenty-eight on the main campus (MC)). Eight-four percent described themselves 

as Caucasian, three percent as African American, four and a half percent as Asian, 

four and a half percent as Hispanic, three percent as bi-racial, and one percent as other 

(See Appendix D.5). 

The pre-practicum sample included five males and twenty-eight females, for a 

total of 33 participants with an age range of 22 – 55 years and a mean age of 31.21 

(SD = 8.83). Eighteen were located at the EC and fifteen at the MC with seventy-nine 

percent self-described as Caucasian, six percent as Asian, nine percent as Hispanic, 

and two percent as bi-racial.  
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The internship sample included ten males and twenty-five females, for a total 

of 35 participants with an age range of 23 – 67 years and a mean age of 36.29 (SD = 

10.77). Twenty-two were located at the EC and thirteen at MC with eighty-eight 

percent self-described Caucasian, six percent as African American, three percent as 

Asian and three percent as other.  

Informed Consent 

A complete description of the process for data collection, storage and 

destruction was given to the participants before the administration of the DERS (See 

appendix A). The researcher explained the scope of the study and the participation 

requirements, including the fact that research participation was strictly voluntary and 

that the participant could withdraw at any time. Participants read, signed and 

submitted informed-consent releases.  

Instrument 

The DERS (Gratz & Roemer, 2004) measures multiple facets of emotion 

regulation. In the DERS methodology, difficulties in emotion regulation can be 

reflected in any of six interrelated subscales: 1) lack of awareness of emotional 

responses; 2) lack of emotional clarity responses; 3) non-acceptance of emotional 

responses; 4) limited access to emotion regulation strategies that are perceived as 

effective; 5) decreased abilities or difficulties in controlling impulses when 

experiencing negative emotions; and 6) difficulties engaging in goal-oriented 

behaviors when experiencing “negative” emotions. Individuals respond to a 36-item 

IRT on a Likert scale of 1 (Almost never, 0-10%); 2 (Sometimes, 11-35%); 3 (About 
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half the time, 36-55%); 4 (Most of the time, 66-90%); and 5 (Almost always 90-

100%). Lower scores represent positive emotion regulation and higher scores 

represent less skill in regulating affect on all questions – except for questions 1, 2, 6, 

7, 8, 10, 17, 20, 22, 24, 34 which were reverse scored with higher scores indicating a 

greater ability to regulate emotion. The six DERS subscales, or factors, and the 

associated test questions are given in appendix C.2. 

The DERS has good test-retest reliability and good internal consistency (Gratz 

& Roemer, 2004). Gratz and Roemer completed a factor analysis on item selection 

arriving at 36 items with factor loadings of .40 or higher. Cronbach’s alpha was 

calculated to determine the internal consistency of the DERS items. Results indicated 

that the DERS had high internal consistency (alpha = .93). Construct validity was 

assessed with all correlations between the overall DERS score and the constructs of 

interest being in the expected directions and statistically significant. Gratz and Roemer 

also established the predictive validity of the DERS by exploring correlations between 

the DERS scores and two clinically important behavioral outcomes (frequency of 

deliberate self-harm and frequency of intimate partner abuse) thought to be associated 

with emotion dysregulation. 

The DERS validations discussed above apply directly to client behaviors, not 

to counselor ability to participate in co-transference therapy. In this context, the DERS 

subscales should be considered indirect indicators of the counselor’s skill in engaging 

strong emotion.  
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Procedures 

Professors teaching pre-practicum students were contacted by email at the 

beginning of the summer 2008 quarter. The email indicated the purpose of the study (a 

comparative study on emotion regulation within the counselor-in-training), the 

instrument used, and the amount of time required for the DERS to be introduced and 

administered (approximately 15 minutes). Both professors were agreeable and an 

email was sent in the fourth week reminding professors and encouraging them to 

inform their students of the researcher’s intentions. Internship professors were 

contacted during the first week of fall quarter by email with the same request and 

description and were receptive to the researcher’s administering the DERS during 

week five of fall quarter. 

The researcher addressed each of the classes and briefly described the purpose 

of the study. Students were told that their participation was completely voluntary and 

that they could discontinue taking the assessment at any time. Informed consent forms 

were passed out and collected with signatures, and then the DERS test was passed out 

with a demographical page attached that included, age, gender, and ethnicity. The 

DERS responses were collected after all students had completed the assessment, and 

students were given an opportunity to ask questions that arose during the taking of the 

DERS.  

Data was entered into an EXCEL spreadsheet and coded according to class 

(pre-practicum or internship) age, gender and ethnicity. Data compared pre-practicum 

against internship students to see if students’ ability to regulate emotion increased over 
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the course of their program, compared the six subscales to determine if any one of the 

six areas increased over the course of the students program, and compared the 

individual scores to further determine if the DERS is a detailed enough instrument to 

assess graduate students in counseling.  

Data Analysis 

 A non-equivalent comparison group quasi experimental research design was 

used for this study. Quasi experimental design is used when it is not possible to 

control for all variables, or when it is not possible or practical to randomly assign 

subjects to equivalent groups. There was no random assignment in this study and no 

control group, and the sizes of each group differed. In this study, analysis entailed use 

of a two-sample t-test (one-tail upper test) to compare two sample groups’ responses 

to the DERS, an item response test (IRT) that has been applied successfully to 

educational and psychological measurement (Gratz & Roemer, 2004).   The purpose 

of analysis was to determine if responses from pre-practicum and internship trainees to 

the DERS IRT were statistically different, indicating a difference in group-mean-

ability to deal with client strong emotions. To determine if intern trainees received 

more training in a particular area of emotion regulation, each individual question was 

compared (all pre-practicum #1’s against all internship #1’s) for each of the 36 

questions; the six subgroups were compared; and the total score of all questions was 

compared. Rejection of the null hypothesis was indicated if analysis showed a 

significant difference between pre-practicum students ability to regulate emotion in 

comparison to internship students ability to regulate emotion. 
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Results 

Results Analysis 

The null hypothesis of this study is that the DERS mean of pre-practicum 

students will be less than or equal to the mean of internship students.  The alternate 

hypothesis is that the mean of pre-practicum students will be significantly greater than 

that of internship students. In all cases, except question 23, the data does not allow us 

to reject the null hypothesis; thereby indicating that, based on the DERS IRT, there is 

no statistically significant evidence that the mean of internship students is less than the 

mean of pre-practicum.  

