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 Boyd and Walter (1975) identified the need to provide supervision for school 

counselors almost forty years ago. Michelle Obama, the First Lady of the United States 

(2014), in her address at the American School Counselor Association Conference stated 

that school counselors needed to be provided with professional development 

opportunities designed specifically for their needs. Though the need for supervision and 

professional training has been identified, there has been little recent research done 

addressing the unique professional development needs of school counselors in rural 

America. There is also a paucity of research that assesses the impact of state-sponsored 

school counseling professional development training. 

 The first article summarizes the research on school counselors in rural America 

and indicates the need to provide them with professional development opportunities 

and/or supervision to meet the higher demands placed on them and the lower availability 

of resources to meet those demands. The second article examines the impact of state-

sponsored professional development training on school counselors’ self-efficacy, 

including school counselors working in rural school settings. 

 Albert Bandura’s self-efficacy theory (1986) and research indicating the impact 



 
 

self-efficacy has on a number of indicators of counselor well-being and then their 

provision of counseling services served as the theoretical base for this research. The 

assessment instrument utilized in the study was based on Bandura’s self-efficacy theory. 

 Outcomes indicated that state-sponsored professional development training may 

have similar efficacy with rural school counselors as with those from more urban and 

suburban settings and when provided via web-based as well as through site-based 

delivery. Caution should be used when interpreting these results due to the validity 

threats in a non-equivalent posttest design and with small sample sizes. Additional 

research is recommended. 

 Keywords: Professional school counselor, rural school counselor, Web-based 

professional development, self-efficacy 
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Chapter 1: General Introduction 

Dissertation Overview 

 The purpose of this doctoral study is to demonstrate scholarly work by using the 

manuscript dissertation format as outlined by the Oregon State University Graduate 

School. Chapter One provides an overview of how Chapters Two and Three are 

thematically linked and directs the reader to research conclusions that are applicable to 

the area of school counseling, specifically the need for postgraduate professional 

development opportunities for school counselors. Chapter Two is entitled “The Need to 

Provide Professional Development Opportunities for Rural School Counselors.” Chapter 

Three presents quantitative research in a manuscript entitled “Assessing the Impact that 

Professional Development Training Has on the Self-Efficacy of School Counselors, 

including Rural School Counselors.” Chapter Four offers a thematic summary of the 

manuscripts, including the results, limitations, and possible future research directions. 

 Chapter Two details the impact that the rural community has on school 

counselors. Using the current definition of rural areas extracted from recent literature, 

Chapter Two describes the intricacies of the rural community, presents a need for 

professional development opportunities for rural school counselors, and suggests why 

Web-based supervision may be an applicable intervention for rural school counselors. In 

providing an overview of rural counseling issues along with the challenges of rural 

school counseling, research demonstrates the potential consequences of inappropriate 

supervision of rural school counselors, thereby substantiating how and why professional 

development, such as Web-based supervision, might be an effective professional 

development experience for practicing rural school counselors.  
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 Chapter Three provides an overview of the changing role of the school counselor 

with an emphasis on the importance of postgraduate professional development 

opportunities for school counselors, including rural school counselors. Chapter Three also 

addresses the impact that the school counselor’s self-efficacy has on the implementation 

of the ASCA National Model. Chapter Three then presents the results of a quantitative 

research study analyzing the impact that professional development training had on the 

self-efficacy of the 45 school counselors involved in the research. Next, I analyzed the 

data to compare the self-efficacy of school counselors who received 3 years of site-based 

professional development training to the self-efficacy of school counselors who received 

just 1 year of site-based professional development training along with 6 Web-based 

professional development trainings. Additional analyses were conducted to measure the 

impact that professional development trainings had on rural school counselors. The 

research design that I used for this study was a non-equivalent group posttest only. Data 

analysis included using t-tests for independent samples to measure the variance between 

the two cohorts involved. 

Thematic Introduction 

 School counselors are responsible for assisting students with a multitude of issues. 

These responsibilities include counseling all students in their respective schools with 

their academic, career, personal, and social needs; collaborating with faculty, staff, and 

administration; consulting with other mental health professionals; and responding to 

concerns from parents and the community. The concern is that school counselors, 

especially school counselors working in rural areas, are expected to meet the previously 

mentioned needs along with students’ mental health needs. Unfortunately, rural areas 
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simply do not have the necessary mental health resources compared to their urban 

counterparts, leaving the school counselor as potentially the only mental health counselor 

in the area (Hann-Morrison, 2011). 

 Adjusting to the nuances of rural living can be difficult for school counselors 

moving into an established rural community. Rural families have been known to stay in a 

community for generations, and research supports this with a 12.7% mobility rate for 

rural students and their families (Strange, Johnson, Showalter, & Klein, 2012). These 

long-standing relationships create a bond among rural residents as well as a distrust of 

outsiders (Breen & Drew, 2012; Campbell & Gordon, 2003; Coyle, 1999; Saba, 1991; 

Stockton, 1990). This distrust leads to new rural-area residents spending a considerable 

amount of time learning and understanding the rural community culture (Sutton & 

Pearson, 2002). 

 When rural school counselors finally establish themselves as part of the rural 

community, they experience significant challenges. The typical challenges include role 

ambiguity, inadequate professional resources, dual relationships, limited professional 

development opportunities, isolation, and insufficient supervision (Hann-Morrison, 

2011). Meeting the demands of parents, students, and administrators, who often do not 

fully understand the role of the school counselor (Bardhoshi & Duncan, 2009; Culbreth, 

Scarborough, Banks-Johnson, & Solomon, 2005), leaves the rural school counselor more 

susceptible to experiencing burnout (Butler & Constantine, 2005). Supporting Butler and 

Constantine’s 2005 findings is a recent study involving rural school counselors in which 

89% of the participating rural school counselors reported experiencing recent feelings of 

burnout (Bain, Rueda, Mata-Villarreal, & Mundy, 2011). 
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 Gunduz and Celikkaleli’s (2009) study investigating the relationship between 

self-efficacy and burnout among school counselors indicated a negative relationship 

between self-efficacy and experiencing burnout. Research exclusive to the counselor’s 

feelings of self-efficacy indicated that the counselor’s self-efficacy is positively 

correlated to his or her work adjustment, job satisfaction, and stress reduction (Lent & 

Hackett, 1987). Additional research indicated that the counselor’s self-efficacy is 

increased when receiving social support (Gunduz & Celikkaleli, 2009). Low self-efficacy 

of school counselors can lead to counselors questioning their own competence, hindering 

the client relationship (Butler & Constantine, 2005), and increasing counselor anxiety 

(Larson et al., 1992). This clearly defines why school counselors need to have ongoing 

professional developmental opportunities that help sustain their self-efficacy to meet the 

demands of the counseling profession. 

Professional Development Needs  

New school counselors have reported that their graduate program did not 

effectively prepare them for the actual counseling position (Breen & Drew, 2012). The 

results of a national study of more than 2,800 school counselors reported that 56% of the 

school counselors involved believed that their graduate program training left them 

underprepared for their initial school counseling position (Bruce & Bridgeland, 2012). 

Many school counselors believe that the missing piece for a smooth transition into a 

school counseling position is supervision from a trained professional (Sutton & 

Southworth, 1990). Unfortunately, only a small percentage of school counselors receive 

supervision from trained school counselors (Sutton & Page, 1994), leaving school 

counselors to rely on school administration who often lack professional training in school 
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counseling (Borders & Usher, 1992; Robert & Borders, 1994; Sutton & Page, 1991) as 

their support system as they navigate the unfamiliar avenues of school counseling. 

 The American School Counseling Association National Model explicitly 

addresses the need for school counselors to possess the ability to collaborate and consult 

with other school counselors (ASCA, 2012). Inevitably, all school counselors experience 

situations that warrant collaboration or consultation with other school counseling 

professionals. For example, a student seeks the services of a school counselor, and the 

school counselor is unsure about how to assist the student or if she must report the 

information that the student shared to outside agencies. School counselors working in 

suburban and urban areas often have comrades at their school with whom they can 

consult. Rural school counselors often have to rely solely on their graduate degree 

training or consult with other school personnel unfamiliar with the legal and ethical 

constraints that the school counselor faces (Herlihy, Gray, & McCollum, 2002). 

Situations such as this highlight the importance of rural school counselors receiving 

appropriate supervision and ongoing professional development opportunities.  

 Face-to-face supervision of rural school counselors has been difficult to provide 

in the past. Proximity to supervision has been a major issue for these school counselors 

(Culbreth et al., 2005). Finding someone who is trained in school counseling supervision 

is difficult in itself. Once the school counselor discovers such a potential supervisor, the 

amount of time and the cost of driving to and from supervision remains a barrier for 

many rural school counselors.  

 Web-based supervision could be an alternative for school counselors working in 

remote or densely populated areas with the added benefits of eliminating driving time and 
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reducing the time spent out of the school building. Based on my 20 years of school 

counseling experience at various grade levels and at the school district level, Web-based 

group supervision could also be used to develop new skills; create relationships with 

other rural school counselors, resulting in increased collaboration and consultation 

opportunities; and bridge the gap between what the school counselor learned in graduate 

school and the additional skills required to successfully meet the demands of the school 

counseling profession.   

 An alternative solution to the multitude of barriers in providing face-to-face 

supervision or even Web-based supervision is the development and delivery of Web-

based professional development trainings that a single school district, multiple school 

districts working collaboratively, local universities, or the State Department of Education 

could offer.  

Colorado School Counselor Corps Grant 

 The opportunity to research the impact that professional development has on 

school counselors has proven to be extremely difficult. I sent numerous phone calls and 

emails to individual school counselors and state school counseling associations across the 

United States inviting school counselors to participate in this research study. Although 

many of the counselors supported the need for this research, nearly all of the counselors 

expressed concern about committing to their participation, citing the needs of their 

respective schools as their priority.  

 The first author previously collaborated with staff in the Office of Dropout 

Prevention and Student Engagement at the Colorado Department of Education (CDE) to 

develop a webinar on key transition points in K–12 education. This relationship produced 
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the opportunity to collect data on the professional development training for school 

counselors participating in the Colorado School Counselor Corps Grant. The Colorado 

Department of Education is one of just a few state organizations that developed, 

implemented, and supported school counselor trainings.  

 Since the inception of the Colorado School Counselor Corps Grant (CSCCG) in 

2008, nearly 150 school counselors from 59 school districts and 126 secondary schools 

who are serving more than 100,000 students have participated in the grant. The Colorado 

School Counselor Corps Grant was established “to increase the availability of effective 

school-based counseling within secondary schools with a focus on postsecondary 

preparation” (Engleman, 2014, p. 7). The foci of the CSCCG is to increase the high 

school graduation rate as well as to increase the percentage of students who are 

appropriately prepared for, apply to, and continue into postsecondary education 

(Engleman, 2014). 

 Prior to this research study, no researchers had conducted a thorough, quantitative 

analysis of the outcomes of the professional development trainings offered to the school 

counselors participating in the Colorado School Counselor Corps Grant. Considering the 

importance of the professional development trainings as it relates to the mission of the 

Colorado School Counselor Corps Grant and how the intended outcome is closely related 

to President Obama’s North Star Goal (Duncan, 2010) and First Lady Obama’s Reach 

Higher Initiative (Obregon, 2014), the outcome of this research study might assist the 

leaders of the Colorado School Counselor Corps Grant and other interested parties to 

develop further professional development trainings. 
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Colorado School Counselor Corps Grant Professional Development Trainings 

 For the purpose of the data analysis conducted in this research, participating 

school counselors were divided into two different cohorts. Cohort one included the 

school counselors whose involvement began during the 2011–2012 school year. Cohort 

one school counselors engaged in site-based professional development trainings only. 

Cohort two included the school counselors whose involvement began during the 2013–

2014 school year. Cohort two school counselors engaged in two site-based and six Web-

based trainings.  

 Cohort one’s mandatory site-based trainings included trainings in collecting and 

reporting data (Fall, 2013) and identifying middle school career indicators and putting the 

awareness of indicators into action (Spring, 2014). The previous two years of trainings 

for cohort one included the following: (a) developing and implementing a needs 

assessment designed to identify specific issues impeding student learning and student 

success, (b) developing strategies to implement strategic services to improve student 

learning, (c) increasing student graduation rate, and (d) increasing the level of 

postsecondary success of students. Cohort two’s mandatory site-based trainings included 

a presentation on how to create a college-going culture in the fall of 2013 followed by an 

overview of the counselor corps grant in the spring of 2014. All site-based trainings were 

conducted at two different Colorado locations, which required all participating school 

counselors to spend additional time away from their respective schools. 

 Cohort two counselors were also required to participate in six Web-based 

professional development training sessions throughout the 2013–2014 school year. The 

foci of the Web-based trainings were to have school counselors accomplish the 
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following: (a) gain an awareness of the ASCA National Model, including its history; (b) 

become familiar with how to conduct a needs assessment, (c) become familiar with how 

to conduct an environmental scan, (d) learn how to analyze data from needs assessments 

and environmental scans to make program decisions, (e) use the information from the 

needs assessment and environmental scan to create specific, measurable, achievable, 

results-focused, and time- bound (SMART) goals and action plans, and (f) learn how to 

share the results through the lens of how students are different as a result of the 

comprehensive school counseling program. With each Web-based training, counselors 

were required to complete additional readings or activities.  

Rationale for Research 

 Identifying a structure for school counselors—including rural school counselors 

working in isolation—to receive appropriate professional development is critical to the 

success of all school counselors, their students, and the communities in which they serve. 

 Whether a recent school counselor graduate new to school counseling or an 

experienced school counselor accepts a rural school counseling position after having 

worked in a suburban or urban school, the role of the rural school counselor is unique. 

Research suggests that the stresses in adjusting to rural life as well as feelings of personal 

and professional isolation are major reasons that young professionals leave rural positions 

(Helge, 1981). The goals of professional development training are (a) to improve 

counseling and case conceptualization skills, (b) to reduce professional isolation by 

establishing professional relationships with other rural school counselors, and (c) to 

increase the self-efficacy of the participating school counselors. There is no existing 

research that evaluates the impact that Web-based professional development training has 
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on the self-efficacy of school counselors, regardless of the school location. The paucity of 

literature suggests the need for quantitative research on the use of state-sponsored 

professional development training, including Web-based professional development 

training for all school counselors. 

Research Question 

 The research question is: What impact does state-sponsored professional 

development training have on the school counselor’s overall self-efficacy? I will analyze 

additional research questions based on the structure of the Colorado School Counselor 

Corps Grant Survey, which are as follows: 

1. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to effectively assist students with their personal 

and social development? 

2. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to use leadership and assessment skills? 

3. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to effectively assist students with their career and 

academic development? 

4. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to collaborate and team effectively with other 

stakeholders? 

5. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy regarding cultural awareness and acceptance of 

culturally diverse clients? 
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6. What impact does state-sponsored professional development training have on 

rural school counselors?  

Hypothesis 

 H0 = Web-based professional development training has no impact on the  

 self-efficacy of participating school counselors.  

 H1 =Web-based professional development training has a positive impact on the 

 self-efficacy of participating school counselors. 

Hypothesis on Rural School Counselors 

 H0 = Site-based professional development training has no impact on the  

 self-efficacy of participating rural school counselors.  

 H1 =Site-based professional development training has a positive impact on the 

 self-efficacy of participating rural school counselors. 

 Research on the impact of Web-based professional development training on the 

self-efficacy of school counselors has not been conducted. Research on the impact of 

professional development training on the self-efficacy of rural school counselors has not 

been conducted. The second manuscript adds to the research that contributes to the field 

of school counseling asserting the need for appropriate professional development 

training. 

Glossary of Terms 

• Burnout: Burnout is characterized by emotional exhaustion, 

depersonalization, and feelings of ineffectiveness and lack of personal 

accomplishment. 
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• Counselor self-efficacy: Counselor self-efficacy refers to perceived ability 

to perform basic helping skills, manage session tasks, and negotiate 

challenging counseling situations and presenting issues. 

• Professional school counselor: Professional school counselors are 

certified/licensed professionals with a master’s degree or higher in school 

counseling or the substantial equivalent; these counselors are uniquely 

qualified to address the developmental needs of all students. 

• Supervision: Supervision is an intervention that is provided by a senior 

member of a profession to a junior member or members of that same 

profession. This relationship has the simultaneous purposes of enhancing 

the professional functioning of the junior member(s), and monitoring the 

quality of professional services offered to the clients they see (Bernard & 

Goodyear, 1998). 
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Abstract 

The role of the school counselor is constantly evolving. As the demands on school 

counselors change, graduate programs are producing counselors who are ill prepared to 

handle the multitude of professional responsibilities required of a school counselor 

(Bruce & Bridgeland, 2012). Unlike urban schools where new counselors experience 

proximity with another school counselor, rural counselors may be the only counselor in 

their school or district. The landscape of rural schools is changing. In the last few years, 

rural schools have witnessed an increase in student enrollment as well as an increase in 

student diversity (Strange et al., 2012). From 1999–2000 through 2008–2009, rural 

school district enrollment grew by over 22% compared with a 1.7% enrollment increase 

among all non-rural districts (Strange et al., 2012). During the same time frame, 12 states 

reported a more than 200% increase in Hispanic student enrollment in rural districts 

(Strange et al., 2012). As the expectations of the school counselor position increases to 

match the needs of all students and stakeholders, the need to develop and monitor school 

counselors’ clinical skills increases (Wilkerson, 2006). Appropriate and ongoing 

supervision is suggested as an approach for school counselors to receive current 

information and provide opportunities to enhance clinical skills necessary to increase 

their effectiveness (Herlihy et al., 2002). In this manuscript, the authors provide details 

about the impact that the changing rural landscape has on rural school counselors as well 

as the rewards and challenges that rural school counselors experience and I suggest the 

use of Web-based supervision as a cost-effective solution for offering appropriate clinical 

supervision. 
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 Keywords: professional development, school counselor, self-efficacy, 

synchronous, Web-based supervision 
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The Need to Provide Professional Development Opportunities for Rural School 

Counselors 

 In 1989, the American Association of Counseling and Development (AACD), 

currently the American Counseling Association (ACA), declared a need for counseling 

supervision of practicing school counselors (Agnew et al., 2000). The extant literature 

illustrates the importance of supervision in counselor development (Bernard & Goodyear, 

2009; Perera-Diltz & Mason, 2012). The results of three different school counselor 

studies reflected that roughly one-half to three-quarters of the participating school 

counselors desired clinical supervision (Paige, Pietrzak, & Sutton, 2001; Roberts & 

Borders, 1994; Sutton & Page, 1994). 

The 2012 national counselor survey that the National Office of School Counseling 

Advocacy (NOSCA) released reported that 28% of the school counselors surveyed 

believed that their graduate training did not prepare them well, and 56% considered 

themselves to be only somewhat trained to be an effective school counselor (Bruce & 

Bridgeland, 2012). Given that the American School Counseling Association (ASCA) and 

the Council for Accreditation of Counseling and Related Educational Programs 

(CACREP) do not explicitly require postgraduate clinical supervision for practicing 

school counselors, the results of the NOSCA survey suggest that additional postgraduate 

supervision would be beneficial for the majority of practicing school counselors. 

 The purpose of this study is to explore the rural school counseling landscape and 

investigate the relationship between the self-efficacy of rural school counselors and 

postgraduate supervision. In this chapter, I present the relevant literature relating to the 

definition of rural community and rural school. In addition, in this manuscript, I provide 
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an overview of rural counseling issues, the role of the professional school counselor in a 

rural setting, the lack of appropriate clinical supervision, and significant issues that make 

the role of a rural school counselor unique when compared to the role of school 

counselors in urban areas.  

 Research exclusive to school counselors in rural areas is limited (Esposito, 

Srebalus, Roberti, & Oberman, 2003; McIntire, Marion, & Quaglia, 1990; Morrissette, 

1997, 2000; Pearson & Sutton, 1999; Sutton & Pearson, 2002). Combining the paucity of 

available research and taking into consideration that much of the research completed is at 

least 10 years old, research involving other rural mental health professionals is included 

to provide a more vivid illustration of the impact living in a rural area has on mental 

health professionals working in the rural setting. 

Defining Rural Community 

 On a recent drive just north of Denver, Colorado, my 7-year-old daughter asked 

me the following question: “Daddy, are we in a rural area?” Her logic was that we must 

have been in a rural area because we were near farmland. Like others, my daughter has a 

rather myopic view of what constitutes a rural area. Rolling hills, cow pastures, acres of 

farm land, and significant distances between neighbors are just a few images that many 

visualize when describing how they believe a rural community looks. Depending on 

experience, this might be the portrait of the typical rural setting for people. However, 

with shifting definitions and increasing diversity, the rural landscape continues to change.  

  The definition of a rural setting has changed several times in recent years. 

According to the 1980 U.S. Census, rural was defined as either a community with a 

population fewer than 2,500 or any area where people lived outside urbanized areas 
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(McIntire et al., 1990). In 1997, areas were classified as rural if they were away from 

urban areas and had fewer than 2,500 inhabitants or fewer than 1,000 people per square 

mile (McLaughlin, Huberman, & Hawkins, 1997). In 2002, the U.S. Census Bureau again 

changed its designation of rural to include areas with fewer than 500 people per square 

mile. 

 The National Center for Educational Statistics (NCES) revised the definition of 

rural areas in 2006 and created a new classification system that was based not on 

population but on distance from an urban center (National Center for Education Statistics, 

2006). This change established three distinct categories for rural areas: rural fringe, rural 

distant, and rural remote. The categories no longer consider population as an element that 

defines rural communities.   

 An area is consider rural fringe if it is located fewer than or equal to 5 miles from 

an urbanized area as well as a rural territory that is less than or equal to 2.5 miles from an 

urban cluster (Provasnik et al., 2007). To be classified as rural distant, the territory must 

be more than 5 miles but fewer than or equal to 25 miles from an urbanized area, or it can 

be a rural territory that is more than 2.5 miles but fewer than or equal to 10 miles from an 

urban cluster (Provasnik et al., 2007). The rural remote designation requires that the rural 

territory is more than 25 miles from an urbanized area and is also more than 10 miles 

from an urban center (Provasnik et al., 2007). With these new classifications, 23.8% of 

all students in the United States attend a rural school. Between the years of 1998 and 

2009, non-rural school district enrollment grew by only 1.7%, whereas rural school 

district enrollment rose by more than 22% (Strange et al., 2012). 

 



19 
 

 The face of rural America is also changing. A greater number of underserved 

populations are leaving larger metropolitan areas for smaller rural communities (Sutton & 

Pearson, 2002). Minorities comprised nearly 83% of the rural population increase 

between 2000 and 2010 (Johnson, 2012). In the years 2000–2010, the Hispanic 

population in rural areas increased by 45%, while the Asian and Pacific Islander 

population increased by 20% (U.S. Census Bureau, 2012). The African-American 

population had a modest gain of 2.9%, and Native American populations in rural areas 

increased by 7.5% (Housing Assistance Council, 2012). These trends are expected to 

continue because the median age of the non-White rural population is 10 to 15 years 

younger than that of the White population (U.S. Census Bureau, 2012). 

 Regardless of the definition of rural communities, rural life seems to have a 

culture of its own. There are unique qualities inherent to rural areas that extend beyond 

the geographical setting and distance from larger cities to include the characteristics and 

values of the people living in these communities. The most common characteristics in 

recent literature include long-term relationships, less mobility, distrust of people from 

outside of the community, deeply entrenched community norms, extreme poverty, and 

overlapping relationships (Brownlee, 1996; Campbell & Gordon, 2003; Erickson, 2001; 

Harowski, Turner, Levine, Shank, & Leichter, 2006). 

Long-Term Relationships and Mobility  

 A main characteristic of rural communities is the prevalence of long-term 

relationships among its residents. Members of a rural community are known for who they 

are, who the rest of the family is, who they are friends with, and the family’s history in 

the community (Campbell & Gordon, 2003). Research from the Rural School and 
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Community Trust reports a 12.7% mobility rate for rural students and families (Strange et 

al., 2012). This long-term establishment explains how rural residents become dependent 

on each other. Having the same friends and neighbors for many years, even though they 

might live several miles away from one another, means that it is much more likely for 

rural residents to have well-established relationships as well as numerous shared 

experiences (Erickson, 2001). 

Distrust of Outsiders 

 Prior research suggests rural residents believe that outsiders are not to be trusted 

(Breen & Drew, 2012; Campbell & Gordon, 2003; Coyle, 1999; Saba, 1991; Stockton, 

1990). Because of the well-established relationships among residents, rural residents 

prefer either to solve their own social, economic, environmental, and personal problems 

(Hann-Morrison, 2011) or to involve community members (Stockton, 1990) or local 

clergy (Campbell & Gordon, 2003; Fox, Merwin, & Blank, 1995). 

 Amy Stockton, in her 1990 article, “Dual Relationships in Rural Mental Health 

Practice: An Ethical Dilemma,” concluded that there are unique characteristics of rural 

residents that prevent them from inviting outsiders into their personal worlds. Stockton 

suggested that the interdependence that rural residents have with other community 

members with whom they have established a relationship builds a reluctance to seek 

assistance from non-residents. Because community members rely on each other, outsiders 

experience difficulty with lack of acceptance by the community, which creates 

dissonance between new residents and those who have lived in the community for many 

years. 
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 The geographical distance between community residents creates a sense of 

isolation, as well. This isolation seems to create a greater reliance on other rural residents 

(Brownlee, 1996). As newcomers move into these established communities, the isolation 

from others combined with the lack of trust expressed by established residents makes it 

difficult to develop meaningful relationships. New residents to rural areas have to spend a 

considerable amount of time and energy early in their tenure learning about and 

understanding the culture (Sutton & Pearson, 2002). 

Community Norms 

 Friday night football games, Sunday morning church services, and Fourth of July 

picnics are three examples of well-defined community norms. Rural communities 

typically have well-established community norms or values. Four rural community values 

that appear in research on rural areas are a belief in and emphasis on hard work and 

command of the physical environment, a strong value placed on traditional moral 

standards, a willingness to conform to group norms, and a strong emphasis on family and 

community ties (Keller & Murray, 1982). 