 Analysis yielded no significant difference between pre-practicum and 

internship groups based on their overall DERS score. The mean score for pre-

practicum students was 59.97 (SD = 10.56). The mean score for internship students 

was 62.11 (SD = 14.44). If the p-value is larger than alpha of .05, then we cannot 

reject the null hypothesis. The p-value for the total DERS at a .05 alpha level is .75, 

causing us to be unable to reject the null hypothesis. The only question where a 

significant difference existed was question number 23 which will be addressed below. 

Analysis yielded no significant difference between subscales of the DERS (Appendix 

C.3).  

 For subscale 1, (awareness) the mean score for pre-practicum students was 

10.78 (SD = 2.91); and a mean score for internship students of 11.17 (SD = 3.54). The 

results at a .05 alpha level yielded a p-value .68, indicating that no statistically 

significant difference exists between the two groups.  
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For subscale 2, (clarity) the mean score for pre-practicum students was 8.67     

(SD = 1.69). The mean score for internship students was 8.66 (SD = 2.19).  The results 

at a .05 alpha level yielded a p-value of .49, indicating that no statistically significant 

difference exists between the two groups.  

 For subscale 3, (goals) the mean score for pre-practicum students was 11.21    

(SD = 2.22). The mean score for internship students was 12.14 (SD = 4.04). The 

results at a .05 alpha level yielded a p-value of .88 indicating that no statistically 

significant difference exists between the two groups.  

For subscale 4, (impulse) the mean score for pre-practicum students was 7.79 

(SD = 2.04). The mean score for internship students was 8.37 (SD = 2.28). The results 

at a .05 alpha level yielded a p-value of .86 indicating that no statistically significant 

difference exists between the two groups.  

For subscale 5, (non-acceptance) the mean score for pre-practicum students 

was 10.58 (SD = 3.57). The mean score for internship students was 9.63 (SD = 3.12). 

Question 23 is located in this subscale. The results at a .05 alpha level yielded a p-

value of .12 indicating that no statistically significant difference exists between the 

two groups.  

For subscale 6, (strategies) the mean score for pre-practicum students was 

10.94 (SD = 3.35). The mean score for internship students was 12.14 (SD = 4.35). The 

results at a .05 alpha level yielded a p-value of .90 indicating that no statistically 

significant difference exists between the two groups. 
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Table 1: Overall and Subscale Results (PP = pre-practicum, n = 33; IN = internship, n 

= 35).  

Scale Mean – 

PP  

St Dev – 

PP 

Mean – 

IN 

St Dev – 

IN 

p-value Reject 

HO 

Difference 

1 10.788 2.913 11.171 3.544 0.686 No -0.384 

2 8.667 1.689 8.657 2.195 0.492 No 0.010 

3 11.212 2.219 12.143 4.045 0.876 No -0.931 

4 7.788 2.043 8.371 2.276 0.865 No -0.584 

5 10.576 3.571 9.629 3.116 0.124 No 0.947 

6 10.939 3.354 12.143 4.346 0.896 No -1.203 

Total 59.970 10.564 62.114 14.436 0.755 No -2.145 

 
H0: µPP − µIN < 0 for all questions  

      
Ha: µPP − µIN > 0 Which implies that PP > IN 

      
 Yields upper tail test for all   

 

Individual Scores 

Analysis yielded no significant difference between pre-practicum and 

internship groups based on the individual DERS score (Appendix C.3). The mean 

scores for questions 1-36 for pre-practicum students ranged from 1.10 to 2.39 (SD = 

.29 to .80). The mean scores for questions 1-36 for internship students ranged from 

1.11 to 2.80 (SD = .32 to 1.07). For the individual questions the results at a .05 alpha 

level yielded a range of p-values from .17 to .99 indicating that no significant 
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difference exists between the two groups within the individual questions except for 

question 23.  

Question 23, “When I’m upset, I feel like I am weak” was the only question 

where a significant difference existed in pre-practicum and internship student’s ability 

to regulate emotion. The mean score for pre-practicum students was 1.91 (SD = .72). 

The mean score for internship students was 1.51 (SD = .66).  The results at a .05 alpha 

level yielded a p-value of .01 indicating a mean difference of greater than 0, meaning 

that a positive change occurred between groups on this question, though it did not 

significantly alter the overall or subscale results. Based on these results the null 

hypothesis for the overall results, subscale results and individual results (except 

question # 23) cannot be rejected.  

Discussion  

The overall results of this study do not allow for rejection of the null 

hypothesis indicating that differences in the respective overall mean scores, six 

subscales and 36 individual questions (with the exception of question 23) are not 

statistically significant.  There are several potential reasons why the differences are not 

statistically significant; some have to do with the group (already selected for emotion 

regulation) and some with the measure (not sensitive enough to distinguish meaningful 

differences in counselors-in-training). The DERS has been used to measure emotion 

regulation on clinical populations and was created using undergraduates in psychology 

(Gratz & Roemer, 2004). Here we apply it to graduate students, who have already 

been accepted into a counselor-in-training program. The participants of this study 
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underwent an application process that included the review of application materials and 

group and individual interviews, all of which may have screened out those students 

less likely to be able to “handle” the emotional demands of counseling.  

The mean for both entry- and exit-level counseling groups is significantly 

lower than that for non-counseling groups (n = 357), indicating greater capacity for 

emotion regulation (Gratz & Roemer, 2004). Generally, the mean for the non-

counseling group is somewhere around 75 (for the overall score). As indicated in 

Table 1, both pre-practicum and internship group means are much lower. One 

possibility is that predisposition for becoming a counselor-in-training reflects 

heightened awareness and understanding of emotions, as well as the ability to control 

behavior when distressed.  That is, the choice to pursue graduate work in counseling 

may attract people who are more emotionally aware, accepting, and regulated - 

assuming that it takes a more open or emotionally aware person to want to be a 

counselor (Gratz, email to author, February 10, 2009).  

Even though no significant difference existed among the six subscales the 

results nonetheless reveal areas, where both internship and pre-practicum students 

were strong (i.e., low subscale means): 1) knowing and understanding what emotions 

they are feeling (clarity), and 2) remaining in control when experiencing negative 

emotions (impulse). The subscales with the lowest combined mean were the clarity 

subscale with a mean score of 8.66 and the impulse subscale with a mean score of 

8.08. The clarity subscale reflects the extent to which individuals know and 

understand the emotions they are experiencing, and the impulse subscale reflects 
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difficulties remaining in control of behaviors when experiencing negative emotions. 