Extreme Poverty 

 Rural areas have a lengthy history of families living in poverty. There appears to 

be a strong correlation between poverty and rural communities (Monteiro-Leitner, Asner-

Self, Milde, Leitner, & Skelton, 2006). In 2011, the United States had 46.2 million 

residents (15%) living in poverty (U.S. Department of Commerce, 2012). The percentage 

rises to 17% for rural residents (Economic Research Service, 2012). 

 When comparing rural children to their urban peers, rural children have a higher 

rate of poverty. According to the U.S. Department of Commerce report (2012), 21.9% of 
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all children in the United States live in poverty. The number of rural children living in 

poverty rises to 25.4% (Bishaw, 2012). Of the 706 U.S. counties with persistent child 

poverty, 571 (81%) are in rural America (U.S. Department of Commerce, 2012). 

 The rate of poverty for rural minority children is even higher. Thirty-six percent 

of rural Hispanic youth and an astounding 45% of African-American children living in 

rural communities live in poverty (Housing Assistance Council, 2012). Although poverty 

tends to fluctuate over time for urban areas, poverty in rural areas has persisted for 

generations (Mattingly, Johnson, & Schaefer, 2011). 

Overlapping Relationships 

 A common experience among many rural dwellers is relationships that cross over 

into other areas of life. Clients of a therapist might also be the therapist’s automobile 

mechanic, doctor, or perhaps the leader of the local parent-teacher association. These 

overlapping, or dual, relationships are inevitable in many rural communities. 

Participating in overlapping relationships reduces suspicion, improves awareness, and 

increases approachability (Schank & Skovholt, 1997). Conversely, complications may 

occur when a potential client is denied services because of an established relationship: the 

result may have the potential client not receiving any mental health services (Smith & 

Fitzpatrick, 1995). 

 Involvement in community activities is critical to becoming an accepted, trusted 

member of the rural community. Constant characteristics of rural life are personal 

relationships and community involvement (Hines, 2002). Residents who chose not to 

participate in or choose not to attend regular community events can be viewed as 

outsiders and risk not gaining the trust of other rural residents. Upon gaining familiarity, 
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however, they typically experience a feeling of approval with becoming an accepted part 

of the community (Breen & Drew, 2005). 

Post-High School Planning  

 The rural lifestyle can limit, facilitate, and shape the types of options available to 

residents (Edwards, 2004). One of these options relevant to school counselors is the 

number of rural students who attend and pursue a post-secondary education. Rural 

students enroll in college at a much lower rate than do their peers living elsewhere. 

Results of a survey involving post-secondary enrollment discovered that 31% of rural 

students were enrolled in post-secondary institutions compared to 46% of urban students 

and 42% of suburban students (American Community Survey, 2009). 

Overview of Rural Counseling Issues 

 Residents of rural communities suffer from a shortage of resources, which makes 

access to appropriate mental health services difficult (Dunbar, 1999). Rural areas simply 

do not have the necessary resources compared to their urban counterparts (Hann-

Morrison, 2011). Untreated mental health issues and limited access to services are cited 

as specific problems in rural communities (DeLeon, Wakefield, Schultz, Williams, & 

VandenBos, 1989). 

 The lack of access is staggering when considering the prevalence of mental health 

issues in rural locations. Depression is nearly twice as common among rural women and 

adolescents compared to urban residents (Foxhall, 2000). Eighty percent of rural children 

with potential mental health problems live in counties that do not have mental health 

centers (Moore et al., 2005). Substance abuse and suicide rates among adults and children 

are also higher in rural areas (U.S. Department of Health and Human Services, 2005). 
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Teenagers living in rural communities are at a significantly greater risk than are non-rural 

teenagers for using tobacco, cocaine, and steroids (Mink, Moore, Johnson, Probst, & 

Martin, 2005). Rural suicide rates have surpassed those of urban areas (Beeson, 2000). 

Even more alarming for rural residents living in the Western region of the United States 

is that the Western region is categorized as having a higher suicide rate when compared 

to other regions of the United States (Centers for Disease Control and Prevention, 2012). 

 Funding is one of those areas that hinder rural schools. Although 33% of all 

public schools are rural and over 23% of students in the United States attend rural 

schools, only 20.4% of state education funds are allocated to rural districts (Strange et al., 

2012). Often, rural school districts are charged with meeting the needs of all of their 

students with limited resources (Morrissette, 2000). This unfortunate lack of funding 

results in rural schools being unable to provide all necessary programs or services that 

students require. 

 The needs for rural students are well documented, yet little value is placed on the 

needs of rural school counselors (Hines, 2002; Morrissette, 2000) who have accepted the 

demands of counseling in rural communities. The impact that the rural community has on 

the counseling profession is a subject not commonly addressed by the counseling 

profession (Breen & Drew, 2005). It is particularly crucial that prospective rural school 

counselors receive appropriate professional development to understand and appreciate the 

intricacies of the rural environment (Hann-Morrison, 2011) prior to employment. 

Rewards of Rural School Counseling 

 Rural school counselors experience a wide variety of rewards and challenges 

similar to other helping professionals in rural areas (Breen & Drew, 2005). Rural 
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counselors are often admired and highly regarded by school administrators and 

community members (Sutton, 1988). Rural adults often recognize the school counselor as 

a role model and someone they can speak to about a wide variety of topics (Breen & 

Drew, 2012). This admiration provides counselors with easier access to students and 

families (McIntire et al., 1990; Morrissette, 2000), which provides valuable information 

needed to help counselors to design custom counseling programs that meet the specific 

needs of students (McIntire et al., 1990). 

Challenges of Rural School Counseling  

 School counselors in rural settings experience unique challenges. Overcoming 

these obstacles can increase the effectiveness of the school counselor. Expected 

challenges include role ambiguity, lack of additional professional resources, lack of 

privacy for students and counselors, understanding the culture of rural communities, dual 

relationships, professional isolation, feelings of professional burnout, limited access to 

professional development, and lack of appropriate counseling supervision (Hann-

Morrison, 2011). 

 Recent surveys of students, parents, and school support staff regarding the role of 

the school counselor show that there is much confusion as to the expected role of the 

school counselor creating a mismatch between counselor training and site-specific 

responsibilities (Bardhoshi & Duncan, 2009; Culbreth et al., 2005; Lambie & 

Williamson, 2004). This lack of role clarity for the school counselor is surprisingly 

pervasive, and as a result, administration, faculty members, and support staff may not 

have a favorable opinion of the school counseling profession. Lack of clarity and 

appreciation for the host of skills and responsibilities inherent in the counseling position 
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often result in acquiring incongruous non-counseling tasks and duties, further depleting 

the capacity of an already-exhausted or underutilized resource (Kendrick, Chandler, & 

Hatcher, 1994; Parr, 1991). 

 Along with the numerous non-counseling duties, the professional counselor is 

expected to play multiple roles; serve a wide variety of needs; and be creative, highly 

skilled, flexible, and prepared in what are almost always less-than-ideal circumstances 

(Cummings, McLesky, & Huebner, 1985; Hovestadt, Fennell, & Canfield, 2002). 

Attempting to successfully navigate these roles with limited support and an inadequate 

referral base has most rural school counselors operating as generalists (Pearson & Sutton, 

1999). Roberts, Battaglia, and Epstein (1999) described generalists as “individuals 

without specialty training who function in expanded roles” (p. 500). 

 Access to professional services is yet another challenge to rural life (Breen & 

Drew, 2005). Moore et al. (2005) reported that nearly 80% of rural children with possible 

mental health issues live in counties without appropriate mental health clinics. This 

provides a serious concern for rural counselors. Schools and school counselors play a 

crucial role when providing students access to mental health services (Ringelsen, 

Henderson, & Hoagwood, 2003). School counselors have reported working outside of 

their area of specialty to meet the needs of their students (Roberts et al., 1999). In a case 

where the school counselor is the only professionally trained staff member in his or her 

school, it is likely that the school counselor serves a dual role in providing mental health 

services in the area (Duncan, 2003; McIntire et al., 1990). Thus, it is not uncommon for a 

counselor to provide mental health services to students as a necessity, particularly when 
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the rural school counselor is the only person with the proper qualifications to do so (Saba, 

1991). 

Lack of Privacy 

 A challenge that must not go unnoticed in rural schools is the lack of privacy for 

students seeking counseling services. In most rural areas, residents are connected in 

varying degrees. Whether it is another student saying that he or she saw a student talking 

with the counselor or the counseling secretary innocently sharing who was in the 

counseling office, the lack of anonymity is a prevailing concern. The lack of privacy 

might discourage students from meeting with the school counselor in a small school 

(Pearson & Sutton, 1999). 

 The visibility of and accessibility to the rural school counselor continues long 

after the school bell signals the end of the school day (McIntire et al., 1990). The rural 

school counselor cannot simply disappear after school (Hann-Morrison, 2011). Because 

of the relationships established while at school, residents assume that they can contact the 

counselor day or night for assistance (Sutton & Pearson, 2002). From the grocery store to 

the football game to Saturday coffee with friends, rural counselors experience a “fish 

bowl” type of lifestyle and an intrusion on their privacy (Helbok, 2003). It continues to 

be a challenge for rural school counselors to keep their personal lives separate from their 

professional lives (Breen & Drew, 2005; Coyle, 1999). 

Dual Relationships 

 Existing literature indicates that engaging in dual relationships is both common 

and fundamental for rural school counselors becoming an essential part of the community 

(Coyle, 1999; Erickson, 2001; Faulkner & Faulkner, 1997; Helbok, 2003; Morrissette, 
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2000; Roberts et al., 1999). When participating in outside activities, school counselors 

become more visible and establish trusting relationships within the community 

(Cummings et al., 1985; Jerrell, 1984). Community involvement allows school 

counselors to become active in systems other than those that are school-related 

(Morrissette, 2000). 

 A dual relationship exists when a counselor has an additional relationship outside 

of the school setting (Moleski & Kisicela, 2005). In rural areas, many of these dual 

relationships are unavoidable. Parents, students, and counselors interact with each other 

in multiple venues, and these encounters away from the school or office setting tend to be 

the norm (Breen & Drew, 2012; Harowski et al., 2006). Although not recommended, 

rural counselors have taken significant measures to limit their friendships to avoid dual 

relationships (Coyle, 1999; Faulkner & Faulkner, 1999). This approach could increase the 

likelihood of isolation. 

Professional Isolation 

 Isolation creates challenges. Getting to work, accessing resources, participating in 

professional opportunities, and meeting with fellow colleagues requires navigating long 

distances on rural terrain (Breen & Drew, 2005). Having to navigate potentially 

dangerous driving conditions increases the sense of physical isolation for rural 

counselors. Morrissette (2000) breaks isolation into separate components: physical, 

personal, and professional. Physical isolation includes distance and weather. Poor road 

conditions, hazardous terrain, and the distance to urban centers are factors contributing to 

a sense of physical isolation (Morrissette, 2000). 
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 A school counselor new to the rural community might experience significant 

consternation as to how to fit in with the local sector. Gaining acceptance is difficult for 

many counselors, regardless of their awareness of local traditions and expectations from 

the community (Morrissette, 2000; Sutton & Pearson, 2002). The continued feeling of 

exclusion along with the lack of professional camaraderie can lead to increased feelings 

of personal isolation. 

 The issue of professional isolation is a concern for the rural counselor 

(Morrissette, 2000). Along with the trials of physical and personal segregation, rural 

counselors often work alone (McIntire et al., 1990; Pearson & Sutton, 1999). While 

secluded, rural school counselors are asked to do more with less when compared with 

their urban counterparts. With peers and colleagues not readily available for support and 

consultation and professional development opportunities scarce, the rural school 

counselor is left to accomplish all of the things that counselors in more urban settings 

accomplish but with significantly fewer resources (Campbell & Gordon, 2003; Pearson & 

Sutton, 1999). 

Rural School Counselors and Burnout 

 Increasing workloads, role ambiguities, and multiple professional and 

organizational roles leave school counselors more susceptible to experiencing burnout 

(Butler & Constantine, 2005). McIntire et al. (1990) suggested that role overload and role 

ambiguities are often the causes of burnout. They continued to profess that it is easy to 

understand why school counselors, especially new school counselors, experience the 

burnout phenomenon. 
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 Burnout is characterized by emotional exhaustion, depersonalization, and feelings 

of ineffectiveness and lack of personal accomplishment (Maslach, 2003). Human service 

professions, such as education, nursing, and mental health counseling are strongly linked 

to burnout (Maslach & Jackson, 1986). A study measuring self-reported burnout among 

reading specialists, school counselors, school psychologists, school social workers, and 

teachers resulted in school counselors claiming the highest scores in role ambiguity and 

role conflict (Pierson-Hubeny & Archambault, 1987). Moreover, counselors received the 

second-highest scores in increased emotional exhaustion, increased depersonalization, 

and reduced personal accomplishment (Pierson-Hubeny & Archambault, 1987). In a 2011 

study of rural school counselors, 89% of the participants reported recent feelings of 

burnout (Bain et al., 2011). 

 There is a major concern for rural school counselors experiencing burnout 

resulting from the conditions of isolation, dual roles, and role ambiguity along with 

increasing responsibilities. Compounding this concern is Matthes’s (1992) inference that 

counselors in rural areas are less likely to receive assistance in handling these feelings. 

Clinical supervision may be an option for school counselors to discuss their feelings, 

reduce a sense of isolation, and create a sense of community with other rural school 

counselors. 

Lack of Appropriate Supervision for Rural School Counselors 

 New counselors continue to report that their graduate program did not effectively 

prepare them for the actual school counseling position and consider themselves feeling 

overwhelmed with the demands of the counseling position (Armstrong, Balkin, Long, & 

Caldwell, 2006; Breen & Drew, 2012). The element missing for many school counselors 

 



31 
 

as they transition from the safety of graduate school to the demands of a school counselor 

is the support of a trained professional (Sutton & Southwork, 1990). 

 Researchers have suggested that clinical supervision is rare for school counselors 

(Borders & Usher, 1992; Herlihy et al., 2002). In their study, Roberts and Borders (1994) 

found that only 37% of school counselors in North Carolina received clinical supervision, 

even though 79% expressed an interest in receiving clinical supervision. In the same year, 

Sutton and Page (1994) reported that only 20% of Maine school counselors received 

clinical supervision, although 48% wanted supervision. In 2001, Page et al. administered 

a national survey on school counselor supervision and reported that a mere 24% of 

participants were receiving either individual or group clinical supervision, even though 

57% wanted supervision. It appears that clinical supervision for school counselors is rare 

and may even become sparser (Perera-Diltz & Mason, 2012). Although a challenge at 

times, implementing effective clinical supervision is a necessity for professional school 

counselors (Murphy & Kaffenberger, 2007). 

 Providing school counselors with an opportunity to be reflective on their practice 

is important for both the novice and more experienced counselor (Stickel & Trimmer, 

1994). When comparing supervision provided to mental health counselors to supervision 

provided to school counselors, school counselors report little or no supervision (Roberts 

& Borders, 1994). The lack of supervision may result in decreased self-efficacy and the 

possible erosion of counseling skills (Crutchfield & Borders, 1997; Peace, 1995). 

 Perera-Diltz and Mason’s 2012 study on school counseling supervision identified 

that, from a sample of more than 1,500 school counselors, only 28% of school counselors 

received supervision from other school counselors, leaving the majority of counseling 
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supervision to be provided by principals and other mental health professionals who are 

not trained in school counseling (Sutton & Page, 1994). Although some school 

counselors are supervised by other school counselors, the supervisors report a lack of 

supervision training and feeling overwhelmed by the additional expectations of their 

respective positions, leaving little time to provide personal and professional development 

(Barret & Schmidt, 1986). 

Results of Ineffective Supervision 

 The lack of effective clinical supervision has a direct impact on students, parents, 

counselors, and administrators. Students and parents experience the lack of clinical 

supervision by receiving ineffective services (Burkard et al., 2009). Counselors undergo 

role stress (Culbreth et al., 2005; Herlihy et al., 2002), job dissatisfaction (Crutchfield & 

Borders, 1997; Herlihy et al., 2002), and potential burnout (Wilkerson & Bellini, 2006). 

Administrators feel the impact when the aforementioned effects alter the counselors’ 

overall performance, resulting in potential legal or ethical issues (Herlihy et al., 2002). In 

addition, the lack of supervision, or participation in ineffective supervision, prevents 

counselors from making appropriate referrals or interventions (Black, Bailey, & Bergin, 

2011). 

Supervision Defined 

 Just a few years ago, supervision of school counselors was ignored (Barret & 

Schmidt, 1986). Counselors recognize the need for supervision as a valuable resource in 

effectively managing the ever-changing demands placed on the school counselor. 

Supervision, as defined by Bernard and Goodyear (2009), is the interaction of an 

experienced professional providing support, instruction, and feedback to a non-licensed 
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counselor to improve clinical skills and service delivery. Supervision is used as a conduit 

between what is acquired during graduate school and the additional skills required in 

navigating real client situations (Sutton & Page, 1994). 

 School counselors—particularly rural school counselors—are more likely to 

experience supervision that their administrators provide. Administrative supervision 

happens when one is being supervised by someone who is not trained in the area of 

counseling (Lambie & Sias, 2009). During administrative supervision, it is probable that 

appropriate supervision will not occur because the supervisor lacks school counseling 

knowledge (Morrissette, 2000). 

 Clinical supervision is the most plausible avenue for school counselors to remain 

current in their practice and enhance overall competence. Clinical supervision is vital to 

the counselor developing necessary counseling skills and successfully functioning in the 

counseling profession (Bernard & Goodyear, 1998, 2009). An experienced counselor 

who provides support to an existing school counselor characterizes clinical supervision. 

During clinical supervision, supervisors consult with supervisees on specific student 

issues and case conceptualization within a professional support system (Herlihy et al., 

2002). The goals of supervision are to support the supervisee in the development of 

improved counseling skills and increase self-efficacy (Herlihy et al., 2002) and self-

direction (Benshoff & Paisley, 1996). 

 The results of clinical supervision include better accountability, a stronger sense 

of job satisfaction, improved counseling skills, increased effectiveness, and more 

emphasis placed on professional development (Agnew et al., 2000; Benshoff & Paisley, 

1996; Borders, 1991; Crutchfield & Borders, 1997). Graduate students who received 
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clinical supervision reported a stronger sense of self-efficacy compared to students who 

received minimal or no clinical supervision (Cashwell & Dooley, 2001). 

Difficulties with Rural Counselor Supervision  

 Just like their urban counterparts, many rural counselors recognize the need for 

advanced training (Morrissette, 2000). Rural school counselors recognize the need to 

develop new skills, improve existing skills, and develop additional areas of competences 

(Borders, 1991). One way for rural school counselors to stay current in the field and 

reduce the sense of isolation is through professional development activities like 

supervision (Monteiro-Leitner et al., 2006). 

 Rural counselors encounter barriers to participation in supervision. Among many, 

there are three notable reasons why securing supervision for rural school counselors is 

more difficult than for counselors in urban centers (Herlihy et al., 2002). One is 

proximity. Because many rural school counselors work in isolation, accessing clinical 

supervision is difficult (Culbreth et al., 2005). Participation in clinical supervision for 

rural counselors is costly and time consuming (Breen & Drew, 2012). 

 Another reason counselors are not engaging in supervision is the shortage of 

school counselors willing to supervise other school counselors (Dollarhide & Miller, 

2006; Herlihy et al., 2002; Page et al., 2001). Even though some school counselors are 

willing to supervise, they often lack the supervision training to be an effective supervisor 

(CACREP, 2009; Herlihy et al., 2002). Supervision training, like supervision, in rural 

areas is difficult to find and just as difficult to attend. The limits placed on a small school 

district along with the remote circumstances makes finding someone trained or having 

training sessions for school counselor supervisors taxing. 
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 The final reason is that not all school counselors report that they need supervision. 

In the studies mentioned earlier, 21% of North Carolina counselors (Roberts & Borders, 

1994) and 37% of Maine counselors (Sutton & Page, 1994) reported that they did not 

need supervision. Other studies suggest that school counselors report that they do not 

need supervision because supervision is not mandated by state or district standards 

(Herlihy et al., 2002). It may be too difficult for counselors to admit that they require 

supervisory support because there has been no mandated post-degree supervision 

(Borders & Usher, 1992). 

Self-Efficacy of School Counselors 

 According to Bandura’s (1986; 1995) social cognitive theory, self-efficacy is an 

important aspect of career performance. Research aimed at counselor self-efficacy refers 

to counselors’ beliefs about their ability to conduct counseling sessions (Barnes, 2004); 

negotiate particular clinical situations (Daniels & Larson, 1998); and develop into skilled, 

competent counselors (Barnes, 2004). A positive correlation exists between counselor 

self-efficacy and work adjustment, job satisfaction, and stress reduction (Lent & Hackett, 

1987). People with high levels of self-efficacy tend to motivate themselves, set higher 

goals, continue to persevere with difficult tasks even when they face adversity, and are 

typically more resilient than those with lower levels of self-efficacy (Bandura, 1986). 

 Feelings of unpreparedness, or low counselor self-efficacy, can lead to counselors 

questioning their own competence and hinder the client-counselor relationship (Butler & 

Constantine, 2005) as well as increase counselor anxiety (Larson et al., 1992). 

Conversely, successful school counselors with increased self-efficacy refer to the 

enhanced self-confidence that participants revealed with respect to the tasks consistent 
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with the position (Armstrong et al., 2006). Because self-efficacy has such a direct 

influence on what individuals believe they can and cannot achieve, this is particularly 

noteworthy for counselor educators as the landscape of school counseling changes 

(Bodenhorn & Skaggs, 2005). 

 Prior to the development of the School Counselor Self-Efficacy Scale (SCSE), no 

instrument existed that measured all aspects of the school counselor position. The SCSE 

was developed to evaluate the impact that self-efficacy has on the school counselor. 

Initial research of the SCSE included creating appropriate items from the following 

documents: National Standards for School Counseling, CACREP school counseling 

program standards, and other counseling self-efficacy scales (Bodenhorn & Skaggs, 

2005). After receiving feedback from several experts in the school counseling field, the 

remaining items were administered to practicing school counselors and school counseling 

students. The results of the development and validation of the SCSE reported reliability 

with a coefficient alpha of .95. The final analysis of the school counseling self-efficacy 

scale indicated that there were no significant differences with school level or geographic 

setting, making this an ideal instrument to administer with a variety of school counseling 

studies. 

Web-Based Supervision 

 Many first-year counselors express feelings of being overwhelmed (Armstrong et 

al., 2006). The lack of experience has a direct result in novice counselors being extremely 

vulnerable to experiencing stress as they adjust to new environments and implement 

programs for students, parents, and other people they have yet to meet (Curry & 

Bickmore, 2012). Combine these factors with personal isolation, professional isolation, 
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and a limited social support network, and it becomes strikingly apparent how these 

limitations serve as major reasons that young professionals leave rural positions (Helge, 

1981). 

 Currently, there is a paucity of literature inquiring about the training 

methodologies that rural school counselors would recommend. One possible application 

in an effort to retain rural counselors is the use of synchronous Web-based supervision. 

This idea of technology-based supervision is not a new one. Sutton and Page (1994) and 

Benshoff and Paisley (1996) suggested using available technology to access qualified 

supervisors for clinical supervision. Concerns about the use of technology as a mode to 

facilitate supervision have surfaced. These concerns focus on computer limitations, such 

as the inability to witness nonverbal relationships or contextual cues, confidentiality and 

informed consent, and cost (Butler & Constantine, 2006; Wilczenski & Coomey, 2006). 

 Several authors mentioned the use of technology as a potential option for 

supervision, but only 5.1% of school counselors in a recent study with over 1,500 

professional school counselors utilized technology-based supervision (Perera-Diltz & 

Mason, 2012). Of the 79 participants utilizing technology-based supervision, 72 used 

email as their primary mode of supervision. Although some counselors question the use 

of technology for supervision, other counselors report being more satisfied with 

technology-based supervision than traditional supervision (Conn, Roberts, & Powell, 

2009). 

 As the expectations of the school counseling position change to match the needs 

of all students and involved stakeholders, so does the urgency to authentically develop 

and monitor the school counselor’s clinical skills (Wilkerson, 2006). Beginning rural 
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school counselors find that the isolation, lack of professional development, and lack of 

appropriate clinical supervision are obstacles too difficult to maneuver without 

assistance. Beginning counselors need the availability of a mentor or an appropriate 

supervisor to reflect on their practice (Stickel & Trimmer, 1994). Appropriate and 

ongoing supervision has been suggested as an approach for school counselors to receive 

current information, to provide opportunities to enhance clinical skills necessary to 

improve upon their effectiveness, and to develop even stronger self-efficacy, which is 

extremely important for rural school counselors (Breen & Drew, 2012; Herlihy et al., 

2002). Web-based synchronous supervision may be the ideal opportunity for rural school 

counselors to receive clinical supervision, resulting in improved counseling and case 

conceptualization skills, establishing professional relationships with other rural 

counselors, and increasing counselor self-efficacy. 

Conclusion 

 In 1989, the AACD declared the need for counseling supervision of practicing 

school counselors (Agnew et al., 2000). Unfortunately, individuals not trained in school 

counseling are placed in the role of monitoring the majority of school counselors. 

Further, and in spite of the cost-effectiveness and accessibility of technology available in 

these remote areas making Web-based supervision possible, only 5.1% of school 

counselors are participating in Web-based supervision (Perez-Diltz & Mason, 2012). 

 As the demands on school counselors continue to increase, school counselors 

need increased access to professional development and clinical supervision to remain 

current in their practice. Unlike urban school counselors where several colleagues are 

close in proximity, the rural school counselor in this respect remains at a disadvantage. 
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The need for professional development and clinical supervision is crucial to the rural 

school counselor’s success and subsequently to the success of students attending that 

school. 

 Just like other professionals, school counselors need to feel supported and 

validated. Although supervision is not a panacea, it can go a long way toward counselors 

helping clients through the process of helping themselves (Sutton & Page, 1994). 