Therefore, it may be suggested that students either enter the program with existing 

ability, whether innate or learned, and/or with the talent to quickly develop a greater 

ability to remain in control of behavior in the midst of negative emotion and to know 

and understand the emotions they are experiencing.  

Though the difference between groups is not statistically significant both the 

goals and strategies subscales had the highest combined mean score of 11.67 and 

12.14, respectively, indicating that these areas of emotion regulation are more difficult 

than the other four subscales. These results would seem to suggest that these two 

subscales may be critical areas for increased counselor education training. The goals 

subscale suggests that counselors-in-training may have more difficulty concentrating 

and accomplishing tasks when experiencing negative emotions. Counselors experience 

a variety of uncomfortable emotions as they work with client strong emotion and with 

their own sense of adequacy within the profession (Paivio & Laurent, 2001). A 

counselor’s ability to regulate emotion allowing for greater concentration and ability 

to accomplish tasks within the therapeutic hour becomes an essential component of 

training. The strategies subscale deals with the belief that there is little that can be 

done to regulate emotions effectively once an individual is upset and presents a key 

area for counselor educator focus, especially as students near their internship.  

Limitation of this Study 

 Limitations of this study fall into two broad categories, procedural and 

methodological. The former relate to group size and composition; the latter to inherent 
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biases in the IRT process. Methodological biases are inherent in the use of self report 

instruments such as the DERS, the use of the DERS with graduate students, cohort 

effect considerations, and group equivalency. In addition, because the study was a 

quasi-experimental non-equivalent group comparison, there was no random 

assignment or control group. The number of students comprising the four groups was 

sufficient to perform the study, but only by a narrow margin; so a true experimental 

(random assignment) study could not be performed. Furthermore, a demographic 

composition of each group was skewed – determined by the student populations 

available. We have considered, but are unable to quantify, the uncertainties introduced 

by these limitations. The potential influence of methodological biases is easier to 

assess, at least qualitatively.  

In self-report studies participants may attempt to conceal information they do 

not want others to know. Even if participants want to report accurate information, they 

may not have the self-awareness to do so. To avoid attempts to conceal information, 

researchers alleviate concerns by establishing a good rapport with participants in an 

effort to ensure confidentiality, and thereby encouraging more accurate responses 

(Gall, Gall, & Borg, 2005; Gratz & Roemer, 2004). In the present study, the 

researchers sought to create an environment of comfort. Participants could discontinue 

taking the DERS at any point, were assured that participation or lack of participation 

would in no way influence their grade, and were given a detailed informed consent 

form describing how data would be handled – including a guarantee of the anonymity 

of the results. 
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 A second limitation of this research is the use of the DERS with graduate 

students in counseling. The DERS as tested by it authors (Gratz & Roemer, 2004) has 

high reliability and validity among undergraduate students. To our knowledge this is 

the first time it has been used with a graduate counselor-in-training population. A 

possible limitation is the instrument’s capacity to resolve the differences in pre-

practicum and internship student ability to regulate emotion. The questions may not be 

worded in a manner that naturally leads counselors-in-training to reflect upon 

counseling experiences.    

 A third possible limitation and threat to validity is cohort effect. Since both 

campuses have a cohort style, this allows each grouping of students to form a specific 

culture unique to its cohort. This culture is acknowledged as it would certainly have 

the potential to affect different findings. In comparing the extension campus 

population to the main campus population, there were however no significant 

difference. In addition, the study did not compare scores between genders and 

ethnicities, which would enhance the studies cultural relevance. 

A final possible limitation and threat arises from the use of non-equivalent 

groups. The initial gatekeeping strategy addresses this threat. That is, current pre-

practicum and former pre-practicum (current internship) students made it through the 

same applicant screening procedures. The equivalency of the two groups is supported 

by the test results which indicate IRT means far below those published for non-

counseling populations. In fact, means between the pre-practicum and internship 

groups do not differ significantly, further suggesting equivalency of the groups.   
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Implications for Researchers  
 

The results of this study reveal that a significant difference does not exist 

between the pre-practicum and internship students’ ability to emotion regulate. These 

results may suggest that training for emotion regulation does not occur within this 

counselor-education program, or that emotion regulation develops over a longer period 

of time then what a graduate program provides.  

Given the responsibility impendent upon counselors working with emotionally 

distressed clients, further research on how counselor educators measure suitability and 

preparedness of graduate students to work with strong client emotion is recommended 

by this study. In particular, this research recommends administration of the DERS 

under a variety of circumstances in future research. More testing is necessary to 

determine the usefulness of the DERS in measuring emotion regulation and its 

potential relevance to counselor educator gateway and intervention strategies. Larger 

populations with normal demographic distributions should be examined. These future 

studies have the potential to help counselor educators develop curricula for counselor 

training and would likely help counselor educators evaluate trainee preparedness.  

Based on the results of this research, a more detailed study focused on the 

goals and strategies subscales has the potential to inform counselor educators in 

regards to further areas of curriculum development and supervision. The goals 

subscale results suggest that counselors-in-training may have more difficulty 

concentrating and accomplishing tasks when experiencing negative emotions; and the 

strategies subscale results show counselors-in-training believe that little can be done to 
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regulate emotions effectively once an individual is upset. Both of these subscale 

factors influence a trainee’s ability to work effectively with a clients strong emotions 

and suggesting an area of trainee development. The goals factor could be addressed in 

classroom activities designed to challenge students to perform tasks of concentration 

while confronted with emotion charged material. Situations that could affect the 

strategies factor would likely have to be explored in supervisory alliance. 

Further research on exploring the utility of the DERS in screening differences 

between applicant pools and final cohorts may enhance the gatekeeping process. A 

revision of the DERS may be necessary, and may include the addition of language 

specific to the profession of counseling in an attempt to more accurately measure 

emotion regulation in applicants and trainees. Development of other measures may 

include observation, case study or more sensitive scales to replace the DERS, and may 

allow for greater evaluation of emotion regulation ability. A more finely tuned IRT 

may even be able to measure historical influences (divorce, substance abuse, mental 

illness, physical, spiritual, sexual or emotional abuse, etc.) that might lead an applicant 

to pursue graduate work in counseling.  

Conclusion  

 This study examines emotion regulation as a construct for determining the 

suitability of pre-practicum and internship students for the counseling profession. 

Research reported in the literature review testifies to the importance of emotions in 

defining the self and to the need to experience, modulate and display emotions. 

Because emotion regulation is central to healthy interactions, it is reasonable to ask if 
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a measure of the students’ ability to emotion regulation might be important as an 

indicator of preparedness for counseling study and practice. In evaluating aptitude for 

admission to counselor training programs, individual and group interviews tailored to 

expose emotional deficiencies are employed. To estimate personal and professional 

growth of trainees, counselor educators are challenged to evaluate students during 

classroom and supervisory exposure to emotionally charged material. To do this 

conclusively is difficult, and research reported here indicates that the administering of 

an IRT, validated for use in non-counseling populations, can add worthwhile 

information to aide the counselor educator, screen applicants and assess progress in 

trainees.  

 To explore the utility of using the DERS as part of this construct, we tested 33 

pre-practicum and 35 internship counselor-in-training volunteers from a CACREP – 

approved program. Although total and subscale means between pre-practicum and 

internship groups did not differ with statistical difference from each other, they did 

differ significantly from reported corresponding means from non-counseling groups. 

Our results raise several possibilities:  

• Deficient students have been successfully screened out, resulting in pre-

practicum students with elevated emotion regulation aptitude.  

• The counselor education program can better prepare the intern by emphasizing 

factors indicated by the subscale results of this research. 

• The DERS lacks the granularity to resolve differences between gifted entering 

students and two-year masters students. 



74 
 

References 

American Counseling Association. (2002). AMCD Multicultural Counseling  

 Competencies. Retrieved February 8, 2009, from 

 http://www.amcdaca.org/amcd/competencies.pdf. 

American Psychological Association. (2003). Guidelines on multi-cultural education,  

training, research, practice, and organizational change for psychologists. 

American Psychologist. 58, 377 – 402. 

Arthur, N., &  Achenbach, K. (2002). Developing multicultural counseling  

 competencies through experiential learning. Counselor Education and 

 Supervision. 42, 2 – 14. 

Bernard, J., & Goodyear, R. (2004). Fundamentals of clinical supervision (3rd ed.).  

Boston, MA: Pearson Education. 

Borders, L., & Brown, L. (2005). The handbook of counseling supervision. Mahwah, 

 NJ: Lawrence Erlbaum Associates.  

Burleson, B. (2003). The experience of effects of emotional support: what the study of  

cultural and gender differences can tell us about close relationships, emotion, 

and interpersonal communication. Personal Relationships. 10, 1 – 23. 

Christopher, S., Muran, J., Safran, J., Gorman, B., & Winston, A. (2007). Levels and  

patterns of the therapeutic alliance in brief psychotherapy. American Journal of 

Psychotherapy. 61 (2), 109 – 129. 

 

 



75 
 
Consedine, N., & Magai, C. (2002). The uncharted waters of emotion: ethnicity, trait  

emotion and emotion expression in older adults. Journal of Cross-Cultural 

Gerontology. 17, 71 - 100. 

Council for Accreditation of Counseling and Related Educational Programs. (2008). 

 2009 Standards. Retrieved March 13, 2009, from http://www.cacrep.org/2009 

 standards.html. 

Donati, M., & Watts, M. (2005). Personal development in counsellor training: towards 

 a clarification of inter-related concepts. British Journal of Guidance and 

 Counselling. 33 (4), 475 – 484.  

Eriksen, K., & McAuliffe, G. (2006). Constructive development and counselor 

 competence. Counselor Education and Supervision.  45, 180 – 192. 

Gall, J., Gall, M., & Borg, W. (2005). Applying educational research: a practical 

 guide (5th ed.). Boston, MA: Pearson Education, Inc. 

Gaubatz, M., & Vera, E. (2002). Do formalized gatekeeping procedures increase 

 programs’ follow-up with deficient trainees? Counselor Education and 

 Supervision. 41, 294 – 305. 

Gazzola, N., & Theriault, A. (2007). Super- (and not-so-super-) vision of counsellors-

 in-training: supervisee perspectives on broadening and narrowing processes. 

 British Journal of Guidance and Counselling. 35 (2), 189 – 204. 

Grant, J. (2006). Training counselors to work with complex clients: enhancing 

 emotional responsiveness through experiential methods. Counselor Education 

 and Supervision. 45, 218 – 230. 



76 
 
Gratz, K., & Roemer, L. (2004). Multidimensional assessment of emotional regulation  

and dsyregulation: development, factor structure, and initial validation of the 

difficulties in emotional regulation scale. Journal of Psychopathology and 

Behavioral Assessment. 26 (1), 41 – 54. 

Greenberg, L. (2004). Emotion – focused therapy. Clinical Psychology and 

Psychotherapy. 11, 3 – 16. 

Greenberg, L., & Pascual-Leone, A. (2006). Emotion in psychotherapy: a practice- 

friendly research review. Journal of clinical psychology. 62 (5), 611 – 630.  

Hayes, J., & Gelso, C. (1991). Effects of therapist-trainees’ anxiety and empathy on  

countertransference. Journal of Clinical Psychology. 47 284 – 290. 

Herring, R. (1990). Nonverbal communication: a necessary component of cross-

 cultural counseling. Journal of Multicultural Counseling and Development. 18 

 (4), 172 – 179. 

Howard, E., Inman, A., & Altman, A. (2006). Critical incidents among novice 

 counselor trainees. Counselor Education and Supervision. 46 (2), 88 – 102. 

Kitayama, S., Markus, H., & Kurokawa, M. (2000). Culture, emotion, and well-being:  

good feelings in Japan and the United States. Cognition and Emotion. 14 (1), 

93 – 124. 

Laetitia, L., & Trasiewicz, P. (2002). Can a rational agent afford to be affectless? A  

formal approach. Applied Artificial Intelligence. 16, 577 – 609. 

Lyusin, D. (2006). Emotional intelligence as a mixed construct. Journal of Russian 

 and East European Psychology. 44 (6), 54 – 68. 



77 
 
Melton, J., Nofzinger-Collins, D., Wynne, M., & Susman, M. (2005). Exploring the 

 affective inner experiences of therapists in training: the qualitative interaction 

 between session experience and session content. Counselor Education and 

 Supervision. 45, 82 – 96. 

Mennin, D. (2004). Emotion regulation therapy for generalized anxiety disorder. 

Clinical Psychology and Psychotherapy. 11, 17 – 29. 

Mennin, D., & Farach, F. (2007). Emotion and evolving treatments for adult  

 psychotherapy. Clinical Psychology. 14 (4), 329 – 352. 