Participation in clinical supervision should provide school counselors with much-needed 

support to increase professional functioning in the work environment (Black et al., 2011). 

With the advancement of technology, Web-based supervision is a cost-effective and an 

accessible avenue for rural school counselor supervision. Through Web-based 

supervision, rural school counselors have access to clinical supervision designed to 

support their role as professional school counselors, provide opportunities for 

professional development, mitigate the negative factors associated with the isolation of 

the rural setting, and increase counselor self-efficacy. 
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Abstract 

Self-efficacy is an important aspect of career performance (Bandura, 1995). The 

counselor’s feelings of self-efficacy have been positively correlated with work 

adjustment, job satisfaction, and stress reduction (Lent & Hackett, 1987). As school 

counselors report feeling underprepared for the demands of the school counseling 

profession (Bruce & Bridgeland, 2012), there is a need to provide postgraduate 

professional development training to better equip school counselors to meet the needs of 

their students, parents, school, and community. The impact that postgraduate professional 

development has on the self-efficacy of school counselors has received little attention in 

the literature. Much of the existing research focuses on the implementation of the 

American School Counseling Association (ASCA) National Model. The purpose of this 

research is to evaluate the impact that receiving state-supported professional development 

training has on the self-efficacy of participating school counselors, including those 

working in a rural school setting. The 45 school counselors who participated in this 

research were a part of the Colorado School Counselor Corps Grant (CSCCG). The 

Colorado School Counselor Corps Grant was created to provide students in secondary 

schools with access to professional school counseling services with the anticipated goals 

of increasing high school graduation rates and improving postsecondary preparation for 

all students (Engleman, 2014). Prior to this research, minimal or no evaluation of the 

state-supported professional development trainings had occurred. 

 The data collected indicated that the Web-based professional development 

training provided to one cohort may have had a similar impact on participants’ self-

efficacy as the site-based professional development training provided to another cohort. 
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The data also indicated that state-sponsored professional development training may have 

similar efficacy with rural school counselors as with school counselors from urban and 

suburban settings. Caution should be used when interpreting these results due to validity 

threats in a non-equivalent posttest design and with small sample sizes. Additional 

research is recommended. 

 Keywords: American School Counseling Association National Model, 

professional development, school counselor, self-efficacy 
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Assessing the Impact That Professional Development Training Has on the  

Self-Efficacy of School Counselors, including Rural School Counselors 

 Research suggests that school counselors’ self-efficacy impacts their use of data 

(Holcomb-McCoy, Gonzalez, & Johnston, 2009), their willingness to accept challenges 

(Bandura, 1986, 1997), and their willingness to implement the American School 

Counseling Association (ASCA) National Model (Bodenhorn, Wolfe, & Airen, 2010). In 

this article, I provide an overview of the changing role of the professional school 

counselor, the importance of postgraduate professional development, and how self-

efficacy impacts the role of the school counselor. In the article, I also provide quantitative 

data measuring the impact that professional development has on the self-efficacy of 

school counselors, including rural school counselors. 

Role of School Counselor 

 Beginning their first day of employment, school counselors might be 

overwhelmed with the numerous expectations that administration places on them 

(Sumerlin & Littrell, 2011). Boyd and Walter (1975) noted almost 40 years ago that 

beginning school counselors are entering a profession that takes years to master all the 

demands of, yet they are expected to function as a seasoned professional with limited 

professional development opportunities in their school setting.   

 School counselors are expected to establish a comprehensive school counseling 

program designed to promote students’ academic, career, personal, and social 

development (White, 2007). School counselors are also expected to provide counseling 

services to students, parents, and teachers (Littrell & Peterson, 2005) while meeting the 
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needs of all students on their caseload, which typically exceeds ASCA’s recommended 

student-to-counselor ratio of 250:1 (ASCA, 2005). 

 School counselors are also expected to perform a multitude of non-guidance 

activities that were not part of their master’s degree requirements in order to fulfill 

administrative expectations (Studer & Sommer, 2002). Some of the non-guidance 

activities include administering standardized testing, assisting with lunch duty, 

supervising student dress, conducting credit audits, and developing master schedules 

(Bemak, 2000). The demands of fulfilling non-guidance activities often prevent the full 

implementation of a comprehensive school counseling program. 

Professional Identity Development  

 Professional identity development has received inconsistent attention in the 

counseling literature (Gibson et al., 2012; Brott & Myers, 1999), even though the Council 

for Accreditation of Counseling and Related Educational Programs (CACREP) suggests 

the need for stronger professional identity in school counselors (CACREP, 2009). The 

importance of a strong professional identity is that it provides a framework for school 

counselors to promote the mission of each school, and it also contributes to defining the 

role of the school counselor as well as establishing the services that the school counselor 

provides to students and the school community (Brott & Myers, 1999). 

 Professional identity is developed as individuals meld their personal 

characteristics with their professional training and experiences while working in their 

particular area of employment (Nugent & Jones, 2009). For the beginning school 

counselor, the development of professional identity begins during graduate studies as 

they learn through an immersion process (Dollarhide & Miller, 2006). While in graduate 
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school, future school counselors develop their professional identity through scheduled 

professional development opportunities in areas including coursework, field observations, 

counseling practice, and individual and group supervision (Gibson et al., 2012). Once 

employed in a school setting, professional development opportunities that school districts 

offer are often geared toward teachers. It becomes apparent to school counselors that in 

order to increase their professional identity, they must become personally responsible for 

securing appropriate professional development (Gibson et al., 2012). 

 Lack of job clarity, lack of administrative awareness of school counselor training 

and expertise, and the historical misuse of school counselors are a few reasons that school 

counselors might struggle with their professional identity. Unfortunately, professional 

identity remains blurred for many school counselors because of role conflicts and 

ambiguities involving expectations (Culbreth, Scarborough, Banks-Johnson, & Solomon, 

2005). Regardless of professional training or if individuals have experience working as 

school counselors, the school environment significantly shapes the professional identity 

of practicing school counselors (Gibson et al., 2012; Scarborough & Culbreth, 2006). In 

fact, many people in education still struggle with whether school counselors should be 

considered educators, school counselors, or both (Paisley, Ziomek-Daigle, Getch, & 

Bailey, 2007).  

 The ASCA National Standards expect school counselors to assist students to 

investigate their self-image and identity (Rayle, 2006). Is it too unfair to expect school 

counselors to develop a positive self-image and strong professional identity, as well? 
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Limited Professional Development Opportunities 

 John Boyd and Paul Walter (1975) compared the school counselor to a cactus in 

their article, “The School Counselor, the Cactus, and Supervision.” Although Boyd and 

Walter were primarily referring to the impact that the lack of postgraduate supervision 

has on school counselors’ development, the underlying message that both school 

counselors and cacti survive on minimal nutrients is still accurate when describing the 

current professional school counselor and the availability of postgraduate professional 

development. 

 With the development of the ASCA National Model and CACREP’s school 

counseling standards along with significant work that members of The Education Trust 

and the National Office of School Counseling Advocacy (NOSCA) have accomplished, 

the role of the school counselor has become more focused. Even with these 

developments, current research suggests that school counselors have not acquired the 

attitudes, skills, knowledge, and personal characteristics to successfully implement and 

sustain a comprehensive school counseling program (Burnham, Dahir, Stone, & Hooper, 

2008). A recent national study of more than 2,800 counselors reported that 56% believe 

that their graduate program training left them underprepared for their initial school 

counseling position (Bruce & Bridgeland, 2012). Furthermore, a review of school 

counselor association websites revealed minimal targeted professional development 

opportunities designed to assist with the implementation of the ASCA National Model 

(ASCA, 2007). The search did produce evidence that the majority of school counseling 

professional development opportunities were at state counseling association conferences 

and a spattering of regional seminars (Dahir, Burnham, & Stone, 2009), with a few 
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national conferences providing training such as NOSCA’s annual Destination Equity 

conference, Northern Kentucky University’s annual Evidence-Based Conference, and 

ASCA’s annual conference. Even so, school counselors reported that they did not receive 

targeted professional development on implementing and sustaining a comprehensive 

school counseling program (Dahir et al., 2009). 

 School counselors often have to rely on their school administration for 

professional development opportunities. Based upon the first author’s personal 

experience as a school counselor in three states and his having numerous conversations 

with school counselors across the United States, most of the professional development 

opportunities that school administration provide are teacher oriented and fall short of 

meeting the professional development needs of school counselors. 

 School counselors have expressed frustration with the lack of administrative 

support regarding professional development (Skovholt & Jennings, 2004). When 

counselors receive appropriate professional development, the lasting effects of these 

isolated, one-shot opportunities provide motivation at the moment but ultimately lack 

support and sustainability (Splete & Grisdale, 1992). Without receiving the nutrients 

from ongoing professional development, the school counselor, like the cactus, will stop 

growing and be prevented from reaching his or her full potential (Boyd & Walter, 1975). 

 Although Boyd and Walter (1975) made those comments nearly 40 years ago, 

they still hold merit today. First Lady Michelle Obama addressed this issue at the ASCA 

Annual Conference in Orlando in the summer of 2014. First Lady Obama mentioned that 

school counselors often have to endure professional development sessions designed for 

teachers (Obama, 2014). On June 30, 2014, U.S. Secretary of Education Arne Duncan 
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wrote a letter urging school principals and superintendents to provide appropriate 

professional development for school counselors and suggested how school improvement 

grant funds can be used to provide professional development to school counselors 

(Duncan, 2014).   

ASCA National Model 

 School counselors across the United States have been working for years to discern 

the best ways to have students achieve at the highest level possible as well as to create a 

program that other school counselors could replicate. This development of a 

comprehensive developmental school counseling program has been evolving for at least 

the last 40 years (Gysbers & Henderson, 1994, 2000, 2006; Martin & Carey, 2012). From 

these efforts to increase academic success for all students and close the academic 

achievement gap, The Education Trust initiated changes in school counseling practices, 

advancing school counseling from a traditional service delivery model to one that 

includes advocacy (The Education Trust, 1997, 2003). Their movement led to the 

development of ASCA’s National Standards (ASCA 2003). Following the creation of 

these national standards for school counselors, ASCA created the ASCA National Model 

(Anctil, Smith, Schenck, & Dahir, 2012). 

 The ASCA National Model is now the benchmark for all school counseling 

programs (Burnham et al., 2008). The goals of the ASCA National Model are to enrich 

students’ learning through the implementation of services in three domains (academic, 

career, and personal/social development) and the delivery of multiple standards inside the 

domains (White, 2007). Embedded in the ASCA National Model are the delivery 
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methods for the three domains, which include individual student planning, responsive 

services, classroom guidance lessons, and system support (Anctil et al., 2012). 

 Fully implementing the ASCA National Model takes time as well as the support 

of the administration, teachers, parents, and students. All parties involved benefit from 

the implementation of the national model. Students attending a school that has a fully 

implemented comprehensive developmental school counseling program achieve at a 

higher rate, have better attendance, and have fewer incidences of behaviors resulting in 

discipline (Lapan, Gysbers, & Kayson, 2006). Unfortunately, the implementation of 

comprehensive school counseling programs across the United States is progressing rather 

slowly, as a large number of students are exiting high school without having the 

opportunity to benefit from a school counseling program designed to ensure student 

success (Lapan, 2012). As of 2010, only 36 states have implemented a statewide 

comprehensive counseling program (Lee & Rawls, 2010). Many of the 36 states that have 

implemented a statewide comprehensive school counseling program as well as other 

states that have not developed a statewide comprehensive counseling program are 

collaborating with their state school counselor associations to adapt a comprehensive 

school counseling program that meets the academic, career, and personal/social needs of 

all students (ASCA, 2012). 

Impact of the ASCA National Model on School Counselors 

 In their findings from studies comparing school counselors to other mental health 

professionals, researchers reported that school counselors have higher than average 

burnout scores as well as higher levels of job stress (Coll & Freeman, 1997; Wilkerson, 

2006). Gade and Houdck (1993) compared school counselors who participated in non-
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counseling activities, had too many jobs, and felt overworked to school counselors who 

did not report these concerns. Their results suggested that counselors who participate in 

non-counseling duties, have too many jobs, and feel overworked had lower job 

satisfaction when compared to other school counselors (Gade & Houdck, 1993). Pyne’s 

(2011) study measuring job satisfaction suggested that school counselors who report 

higher job satisfaction are more likely to implement a comprehensive school counseling 

program or, at the minimum, implement many of the elements of a comprehensive 

counseling program. 

 Implementing the ASCA National Model provides a guide for school counselors 

to define the role of a school counselor based on their unique set of skills and specific 

training and to reduce or eliminate non-counseling activities (ASCA, 2005). While school 

counselors are aware of the benefits of implementing the ASCA National Model for the 

entire school community, school counselors have identified several reasons that full 

implementation is a challenge. Additional job responsibilities, lack of administrative 

support, a high student caseload, numerous classroom expectations, lack of acceptance 

from school community, limited resources, and lack of state funding are the most 

frequently identified barriers that school counselors experience when implementing a 

school counseling program (Gybsers, Schlimpert, &Stanley, 2012). 