Orange, D. (1995). Emotional understanding: studies in psycholanalytic epistemology.  

New York, NY: The Guilford Press. 

Orange, D. (2002). There is no outside: empathy and authenticity in psychoanalytic  

process. Psychoanalytic Psychology. 19 (4), 686 – 700.. 

Paivio, S. & Laurent C. (2001). Empathy and emotion regulation: reprocessing 

 memories of childhood abuse. Psychotherapy in Practice. 57 (2), 213 – 226. 

Parker, W., & Schwartz, R. (2002). On the experience of shame in multicultural  

counseling: implications for white counsellors-in-training. British Journal of 

Guidance and Counselling. 30 (3), 311 – 318. 

Reis, H., & Judd, C. (2000). Handbook of research methods in social and personality 

 psychology. Cambridge: Cambridge University Press. 

Raval, V., Martini, T., & Raval, P. (2007). Would others think it is okay to express my  

feelings? Regulation of anger, sadness and physical pain in Gujarati children in 

India. Social Development. 16 (1), 79 – 102. 



78 
 
Safran, J., & Muran, J. (2000). Resolving therapeutic alliance ruptures: diversity and  

integration. Psychotherapy in Practice 56 (2), 233 – 243. 

Safran, J., & Muran, J. (2000). Negotiating the therapeutic alliance: a relational  

 treatment guide. New York: The Guilford Press. 

Shadish, W., Cook, T., & Campbell D. (2002). Experimental and quasi-experimental 

 designs for generalized causal inference. Boston: Houghton Mifflin. 

Sharkin, B., & Gelso, C. (2001). The influence of counselor trainee anger-proneness 

 and anger discomfort on reactions to an angry client. Journal of Counseling 

 and Development. 71, 483 – 487. 

Smith, H., Robinson, E., & Young, M. (2007). The relationship among wellness, 

 psychological distress, and social desirability of entering master’s-level 

 counselor trainees. Counselor Education and Supervision. 47, 96 – 109. 

Stolorow, R., & Atwood, G. (1996). The intersubjective perspective.  

     Psychoanalytic Review, 83 (2), 181-194.   

Stolorow, R. (1993). An intersubjective view of the therapeutic process. Bulletin of the  

Menninger Clinic. 57 (4), 450-458). 

Stolorow, R. (2000). From isolated minds to experiential worlds: an intersubjective 

 space odyssey. American Journal of Psychotherapy. 54 (2), 149-151. 

Sue, D. & Sue, D. (2002). Counseling the culturally diverse: theory and practice (4th 

 ed). New York, NY: Wiley and Sons, Inc.  

 

 



79 
 
Tugade, M., & Fredrickson, B. (2007). Regulation of positive emotions: emotion  

regulation strategies that promote resilience. Jornal of Happiness Studies. 8, 

311 – 333. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



80 
 

Chapter 4 
General Conclusion 

 
 The focus of this dissertation has been on emotional regulation as a construct 

for use by counselor educators in building gateway, intervention, and assessment 

strategies. The manuscripts thematically converge on the importance of understanding 

and practicing emotion regulation in counselor training. This study further highlights 

its importance in trainee personal and professional development and demonstrates its 

potential as a construct for gauging applicant aptitude and trainee preparedness. 

Embracing strong emotion, while modulating the intensity and duration, allows the 

counselor to create a safe, contained therapeutic alliance, within which the client can 

engage painful feelings (Safran & Muran, 2000). Such an alliance requires the 

counselor to be able to experience and correctly interpret the client’s lived experience. 

It ultimately leads to enhancement of the client’s experience of self and environment 

and of his or her connectivity to a multicultural world (Paivio & Laurent, 2001).   

An element of effective counselor education is training counselors to deal with 

the intense emotions that arise both from the client’s and his or her own experience of 

the therapy (Grant, 2006). Counselor-in-training programs have the distinct challenge 

of instructing trainees in theoretical aspects of the helping profession while at the same 

time providing a supervisory arena in which to explore multicultural blind spots, and 

the variety of contributions, both constructive and destructive, that a counselor can 

make to the counseling relationship (Gazzola & Theriault, 2007). This study suggests 

that a greater emphasis be placed on emotion and emotion regulation in the screening 

and development of trainees, and further suggest that research continue in the 
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development of multifaceted, emotion regulation measures to assess suitability of 

applicants and trainees. Counselor educators could benefit from greater research on 

pedagogical approaches that are experiential with an intentional component that 

allows for the expression of strong emotions within different classroom settings in an 

effort to bridge theory and practice (Eriksen & McAuliffe, 2006; Arthur & 

Achenbach, 2002). The importance of emotion and emotion regulation in the 

supervisory relationship is that it fosters greater opportunity for the simulation of the 

therapeutic alliance and produces trainees who are informed in their ability to work 

with countertransference issues (Hayes & Gelso, 1991). Lastly, the construct of 

emotion regulation reinforces the importance of trainees’ involving themselves in their 

own therapy as they seek to understand personal issues that arise in the experiential 

class, pre-practicum, practicum, and supervision activities.  

Research replication and emphasis within counselor education programs 

Research should continue to examine the role of emotion. As stated in this 

dissertation, recent studies have revealed that emotion plays a significant role in one’s 

personal and professional experience and that emotion regulation represents an 

important ingredient for use by counselor educators in screening and developing future 

counselors. Emotion regulation challenges faculty to establish appropriate guidelines 

and debriefing activities in class experiences and is an essential component in the 

development of skilled multicultural professionals, who are wholly present in 

supervision and deeply aware of their influence in the therapeutic alliance (Morrissette 

& Gadbois, 2006).  
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Multicultural 

 The role of emotion and emotion regulation reinforces the notion that 

multicultural counseling factors affect each and every counseling encounter and 

further solidify the importance of an integrated multicultural emphasis within 

counselor education (Sue & Sue, 2007). A trainee’s understanding of his or her own 

cultural background and accumulated experience and of how these experiences have 

shaped his or her attitudes, values and biases will emerge in unique ways depending 

on the individual’s response to different classes, other trainees, clients, supervisors, 

and counselor-educators (Consedine & Magai, 2002; Parker & Schwartz, 2002). The 

counselor-education program has therefore the mandate to create constructive 

opportunities for trainees to explore the variety of comfortable and uncomfortable 

responses to material and relationships; responses that will inevitably parallel those 

they eventually will encounter with clients. 

Supervision 

 It is within the supervisory experience that emotion can further be explored. As 

in counseling, the relational context in supervision is a vital component. Supervisors 

must be equipped to recognize both parallel process and countertransference issues 

that will arise as they work with trainees and must seek to attune to trainee’s emotional 

and learning needs (Safran & Muran, 2000). This approach to counselor education will 

likely require more disclosure on the part of trainees and will require supervisors to be 

comfortable with a variety of emotional responses in both themselves and trainees. 

Therefore, as counselor educators develop more intentional methods of forming 
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emotionally competent trainees, they must screen and develop supervisors who are 

capable of working effectively with emotion and emotion regulation strategies (Safran 

& Muran, 2000; Grant, 2006).  

Therapeutic alliance 

 As much as the therapeutic alliance has been researched, it must continue to be 

examined, especially in light of the role of emotion regulation and the view trainees 

have of the counseling relationship and what it may require of them (Grant, 2006). 

The counselor-client relationship is a living construct, in which it is often impossible 

to distinguish between what the counselor is contributing and what the client is 

contributing. It is important to recognize that the experience of each does not exist 

separate from the experience of the other, that what emerges is a function of the 

relationship, and that what arises from the relationship will disperse into other 

relationships (Shane, 2002). Current study on the role and impact of the therapeutic 

alliance reinforces the importance of further research on the implications of how 

counselors-in-training are taught, the role of emotions and emotion regulation 

strategies, a more expansive view of multicultural counseling in relation to emotion 

and counselor training, and the ensuing implications on the importance of modeling 

both as teachers and supervisors (Safran & Muran, 2000). It recommends that even 

counselor educators revisit their view of the code of ethics through the lens of 

developing emotionally competent counselors.  
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Personal counseling 

 Because counselors and clients are always interpreting and influencing one 

another on unconscious levels, the most critical element is a counselors’ ability to 

respond not so much to what the client says, but to hidden feelings (perhaps 

intolerable), in a manner that communicates the counselor’s ability to handle the 

emotionally charged feelings (Grant, 2006; Orange, 1995; Stolorow, 1993). In order 

for a counselor to do this, he or she must be able to tolerate, not avoid, the 

overwhelming emotions of the client. This process of surviving and containing strong 

emotion allows the client to become more accustomed to tolerating and regulating his 

or her own unbearable emotion (Safran & Muran, 2000). Critical to counselor 

education programs will be an articulated value of personal growth through personal 

counseling and the building of necessary safeguards because of the inevitable 

emotional response to this type of work (Donati, & Watts, 2005; Howard, Inman & 

Altman, 2006; Almond, 1995). 

Future uses of results from this research 

The researcher recommends that the results of this study serve as an impetus 

for further investigation of the multiple roles that emotion regulation can play in 

counselor education programs. It is further suggested that a focus on the development 

of emotion regulation assessments for screening applicants and developing counselors 

will be useful. The implications of this emphasis in determining qualified supervisors 

and the implementation of such a focus will impact pedagogy style, faculty 
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vulnerability, trainee personal counseling, and best practice evolution in light of the 

code of ethics.   
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Appendix A: Informed Consent 

 
 
 
Project Title: Emotion Regulation for Counselors-in-Training 
Principal Investigator: Dr. Deborah Rubel 
Co-Investigator(s): Jeff Cook, MA 
 
 
WHAT IS THE PURPOSE OF THIS STUDY? 
 

You are being invited to take part in a research study designed to measure difficulties in 
emotion regulation for counselors-in-training. The hypothesis of this research is that a 
significant difference exists between pre-practicum and internship students ability to 
regulate emotion with the Oregon State University Master’s in Science, Counseling 
program. The data from this study will be used to further examine whether emotion 
regulation is or is not being addressed within the counselor-in-training program at Oregon 
State. This information will be used for a student dissertation, as well as future publication. 
We are studying this because we believe that emotion regulation is a significant component 
within the field of counseling and school counseling and it is our intention to begin 
studying the range of emotion regulation abilities that may or may not exist within 
trainee’s.  

WHAT IS THE PURPOSE OF THIS FORM? 
 

This consent form gives you the information you will need to help you decide whether 
to be in the study or not.  Please read the form carefully.  You may ask any questions 
about the research, the possible risks and benefits, your rights as a volunteer, and 
anything else that is not clear.  When all of your questions have been answered, you 
can decide if you want to be in this study or not.  

WHY AM I BEING INVITED TO TAKE PART IN THIS STUDY? 
 

You are being invited to take part in this study because you are enrolled in either pre-practicum 
or internship within the Master’s of Science in Counseling at Oregon State University. 

WHAT WILL HAPPEN DURING THIS STUDY AND HOW LONG WILL IT TAKE? 
 

 

 
 
210 Education Hall, Corvallis, Oregon 97331-3502 
T 541-737-4661 | F 541-737-8971| http://oregonstate.edu/education 
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As a participant in this study your will be given the “Difficulties in Emotion Regulation 
Scale” (DERS) which includes 36 questions and will take approximately 10 -15 minutes to 
complete. If you consent, the scale will be administered during the first 15 minute of class in 
the 6th week of the summer 2008 quarter.  

WHAT ARE THE RISKS OF THIS STUDY? 
 

There are no apparent physical or economic risks to your participation in this study. 
The greatest risk could be psychological. Participants will be asked questions that 
deal with their ability understand emotions and their comfort with emotions. While 
the intent of the questions will not be threatening, they will require some level of 
introspection and reflection. This reflection could evoke emotional reactions in the 
subjects. The likelihood of this level of emotional distress is highly unlikely.  
 
Another possible risk is the use of the internet for correspondence. E-mail 
transmissions cannot be guaranteed to be secured or error-free as information 
could be intercepted, corrupted, lost destroyed, arrive late or incomplete, or contain 
viruses. The researcher will have anti-virus software on her computer and will 
include a confidentiality message on all emails. 
 

WHAT ARE THE BENEFITS OF THIS STUDY? 
 

There are no known direct benefits to participating in this study. The indirect 
benefits of participating in this study are contributing to the field of counseling and 
counselor education. There is a documented need for a greater understanding of 
the developmental experience of emotion regulation within counselor-in-training 
programs. 

WILL I BE PAID FOR PARTICIPATING? 
 

You will not be paid for being in this research study.  

WHO WILL SEE THE INFORMATION I GIVE? 
 