 Additionally, school counselors might lack the specific knowledge, attitudes, and 

skills to implement the ASCA National Model (Campbell & Dahir, 1997). It is important 

to remember that just because a school counselor knows about a program designed to 

improve student success and increase his or her own job satisfaction, there are several 

reasons, many of which are mentioned above, that prevent or limit the full 
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implementation of such programs. Research has also indicated that the school counselor’s 

self-efficacy is another factor influencing the likelihood of their developing and 

implementing the ASCA National Model (Bodenhorn, Wolfe, & Airen, 2010). 

Self-Efficacy 

 Self-efficacy is defined as the judgment that one makes in determining whether he 

or she can succeed in specific situations (Bandura, 1982). How individuals perceive their 

own level of self-efficacy determines if activities will be attempted. People who are 

highly efficacious tend to accept challenges, whereas people with low efficacy will 

choose to either not participate or stop their involvement early and not complete the 

difficult task (Bandura, 1986, 1997). 

 Self-efficacy is an important aspect of career performance (Bandura, 1986). 

Research exclusive to counselors’ feelings of self-efficacy positively correlated with their 

self-efficacy and work adjustment, job satisfaction, and stress reduction (Lent & Hackett, 

1987). Low self-efficacy of school counselors can lead to counselors questioning their 

own competence, hindering the client relationship (Butler & Constantine, 2005), 

increasing counselor anxiety (Larson et al., 1992), and lowering outcome expectations 

(Sutton & Fall, 1995). Research also suggests that counselors’ self-efficacy is linked to 

effective counseling (Bodenhorn & Skaggs, 2005; Lent, Hill, & Hoffman, 2003).This 

clearly defines why school counselors need to have a strong sense of self-efficacy to meet 

the needs of their students as well as the demands of the counseling profession.  

 Researchers have studied the connection between school counseling experience 

and the counselor’s self-efficacy. Studies have suggested that school counselors with 

experience report a higher level of self-efficacy than those with no experience (Melchert, 
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Hays, Wiljanen, & Kolocek, 1996). However, in additional studies, researchers have 

suggested that once school counselors gain experience, the disparity in reported levels of 

self-efficacy between new and more experienced school counselors is minimal (Daniels 

& Larson, 1998). 

 Sutton and Fall (1995) studied the relationship between the work environment and 

counselor self-efficacy. The results of their study suggest that school climate, specifically 

support from administration and relationships among colleagues, can impact counselors’ 

self-efficacy. Gist and Mitchell (1992) also suggested that feelings of self-efficacy 

fluctuate in different settings based on support and collegiality. 

Research Methodology 

Research Question 

 The research question is: What impact does state-sponsored professional 

development training have on the school counselor’s overall self-efficacy? Additional 

research questions that will analyze based on the structure of the Colorado School 

Counselor Corps Grant Survey are the following: 

1. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to effectively assist students with their personal 

and social development? 

2. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to use leadership and assessment skills? 

3. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to effectively assist students with their career and 

academic development? 
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4. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy to collaborate and team effectively with other 

stakeholders? 

5. What impact does state-sponsored professional development training have on the 

school counselor’s self-efficacy regarding cultural awareness and acceptance of 

culturally diverse clients? 

6. What impact does state-sponsored professional development training have on 

rural school counselors?  

Hypothesis 

 H0 = Web-based professional development training has no impact on the  

 self-efficacy of participating school counselors.  

 H1 =Web-based professional development training has a positive impact on the 

self-efficacy of participating school counselors. 

Hypothesis on Rural School Counselors 

 H0 = Site-based professional development training has no impact on the   

 self-efficacy of participating rural school counselors.  

 H1 =Site-based professional development training has a positive impact on the 

self-efficacy of participating rural school counselors. 

Independent Variables 

 The independent variables are the state-sponsored site-based and Web-based 

professional development training that school counselors received as part of their 

participation in the Colorado School Counselor Corps Grant. The school counselors in 

the treatment group (cohort two) participated in two site-based trainings plus six Web-
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based professional development trainings involving the ASCA National Model. The six 

Web-based trainings focused on school counselors: (a) gaining awareness and history of 

ASCA National Model, (b) becoming familiar with how to conduct a needs assessment, 

(c) becoming familiar with how to conduct an environmental scan, (d) learning how to 

analyze data from a needs assessment and an environmental scan to make program 

decisions, (e) using the information from the needs assessment and environmental scan to 

create SMART goals and action plans, and (f) learning how to share the results through 

the lens of how students are different as a result of the comprehensive school counseling 

program. 

School counselors in the control group (cohort one) did not participate in the six 

Web-based trainings. Their professional development was provided in two site-based 

professional development trainings each year since 2011-2012 for a total of eight site-

based professional development trainings. The professional development trainings during 

the 2013-2014 school year focused on collecting and reporting data in the fall and 

identifying middle school career indicators and putting awareness of indicators into 

action in the spring. Prior to the 2013–2014 school year, previous site-based trainings for 

cohort one included the following: (a) developing and implementing a needs assessment 

designed to identify specific issues impeding student learning and student success, (b) 

developing strategies to implement strategic services to improve student learning, (c) 

increasing the student graduation rate, and (d) increasing the level of postsecondary 

success of students. 

 

 

 



65 
 

Dependent Variable 

 The dependent variable is defined as the counselor’s self-efficacy as measured by 

the Colorado School Counselor Corps Grant Survey. The Colorado School Counselor 

Corps Grant Survey is the entire School Counselor Self-Efficacy Scale (Bodenhorn & 

Skaggs, 2005), with additional demographic questions on topics including gender, school 

setting, school district setting, ethnicity, and number of years of school counseling 

experience. 

Research Design 

 The design for this study was a non-equivalent group posttest only. We used this 

research design because the two cohorts participating in this research were already 

established prior to commencing research. Analysis included using t tests for independent 

samples to measure the variance between the two cohorts involved in the Colorado 

School Counselor Corps Grant.  

Participant Selection 

 All of the participants agreed to participate in this research. Recruitment of the 

school counseling participants was done in conjunction with the Colorado Department of 

Education’s Office of Postsecondary Preparation and Success. Each participant was a 

member of the Colorado School Counselor Corps Grant and was working as a school 

counselor in Colorado. School counselors participating in the Colorado School Counselor 

Corps Grant were emailed the survey link with a description of the study as well as a 

consent form. The survey was open for 2 weeks. Participants received an email reminder 

with 1 week remaining and a final reminder the day before the survey closed. 
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 The Colorado School Counselor Corps Grant was created to increase the number 

of professional school counselors in Colorado, thus increasing the availability of 

professional school counselors to secondary students throughout the state. During the 

time of the research, the number of potential school counselor participants totaled 65. 

Participants 

 Forty-five school counselors in Colorado participated in the present study. The 

majority, 41 (91.2%), were females who also worked in an urban setting, 26 (57.8%). The 

remaining participants, 10 (22.2%), worked in either a small rural or rural setting, and 9 

(20.0%) worked in a suburban school districts. With respect to ethnic background, 37 

(82.2%) were White, 5 (11.1%) were Hispanic/Latino, 1 (2.2%) was African American, 

and 2 (4.4%) were Other. The majority of participants had either less than 1 year of 

experience (10; 22.2%) or 1–3 years of experience (13; 28.9%). Of the remaining 

participants, 4 (8.9%) reported 4–6 years of experience, 7 (15.6%) reported 7–9 years of 

experience, and 11 (24.4%) reported 10 or more years of experience. With respect to 

school setting, 20 (44.4%) reported working in a high school setting, 16 (35.6%) reported 

working in a middle school setting, 4 (8.9%) reported working in a secondary (grades 7–

12) school setting, 2 (4.4%) reported working in a pre-kindergarten to high school setting, 

2 (4.4%) reported working in another secondary (grades 6–12) school setting, and 1 (1%) 

reported working in an additional secondary (grades 8–10) school setting. Table 1 

presents the frequencies and proportions of participants by school setting. 

 The hypothesis involving rural school counselors included participants in cohort 

one only due to cohort two having only two rural school counselors. 23 school counselors 

participated in cohort two with 20 (86%) were female and 8 (14%) were male. With 
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respect to school setting, 15 (65%) reported working in non-rural school districts and 8 

(35%) reported working in rural school districts. With respect to ethnicity, 18 (78%) were 

white, 3 (13%) were Hispanic/Latino, 1 (4%) was African-American, and 1 (4%) was 

Other. School counselors participating in cohort one reported a variety of years of 

experience with 6 (26%) reporting 10 or more years of experience. Of the remaining 

participants, 5 (22%) reported 7-9 years of experience, 1 (4%) reported 4-6 years of 

experience, 2(8%) reported 1-3 years of experience, and 9 (39%) reported less than one 

year of experience. Table 2 presents the frequencies and proportions of participants by 

years of experience. 

Measures 

 The Colorado School Counselor Corps Grant Survey (CSCCGS) was used to 

measure the impact of the state-sponsored professional development provided through the 

Colorado School Counselor Corps Grant. The CSCCGS is the complete School 

Counselor Self-Efficacy Scale (Bodenhorn & Skaggs, 2005), along with demographic 

information. Prior to the creation of the School Counselor Self-Efficacy Scale (SCSE), no 

self-efficacy scale existed that had been validated for use in school counseling. The 43- 

item, psychometrically sound instrument was developed to evaluate school counselors’ 

self-efficacy across different settings, including school counselors practicing in rural 

areas. During the development of the SCSE, the SCSE was administered to practicing 

school counselors as well as students in master’s-level school counseling programs in 

various settings. Each of the 43 items asks the participants to indicate their level of 

confidence in performing various school counselor responsibilities using a 5-point rating 
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scale (1= not confident, 2= slightly confident, 3=moderately confident, 4= generally 

confident, and 5= highly confident). 

 The Colorado School Counselor Corps Grant Survey consists of five components. 

In this study, we will analyze all five components in this study. The first component is 

personal and social development, which consisted of 12 items related to the American 

School Counselor Association national standards on personal and social development 

focusing on the school counselor’s beliefs that he or she could assist students with 

acquiring self-knowledge and interpersonal skills, acquiring personal safety skills, and 

respecting themselves and others (ASCA, 2003; Campbell & Dahir, 1997).  

 The second component is leadership and assessment, which consists of nine items 

related to the American School Counselor Association National Model that focus on the 

school counselor’s assessment of his or her abilities to implement systemic changes to 

ensure student success (ASCA, 2003). 

 The third component is career and academic development, which consists of 

seven items related to the American School Counselor Association national standards 

focusing on the school counselor’s ability to help students with developing awareness and 

connecting learning to identify career goals and possible careers (ASCA, 2003). 

 The fourth component is collaboration, which consists of 11 items focusing on 

school counselors working with all people involved in the development and maintenance 

of a comprehensive school counseling program (ASCA, 2003). 

 The fifth component is cultural acceptance, which consists of four items related to 

developing and/or implementing programs that increase students’ cultural awareness and 

acceptance (Bodenhorn & Skaggs, 2005). 
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 Four of the components (personal and social development, leadership and 

assessment, career and academic development, and collaboration) align with the 

American School Counselor Association’s National Model or standards (ASCA, 2012). 

The fifth component, cultural acceptance, is an area that members of the counseling 

profession are continuously looking to fully integrate. 

 The results of the development and validation of the SCSE reported reliability 

with a coefficient alpha of .95 (Bodenhorn & Skaggs, 2005). An analysis of the findings 

indicates a lack of significant differences in the school level or geographical setting of the 

school, which demonstrates that the SCSE scale is appropriate for use in this research 

study. 

Data Analysis 

 Prior to data analysis, data were submitted to screening and assumption testing 

procedures. Data were evaluated for univariate normality using skewness and kurtosis 

values and histograms with normal curve overlay for each variable by group separately 

(Tabachnick & Fidell, 2011). All of the variables under study approximated a normal 

distribution because the skewness and kurtosis value for each outcome variable for each 

group separately was less than the absolute value of 2.  

 Descriptive statistics and internal consistency reliability coefficients (Cronbach’s 

α) for the overall sample and for the treatment were requested of the data. Internal 

consistency reliability coefficients, ranging from good (α = .81) to excellent (α = .97), 

suggested that respondents were consistently responding to the items on the scale and 

subscales. Table 3 presents the mean and standard deviation for the overall sample on all 

five subscales and the full School Counselor Self-Efficacy Scale. 
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Results 

Independent Samples T-tests Comparing School Counselors Who Received 

Additional Web-based Training and Those Who only Received Site-based Training 

 Table 4 contains the estimated marginal means and standard deviations by 

treatment group. Across all subscales, school counselors who received site-based training 

only consistently reported higher self-efficacy scores (M = 4.25, SD = 0.45) than school 

counselors who received the additional Web-based training (M = 3.90, SD = 0.64). 

 Table 5 contains the t-statistic, associated p-value, and Cohen’s d for all subscales 

and the full-scale self-efficacy score. All statistical analyses were done with the 

significance level tested at .01. It is important to note that although school counselors 

receiving site-based training only consistently reported higher self-efficacy scores, the 

effect sizes ranged from small (0.41) to moderate (0.79), and, hence, practical 

significance is generally medium. According to Cohen (1988, 1992), the following 

should be used a guides to interpret effect sizes, Cohen’s d: .30 to .49 is small, .50 to .79 

is moderate, and ≥ .80 is large.  