 

The information you provide during this research study will be kept confidential to 
the extent permitted by law.  To help protect your confidentiality, data will be kept in 
a locked filing cabinet. The only personal information to accompany the DERS is 
the participants’ information form which will include: age, gender, ethnicity, school 
or community counseling track, and an indication of their participating in either pre-
practicum or internship. All data will be stored separately in a locked file cabinet for 
at least six years following the completion of the project in the offices of the 
Department of Teacher and Counselor Education.  Only the researchers will have 
access to this data. If the results of this project are published your identity will not 
be made public. 
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DO I HAVE A CHOICE TO BE IN THE STUDY?  
 

If you decide to take part in the study, it should be because you really want to 
volunteer.  You will not lose any benefits or rights you would normally have if you 
choose not to volunteer.  You can stop at any time during the study and still keep 
the benefits and rights you had before volunteering.   
You will not be treated differently if you decide to stop taking part in the study. If at any 
time you do not wish to answer a question or want to stop taking the test, you are free 
to do so.  If you choose to withdraw from the test, the researchers may keep your 
results and this information may be included in study reports. 

WHAT IF I HAVE QUESTIONS? 
 

If you have any questions about this research project, please contact: Jeff Cook, MA, at 971-
404-1231. His email is cookje@onid.orst.edu, or Deborah Rubel, PhD at 541-737-5973. Her 
email is Deborah.Rubel@oregon state.edu.  Once read and signed you will hand this form to 
Jeff Cook, prior to taking the “Difficulties in emotion regulation scale.” 
 
If you have questions about your rights as a participant, please contact the Oregon State 
University Institutional Review Board (IRB) Human Protections Administrator, at (541) 737-
4933 or by email at IRB@oregonstate.edu. 
 

 
 

I will participate in the “Difficulties in Emotion Regulation Scale”                 Yes         
No 
 
 
 
Your signature indicates that this research study has been explained to you, that your questions 
have been answered, and that you agree to take part in this study.  You will receive a copy of 
this form. 
 
 
Participant's Name (printed):   
 
______________________________________ 
 
 
______________________________________ _______________________ 
(Signature of Participant)       (Date) 

 

 
 



98 
 

Appendix B: Participant Information 
 
 

Age ______ 
 
 
 
 Male         Female   Transgendered   
 
 
 
 African-American or of African descent 
 
 Asian/Pacific Islander 
 
 White/Euro-American  
 
 Hispanic/Latino(a) 
 
 Native American/Alaska Native 
 
 Bi or Multiracial 
 
 Other (please specify) ___________ 
 
 
 
 Pre-practicum              Internship 
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Appendix C.1: DERS 
 
Please indicate how often the following statements apply to you by writing the 
appropriate number from the scale below on the line beside each item:  
_____________________________________________________________________ 
 
 1---------------------2--------------------------3--------------------------4---------------------5        
almost never    sometimes          about half the time        most of the time     almost 
always        
(0-10%)           (11-35%)            (36-65%)                      (66-90%)                 (91-100%)  
_____________________________________________________________________ 
 
______    1) I am clear about my feelings. 

______    2) I pay attention to how I feel.  

______    3) I experience my emotions as overwhelming and out of control.  

______    4) I have no idea how I am feeling.  

______    5) I have difficulty making sense out of my feelings.  

______    6) I am attentive to my feelings. 

______    7) I know exactly how I am feeling.  

______    8) I care about what I am feeling.  

______    9) I am confused about how I feel. 

______    10) When I’m upset, I acknowledge my emotions. 

______    11) When I’m upset, I become angry with myself for feeling that way.  

______    12) When I’m upset, I become embarrassed for feeling that way.  

______    13) When I’m upset, I have difficulty getting work done.  

______    14) When I’m upset, I become out of control.  

______    15) When I’m upset, I believe that I will remain that way for a long time.  

______    16) When I’m upset, I believe that I’ll end up feeling very depressed.  

______    17) When I’m upset, I believe that my feelings are valid and important. 

______    18) When I’m upset, I have difficulty focusing on other things. 

______    19) When I’m upset, I feel out of control.  

______    20) When I’m upset, I can still get things done.  
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_______________________________________________________________________ 

 
 1----------------------2------------------------3------------------------4-----------------------5        
almost never    sometimes          about half the time        most of the time     almost 
always        
(0-10%)          (11-35%)            (36-65%)                      (66-90%)                 (91-100%)  
_____________________________________________________________________ 
 

______    21) When I’m upset, I feel ashamed with myself for feeling that way. 

______    22) When I’m upset, I know that I can find a way to eventually feel better. 

______    23) When I’m upset, I feel like I am weak.  

______    24) When I’m upset, I feel like I can remain in control of my behaviors. 

______    25) When I’m upset, I feel guilty for feeling that way. 

______    26) When I’m upset, I have difficulty concentrating.  

______    27) When I’m upset, I have difficulty controlling my behaviors.  

______    28) When I’m upset, I believe that there is nothing I can do to make myself feel    

                       better.  

______    29) When I’m upset, I become irritated with myself for feeling that way. 

______    30) When I’m upset, I start to feel very bad about myself. 

______    31) When I’m upset, I believe that wallowing in it is all I can do. 

______    32) When I’m upset, I lose control over my behaviors.  

______    33) When I’m upset, I have difficulty thinking about anything else.  

______    34) When I’m upset, I take time to figure out what I’m really feeling. 

______    35) When I’m upset, it takes me a long time to feel better.  

______    36) When I’m upset, my emotions feel overwhelming.  
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Appendix C.2: DERS subscales and questions 
 

   1. Nonacceptance of Emotional Responses (NONACCEPTANCE) 
       Items reflect a tendency to respond to painful emotions with painful secondary  
       Emotions, or nonaccepting reactions to distress. 
  

• 25) When I'm upset, I feel guilty for feeling that way. 
• 21) When I'm upset, I feel ashamed with myself for feeling that way. 
• 12) When I'm upset, I become embarrassed for feeling that way. 
• 11) When I'm upset, I become angry with myself for feeling that way. 
• 29) When I'm upset, I become irritated with myself for feeling that way. 
• 23) When I'm upset, I feel like I am weak. 

 
   2. Difficulties Engaging in Goal-Directed Behavior (GOALS) 
       Items reflect difficulties concentrating and accomplishing tasks when 
       experiencing negative emotions. 
 