Only one pairwise comparison, which assessed career and academic development, 

reached statistical significance at the Bonferroni adjusted p-value. The others did not 

reach statistical significance. 

There were no statistically significant differences on the first subscale, personal 

and social development, between school counselors who received Web-based training 

and those receiving site-based training, t(45) = 2.20, p = .03, although the effect size was 

moderate, Cohen’s d = 0.65. 
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The second subscale, which assessed leadership and assessment, did not produce 

statistically significant differences between the two groups, t(45) = 1.37, p = 0.18, with a 

small effect size, Cohen’s d =0.41.   

The third subscale, assessing career and academic development, did reach 

statistical significance between those counselors who received the site-based training and 

those who received Web-based, t(45) = 2.63, p = 0.01, with a moderate effect size, 

Cohen’s d = 0.79.   

The fourth subscale, assessing collaboration, did not produce statistically 

significant differences between the two groups, t(45) = 1.78, p =0.08, with a moderate 

effect size, Cohen’s d = 0.54.  

The fifth subscale, assessing cultural awareness and acceptance, did not reach 

statistical significance between those counselors who received the site-based training and 

those who received Web-based training, t(45) = 1.41, p = 0.17, with a small effect size, 

Cohen’s d = 0.43. 

Overall, the Full Scale Self-Efficacy Scale did not reach statistical significance 

between those counselors who received the site-based training and those who received 

Web-based training, t(45)=2.09, p=0.04, with a moderate effect size, Cohen’s d=0.63. 

In order to address the research question regarding mean differences between 

those school counselors who received Site-based professional development in rural 

districts and those in non-rural districts, several independent-samples t-tests were 

conducted between the groups. The Bonferroni adjustment to control for the familywise 

Type I error rate inflation was used (adjusted p = .01). 
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Independent Samples t-tests Comparing Rural and Non-Rural School Counselors 

None of the results reached statistical significance due to a lack of statistical 

power. However, all results will be reported with their associated effect size (i.e., 

practical significance). Table 6 contains the t-statistic, associated p-value, mean and 

standard deviation, and Cohen’s d.   

 With the exception of all but one subscale, which measured career and academic 

development, the non-rural school counselors who received the state-sponsored site-

based training reported higher self-efficacy scores than their rural counterparts who also 

received the same state-sponsored training. It is important to note that the effect sizes 

ranged from very small (0.13) to small (-0.42); hence, practical significance is low. 

Discussion 

 The hypothesis that Web-based professional development training would have a 

positive impact on the self-efficacy of participating school counselors was supported by 

the data. The lack of statistical significance between the self-efficacy scores of school 

counselors completing 3 years of site-based professional development training to the self-

efficacy scores of school counselors completing just 1 year of Web-based professional 

development training is interesting. One would naturally assume that school counselors 

completing 3 years of professional development would be more likely to have 

significantly higher self-efficacy that those who had received just 1 year of professional 

development. With the exception of the career subscale, all other subscales and the 

overall self-efficacy scale differences lacked statistical significance. With due caution to 

the internal validity concerns raised in conducting non-equivalent posttest designs, the 

results could be interpreted as providing support for the efficacy of Web-based training.  
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 Regarding the hypothesis on rural school counselors, the results indicate that with 

the exception of one subscale (measuring career and academic development), rural school 

counselors had the same levels of self-efficacy as their non-rural counterparts. It should 

be noted that this comparison only reflects the site-based professional development 

training that school counselors received through the grant. With due caution in regard to 

the small sample size of rural school counselors, the results could be interpreted as 

providing support for the efficacy of state-sponsored, site-based training for school 

counselors in rural areas. It should be noted that the number of rural school counselors in 

the cohort who received Web-based training was only two, so the study was not able to 

determine the efficacy of the Web-based training with school counselors from rural areas.     

 The authors have full awareness that this study was conducted with a small 

sample size of rural school counselors (n=8). However, given the scarcity of data on rural 

school counselors, this is one of the few data samples that could be used to examine the 

possible impact that professional development training has on the self-efficacy of rural 

school counselors. Caution should be used when generalizing the conclusions.  

 Additionally, the authors of this study know full well that it would have been 

advantageous to gather pretreatment data for each cohort at the inception of their 

involvement with the grant. However, the opportunity to do so was not afforded to them. 

With the paucity of research in the area of school counseling postgraduate professional 

development, the authors firmly believe that this study now provides the school counselor 

corps grant with data to use in doing further outcome assessment of the training that will 

be conducted during the 2014–2015 academic year. The study also provides future 

researchers of postgraduate professional development trainings for school counselors 
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with an outcome assessment instrument—The School Counselor Self-Efficacy Scale—for 

their consideration.  The review of the literature provided here substantiates the impact of 

self-efficacy on numerous school counselor characteristics and behaviors and thereby 

establishes self-efficacy as an important outcome to be assessed. 

Limitations 

 The small sample size is significant, and the research results should be used with 

caution. The selection of the participants based upon school setting and how many years 

of professional development are threats to internal validity. According to Heppner, 

Wampold, and Kivlighan (2008), the possibility of the existing differences between 

groups before commencing treatment is a significant threat.  

 An additional limitation is the ability to generalize the results to other school 

counselors not involved in this research. The inability to select a random sample of 

school counselors participating in Web-based professional development training is 

significant. 

 The lack of a pretest prior to implementing the treatment is significant. The use of 

pretest scores could have been used to examine the impact of the Web-based professional 

development on individual participants (Heppner et al., 2008). 

Implications for Future Research  

 The use of Web-based professional development trainings is a cost-effective 

manner to reach school counselors across geographical settings. Further research is 

needed to determine if the trainings provide significant learning, impact the self-efficacy 

of the participating school counselors, and lead to sustainable changes in self-efficacy as 

well as lead to participating school counselors incorporating the professional 
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development materials into their school counseling curriculum. Future research involving 

larger sample sizes or different methodologies may provide opportunities for researchers 

to determine the impact that Web-based professional development trainings have on 

practicing school counselors in a variety of geographical settings. 
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Table 1 

School Setting of Participants 

 
School Setting 
 

N (%) 

Pre-K–High School 2 (4.4) 
Secondary 7–12  4 (8.9) 
Middle 16 (35.6) 
Other 6–12  2 (4.4) 
Other 8–10  1 (2.2) 
High School 20 (44.4) 
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Table 2 

Years of Experience of Participants in Cohorts One and Two 

 
Years of Experience 
 

Cohort One  Cohort Two 

N (%)  N (%) 

10 or More Years 6 (26.1)  5 (22.7) 
7–9 Years  5 (21.7)  2 (9) 
4–6 Years 1 (4.3)  3 (13.6) 
1–3 Years  2 (8.7)  11 (50) 
1 Year or Less  9 (39.1)  1 (4.5) 
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Table 3 
 
Descriptive Statistics and Internal Consistency Reliability Coefficients (Cronbach’s α) 

for the School Counselor Self-Efficacy Scale and the Five Subscales  

 
Scale 
 

M SD α 

Personal and Social Development 4.16 0.59 0.91 
Leadership and Assessment  3.70 0.81 0.94 
Career and Academic Development 3.94 0.64 0.85 
Collaboration 4.28 0.60 0.89 
Cultural Acceptance 4.29 0.59 0.81 
Full Scale 4.07 0.58 0.97 
N = 45 
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Table 4 
 
Estimated Marginal Means for the School Counselor Self-Efficacy Scale and the Five 

Subscales by Treatment Group 

Scale 
Web-Based PD (n = 23)  Site-Based (n = 22) 

M SD  M SD 
 

Personal and Social Development 3.98 0.64  4.35 0.48 
Leadership and Assessment  3.54 0.83  3.87 0.77 
Career and Academic Development 3.71 0.70  4.18 0.46 
Collaboration 4.13 0.65  4.43 0.43 
Cultural Acceptance 4.17 0.64  4.42 0.52 
Full Scale 3.90 0.64  4.25 0.45 
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Table 5 

Independent Samples t-test Results Comparing School Counselors Who Received  

Web-Based Training and Those Who Received Site-Based Training 

Self-Efficacy Scale      
  T p Cohen’s d 

Personal and Social Development   2.20 0.03 0.65 
Leadership and Assessment   1.37 0.18 0.41 
Career and Academic Development   2.63 0.01 0.79 
Collaboration   1.78 0.08 0.54 
Cultural Acceptance   1.41 0.17 0.43 
Full Scale Self-Efficacy   2.09 0.04 0.63 
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Table 6 

Independent Samples t-test Results Comparing Rural and Non-Rural School Counselors 

Who Received Web-Based Training 

Self-Efficacy Scale 

Rural  
(n = 8)  Non-Rural         

(n = 15)     

M SD  M SD  t p Cohen’s 
d 

Personal and Social 
Development 3.80 0.64  4.07 0.63  -0.99 0.33 -0.42 

Leadership and 
Assessment 3.39 0.83  3.62 0.85  -0.63 0.53 -0.27 

Career and Academic 
Development 3.77 0.58  3.68 0.78  0.29 0.77 0.13 

Collaboration 4.08 0.63  4.16 0.65  -0.29 0.78 -0.12 
Cultural Acceptance 4.00 0.71  4.27 0.61  -0.95 0.35 -0.41 
Full Scale Self-Efficacy 3.80 0.61  3.96 0.68  -0.53 0.59 -0.25 
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Chapter 4: 
 

GENERAL CONCLUSION 
 

 This dissertation included two thematically linked manuscripts investigating the 

influence that state-supported postgraduate professional development training has on the 

self-efficacy of professional school counselors, including rural school counselors. Self-

efficacy of school counselors has been extensively researched (Armstrong et al., 2006; 

Bandura, 1995; Butler & Constantine, 2005; Larson et al., 1992; Lent & Hackett, 1987). 

The literature supports the claim that rural school counseling is significantly different 

based on the geographic setting and unique nuances of rural living (Bardhoshi & Duncan, 

2009; Beeson, 2000; Breen & Drew, 2012; Culbreth et al., 2005; Dunbar, 1999; Hann-

Morrison, 2011; Lambie & Williamson, 2004; McIntire et al., 1990; Mink et al., 2005; 

Morrissette, 2000; Pearson & Sutton, 1999). Prior to this research, no other research 

studies have attempted to measure the impact that professional development trainings 

have on the self-efficacy of professional school counselors, nor has there been research 

investigating the impact of state-supported professional development on school 

counselors working in a variety of geographical settings. 

 State-sponsored professional development training might be a solution to 

providing professional development opportunities to school counselors that either lack 

the funding to attend off-campus professional development or work in a remote setting 

where travel time and/or funding prohibits their involvement. 

 The use of the Colorado School Counselor Corps Grant Survey (CSCCG) allowed 

for the results of this study to be aligned with the ASCA National Model and ASCA 

national standards. School counselors are being urged to develop skills in all five 
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subscales that the CSCCG evaluated. The five scales are in the areas of personal and 

social development, leadership and assessment, career and academic development, 

collaboration, and cultural acceptance.  

 This research used a non-equivalent group posttest only design. The established 

cohorts of school counselors involved in this research made randomization of the groups 

impossible. The two cohorts were divided based on the number of years they participated 

in the Colorado School Counselor Corps Grant. School counselors involved in the grant 

prior to 2013–2014 were placed in cohort one. First-year participants were placed in 

cohort two. This division also divided the participants by training modalities that the 

grant organizers utilized. 

 Cohort one participants only attended regional, site-based professional 

development trainings designed to put specific college and career indicators into action 

and identify local resources to assist with the implementation. Cohort two participants 

attended site-based professional development trainings designed to increase their 

awareness of the Colorado School Counselor Corps Grant and provide assistance with 

creating a college-going culture presentation for their individual schools. Cohort two 

school counselors also participated in six Web-based professional development trainings 

that focused on several aspects of the ASCA National Model, including developing needs 

assessments, completing an environmental scan, analyzing data, creating action plans, 

and measuring and sharing the results of research. 

 The results from the t-test analysis indicate that state-supported, Web-based 

professional development training provided to one cohort may have had a similar impact 

on participants’ self-efficacy as the site-based professional development training 
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provided to another cohort. Furthermore, the outcomes also indicate that state-sponsored 

professional development training may have similar efficacy with rural school counselors 

as with those from more urban and suburban settings.  

 The authors have full awareness that the sample size of rural school counselors 

(n=8) provides limited power. However, given the paucity of data on rural school 

counselors, this is one of a few data samples available. 

 The literature and implications offered in these manuscripts are pertinent for 

school counseling, but they could also be relevant in other areas of counseling and 

education. They may also have relevance in counselor education, teacher education, 

social work, psychology, and other disciplines involving rural communities. As the rural 

communities continue to expand, research involving how to increase the self-efficacy of 

school counselors choosing to work in rural communities must continue. 
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APPENDIX A 
 

COLORADO SCHOOL COUNSELOR CORPS GRANT SURVEY 
 
 
Thank you for taking the time to complete this survey. Your responses will remain 
anonymous. The information collected will be used to assess the needs of school 
counselors participating in the Colorado School Counselor Corps Grant. 
 