• 26) When I'm upset, I have difficulty concentrating. 
• 18) When I'm upset, I have difficulty focusing on other things. 
• 13) When I'm upset, I have difficulty getting work done. 
• 33) When I'm upset, I have difficulty thinking about anything else. 
• 20) When I'm upset, I can still get things done. [r] 

 
3. Impulse Control Difficulties (IMPULSE) 
    Items reflect difficulties remaining in control of behaviors when experiencing    
    negative emotions. 
 

• 32) When I'm upset, I lose control over my behaviors. 
• 27) When I'm upset, I have difficulty controlling my behaviors. 
• 14) When I'm upset, I become out of control. 
• 19) When I'm upset, I feel out of control. 
• 3) I experience my emotions as overwhelming and out of conrtrol. 
• 24) When I'm upset, I feel like I can remain in control of my behaviors. [r] 

 
   4. Lack of Emotional Awareness (AWARENESS) 
       Items reflect the tendency to attend to and acknowledge emotions. When  
       appropriately reverse-scored, this factor indicates an inattention to, and lack of  
       awareness of, emotional responses. 
 

• 6) I am attentive to my feelings. [r] 
• 2) I pay attention to how I feel. [r] 
• 10) When I'm upset, I acknowledge my emotions. [r] 
• 17) When I'm upset, I believe that my feelings are valid and important. [r] 
• 8) I care about what I am feeling. [r] 
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• 34) When I’m upset, I take time to figure out what I’m really feeling. [r] 
 
   5. Limited Access to Emotion Regulation Strategies (STRATEGIES) 
       Item reflects the belief that there is little that can be done to regulate emotions 
       effectively once an individual is upset. 
 

• 16) When I'm upset, I believe that I’ll end up feeling very depressed. 
• 15) When I'm upset, I believe that I will remain that way for a long time. 
• 31) When I'm upset, I believe that wallowing in it is all I can do. 
• 35) When I'm upset, it takes me a long time to feel better. 
• 28) When I'm upset, I believe there is nothing I can do to make myself feel 

better. 
• 22) When I'm upset, I know that I can find a way to eventually feel better. [r] 
• 36) When I'm upset, my emotions feel overwhelming. 
• 30) When I'm upset, I start to feel very bad about myself. 

 
   6. Lack of Emotional Clarity (CLARITY). 
       Item reflects the extent to which individuals know and understand the emotions      
       they are experiencing. 
 

• 5) I have difficulty making sense out of my feelings. 
• 4) I have no idea how I’m feeling. 
• 9) I am confused about how I feel. 
• 7) I know exactly how I am feeling. [r] 
• 1) I am clear about my feelings. [r] 

 
Note: -r-  reverse scored item. 

 
 
 
 
 

 

 

 

 

 

Appendix C.3: DERS Individual Scores 
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(PP = pre-practicum, n = 33; IN = internship, n = 35) 
Question Mean – 

PP 
St Dev 
–PP 

Mean – 
IN  

St Dev 
– IN   

P – 
value  

Reject 
Ho 

Difference 
Means 

1 1.848 0.566 1.914 0.658 0.670 No -0.066 
2 1.788 0.740 1.686 0.530 0.257 No 0.102 
3 1.576 0.708 1.600 0.651 0.558 No -0.024 
4 1.212 0.415 1.229 0.426 0.564 No -0.016 
5 1.727 0.517 1.657 0.591 0.303 No 0.070 
6 1.788 0.781 1.943 0.802 0.789 No -0.155 
7 2.182 0.683 2.229 0.942 0.592 No -0.47 
8 1.515 0.619 1.486 0.658 0.425 No 0.029 
9 1.697 0.467 1.629 0.646 0.310 No 0.068 
10 1.818 0.683 2.000 0.939 0.817 No -0.182 
11 1.909 0.805 1.743 0.780 0.195 No 0.166 
12 1.788 0.740 1.657 0.684 0.226 No 0.131 
13 2.364 0.742 2.343 1.027 0.462 No 0.021 
14 1.121 0.415 1.114 0.323 0.469 No 0.007 
15 1.182 0.465 1.314 0.631 0.835 No -0.132 
16 1.242 0.663 1.371 0.646 0.790 No -0.129 
17 1.939 0.704 1.886 0.758 0.382 No 0.054 
18 2.394 0.556 2.800 1.023 0.976 No -0.406 
19 1.242 0.502 1.486 0.658 0.954 No -0.243 
20 2.091 0.723 2.571 0.979 0.987 No -0.481 
21 1.485 0.712 1.400 0.604 0.299 No 0.085 
22 1.455 0.617 1.686 0.718 0.920 No -0.231 
23 1.909 0.723 1.514 0.658 0.011 Yes 0.395 
24 1.576 0.847 1.743 0.817 0.827 No -0.167 
25 1.727 0.719 1.600 0.651 0.223 No 0.127 
26 2.303 0.529 2.543 0.919 0.902 No -0.240 
27 1.152 0.364 1.286 0.572 0.872 No -0.134 
28 1.091 0.292 1.257 0.505 0.948 No -0.166 
29 1.758 0.792 1.714 0.789 0.411 No 0.043 
30 1.394 0.609 1.371 0.690 0.444 No 0.023 
31 1.152 0.442 1.400 0.651 0.964 No -0.248 
32 1.121 0.415 1.143 0.355 0.591 No -0.022 
33 2.061 0.556 1.886 0.900 0.171 No 0.175 
34 1.939 0.747 2.171 1.071 0.847 No -0.232 
35 1.636 0.549 1.857 0.845 0.896 No -0.221 
36 1.788 0.781 1.886 0.900 0.683 No -0.098 
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Appendix D.1: Frequency versus Location 
 

Frequency versus Location
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Appendix D.2: Frequency versus Age Distribution 

Frequency versus Age Distribution
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Appendix D.3: Frequency versus Age 

Frequency versus Age 

34

14 15

4
1

0

5

10

15

20

25

30

35

40

20-29 30-39 40-49 50-59 60-69

Age Bin

F
r
e

q
u

e
n

c
y

Age

 

 

 

Appendix D.4: Frequency versus Gender 

Frequency versus Gender
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Appendix D.5: Frequency versus Ethnicity 

Frequency versus Ethnicity 

0
2

26

3
0

2
0

2 1

31

0 0 0 1

0

5

10

15

20

25

30

35

AA As Wh Hisp NA Bi Other

Ethnicity

F

r

e

q

u

e

n

c

y

Practicum

Internship

 

 

 

 

 

 

 

 

 

 

 