A. Which option best describes the year in which you started your participation in the 
Colorado School Counselor Corps Grant? 

• Cohort 1 (2011–2012 was your first year participating in the Colorado School 
Counselor Corps Grant) 

• Cohort 2 (2012–2013 was your first year participating in the Colorado School 
Counselor Corps Grant) 

• Cohort 3 (2013–2014 is your first year participating in the Colorado School 
Counselor Corps Grant) 

B. Which option best describes the school district where you are employed? To help you 
accurately respond to this question, a spreadsheet was provided in the email with 
the link to this survey, which provided a list of rural and small rural school districts. 

• Rural (A Colorado school district is determined to be rural based on the size 
of the district, the distance from the nearest large urban/urbanized area, and 
having a student enrollment of approximately 6,500 students or fewer.) 

• Small Rural (A Colorado school district is determined to be rural based on the 
size of the district, the distance from the nearest large urban/urbanized area, and 
having a student enrollment of approximately 1,000 students or fewer.) 

• Suburban or Urban Cluster (population between 25,000 and 50,000) 
• Urban Area (population of 50,000 or more) 

C. What is your gender? 

• Male 
• Female 
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D. What is your ethnicity? 

• White or Caucasian 
• Hispanic or Latino 
• Black or African American 
• Native American or American Indian 
• Asian/Pacific Islander 
• Other 

E. How many years have you been employed as a school counselor? 

• This is my first year 
• One to three years 
• Four to six years 
• Seven to nine years 
• Ten or more years 

F. Which of the following choices best describes my current school setting? 

• Pre K-high school, K–8 
• Elementary, Grades K–5/6 
• Middle, Grades 6/7–8 
• High School 9–12 
• Secondary 7–12 
• Other 

Below is a list of activities representing many school counselor responsibilities. Indicate 
your confidence in your current ability to perform each activity by checking the circle 
of the appropriate answer next to each item, according to the scale defined below. Please 
answer each item based on one current school and based on how you feel now, not on 
your anticipated (or previous) ability or school(s).  
 
When responding to each item, use the following definitions of not confident, slightly 
confident, moderately confident, generally confident, and highly confident.  

Not Confident = I lack the necessary training and/or experience to effectively perform 
this activity. 

Slightly Confident= I perform this activity with confidence about 25% of the time.  
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Moderately Confident= I perform this activity with confidence about 50% of the time.   

Generally Confident = I perform this activity with confidence about 75% of the time. 

Highly Confident= I perform this activity with great confidence and believe that my 
training and/or experience has provided me with the skills to effectively perform this 
activity. 

Remember, this is not a test, and there are no right answers. 

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

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

2. Recognizing situations that impact (both negatively and positively) student learning 
and achievement.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

3. Analyzing data to identify patterns of achievement and behavior that contribute to 
school success. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

4. Advocating for myself as a professional school counselor and articulating the purposes 
and goals of school counseling. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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5. Developing measurable outcomes for a school counseling program that would 
demonstrate accountability.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

6. Consulting and collaborating with teachers, staff, administrators, and parents to 
promote student success.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

7. Establishing rapport with a student for individual counseling.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

8. Functioning successfully as a small group leader. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

9. Effectively delivering suitable parts of the school counseling program through large 
group meetings, such as in classrooms. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

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

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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11. Teaching students how to apply time and task management skills. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

12. Fostering an understanding of the relationship between learning and work.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

13. Offering appropriate explanations to students, parents, and teachers of how learning 
styles affect school performance. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

14. Delivering age-appropriate programs through which students acquire the skills 
needed to investigate the world of work.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

15. Implementing a program that enables all students to make informed career decisions.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

16. Teaching students to apply problem-solving skills toward their academic, personal, 
and career success.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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17. Evaluating commercially prepared material designed for school counseling to 
establish their relevance to my school population.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

18. Modeling and teaching conflict resolution skills.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

19. Ensuring a safe environment for all students in my school.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

20. Appropriately intervening in situations in which an individual or group treats others 
in a disrespectful or harassing manner.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

21. Teaching students to use effective communication skills with peers, faculty, 
employers, family, etc.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

22. Following ethical and legal obligations designed for school counselors.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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23. Guiding students in techniques to cope with peer pressure.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

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

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

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

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

26. Finding ways to connect and communicate with any given student in my school.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

27. Teaching, developing, and/or supporting students’ coping mechanisms for dealing 
with crises in their lives – e.g., peer suicide, parent’s death, abuse, etc.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

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

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

 

 



112 
 

29. Understanding the viewpoints and experiences of students and parents who are from 
cultural backgrounds different from my own.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

30. Helping teachers improve their effectiveness with students.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

31. Discussing issues of sexuality and sexual orientation in an age-appropriate manner 
with students. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

32. Speaking in front of large groups, such as in faculty or parent meetings.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

33. Using technology designed to support student successes and progress through the 
educational process. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

34. Communicating in writing with staff, parents, and the external community. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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35. Helping students identify and attain attitudes, behaviors, and skills that lead to 
successful learning. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

36. Selecting and implementing applicable strategies to assess school-wide issues. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

37. Promoting the use of counseling and guidance activities by the total school 
community to enhance a positive school climate.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

38. Developing school improvement plans based on interpreting school-wide assessment 
results.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

39. Identifying aptitude, achievement, interest, values, and personality appraisal resources 
appropriate for specified situations and populations.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

40. Implementing a preventive approach to student problems. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 
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41. Leading school-wide initiatives that focus on ensuring a positive learning 
environment. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

42. Consulting with external community agencies that provide support services for our 
students. 

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

43. Providing resources and guidance to the school population in times of crisis.  

Not Confident Slightly 
Confident 

Moderately 
Confident 

Generally 
Confident Highly Confident 

     

 
Copyright © 2014, All Rights Reserved. 56837  
2.669s (0.791, 0.734, 0.506, 0.128, 0.016) 
The Survey Link in the Distribute Survey page will return anonymous results.  
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APPENDIX B 
 

PARTICIPANT RECRUITMENT EMAIL 
 
APRIL 1, 2014 
 
Dear Professional School Counselor,  
 
 Thank you for the hard work that you do as a professional school counselor every 
day with your students. Your work is ensuring an increase in a highly educated workforce 
in Colorado. Evidence exists supporting the impact that you and other Colorado school 
counselors have on the lives of students. Because of your work and the work of all of the 
school counselors involved in the grant, more students are successfully completing 
elementary school, middle school, and high school prepared for postsecondary success.  
 
 In order to measure the effectiveness of the current professional development 
activities provided by the Colorado School Counselor Corps Grant, you are being asked 
to complete the Colorado School Counselor Corps Grant Survey. You will be asked to 
provide some demographic information followed by 43 multiple-choice statements that 
are answered based on a five-point Likert scale. The response options are not confident, 
slightly confident, moderately confident, generally confident, and highly confident. Your 
answers to the Colorado School Counselor Corps Grant Survey will remain completely 
anonymous. All the answers collected will become part of a dissertation measuring the 
impact self-efficacy has on counselors’ performance.  
 
 The survey will be available for two weeks from Monday, April 7 to Friday, April 
18. You will receive two additional reminders to complete the survey. The first one will 
be when seven days remain to complete the survey. The final reminder will be Thursday, 
April 17, when only one day remains to complete the survey.     
 
 Thank you in advance for completing the Colorado School Counselor Corps 
Grant Survey. Any questions regarding this research or survey should be directed to Dr. 
Gene Eakin or Mr. Patrick J. Millmore. Their contact information is listed below. 
 
 Sincerely, 
 
 

 
Dr. Gene Eakin 
Oregon State University 
Gene.eakin@oregonstate.edu 
541.737.8551 
 
 
 

 

mailto:Gene.eakin@oregonstate.edu
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Patrick J. Millmore, MS, NCC, NCSC 
Doctoral Candidate 
Oregon State University 
millmorp@onid.orst.edu 
720.579.6628 
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APPENDIX C 
 

Informed Consent for Colorado School Counselor Corps Grant Survey 
 
Project Title:  Assessing the Self-Efficacy of School Counselors Receiving ASCA Model 
Training 
 
Principal Investigator:  Dr. Gene Eakin 
Co-Investigator:   Patrick J. Millmore, MS, NCC, NCSC, PhD Candidate 
 
WHAT IS THE PURPOSE OF THIS STUDY? 
 
You are being asked to participate in the Assessing the Self-Efficacy of School 
Counselors Receiving ASCA Model Training research study conducted by Patrick J. 
Millmore and Dr. Gene Eakin. This study is looking at the impact of ASCA National 
Model Training on the self-efficacy of school counselors participating in the Colorado 
School Counselor Corps Grant. The hypothesis is whether or not the ASCA Model 
Training has had an effect of the self-efficacy of school counselors involved in the 
Colorado School Counselor Corps Grant. The results of this study will be used for a 
dissertation. We are studying this because we are interested in discovering how effective 
the current professional development has been in meeting the needs of the school 
counselors involved.  
 
WHAT IS THE PURPOSE OF THIS FORM? 
 
This consent form gives you information you will need to help you decide if you want to 
participate in this study. Please read the form carefully. You may ask questions about the 
research, the possible pros and cons of participating, your rights, and anything else that is 
not clear. When all of your questions have been answered, you can decide if you want to 
participate or not. You can contact the researchers with any questions. 
 
WHY AM I BEING INVITED TO PARTICIPATE IN THIS STUDY? 
 
You are being asked to take part in the study because you are listed as a professional 
school counselor employed by a school district who is in his or her first, second, or third 
year of participation in the Colorado School Counselor Corps Grant.  
 
WHAT WILL HAPPEN DURING THIS STUDY, AND HOW LONG WILL IT 
LAST? 
 
If you choose to participate in this study, you will be expected to complete the Colorado 
School Counselor Corps Grant Survey one time during the 2013–2014 school year. Your 
responses to this 43-item instrument will be compared to other school counselors 
completing the survey. At the completion of the study, all documentation will be 
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maintained for three years in a locked file case in Dr. Eakin’s office. All written and 
recorded materials will be destroyed immediately after the three-year period.  
 
WHAT ARE THE RISKS OF THIS STUDY? 
 
The researchers involved in the study will maintain your confidentiality. However, there 
is the possibility of two known risks described below. 
 

Breach of confidentiality: There is a chance that we could accidentally disclose 
information that identifies you. 
 
Internet research: The security and confidentiality of information collected from 
you online cannot be guaranteed. Confidentiality will be kept to the extent 
permitted by the technology being used. Information collected online can be 
intercepted, corrupted, lost, or destroyed. In addition, it can arrive late or 
incomplete or contain viruses. 

 
WHAT ARE THE BENEFITS OF THIS STUDY? 
 
We do not know if you will benefit from your participation. Possible benefits might 
include increased opportunities for professional development in the future, increased 
professional support, and assisting in potential development of professional development 
for school counselors. 
 
WILL I BE PAID FOR PARTICIPATING IN THE STUDY? 
 
You will not be paid for being in this research study.  
 
HOW WILL YOUR RESPONSES TO THE SCHOOL COUNSELOR SELF-
EFFICACY SURVEY BE USED? 
 
Your responses will be analyzed as part of the overall analysis of all responses. No 
individual responses will be analyzed.  
 
HOW WILL RESULTS BE SHARED? 
 
The results will be reported in the dissertation of the co-investigator. The results might 
also be shared through articles and professional presentations. All identifiable 
information will be kept secure.  
  
DO I HAVE A CHOICE TO BE IN THE STUDY? 
 
Your participation is strictly on a volunteer basis. You will not be treated differently if 
you choose not to participate. Choosing not to participate will not affect your relationship 
with the Colorado School Counselor Corps Grant. If you choose to withdraw from the 
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study prior to completion, the researchers may keep non-identifiable information about 
you. This information may be included in study reports. 
 
ADDITIONAL INFORMATION ABOUT CONFIDENTIALITY: 
 
FThe information you provide during this research study will be kept confidential to the 
extent permitted by law. Research records will be stored securely, and only researchers 
will have access to the records. Federal regulatory agencies and the Oregon State 
University Institutional Review Board (a committee that reviews and approves research 
studies) may inspect and copy records pertaining to this research. Some of these records 
could contain information that personally identifies you. 
 
WHAT IF I HAVE QUESTIONS? 
 
If you have questions about this research project, please contact: Patrick J. Millmore at 
millmorp@onid.orst.edu or 720.579.6628. You may also contact Dr. Gene Eakin at 
gene.eakin@oregonstate.edu or 541.737.8551. If you have questions about your right as a 
participant, please contact the Oregon State University Institutional Review Board (IRB) 
at IRB@oregonstate.edu or 541.737.8008. 
 
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) 
 
___________________________________ 
Participant’s Signature 
 
___________________________________ 
Date 
 
Researcher signatures indicate that the study was explained to the subject, comprehension 
was assessed and found to be sufficient, and the subject provided consent to participate in 
the study. 
 
___________________________________ 
Researcher’s Name (printed) 
 
___________________________________ 
Researcher’s Signature 
 
___________________________________ 
Date 

 

mailto:millmorp@onid.orst.edu
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