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THE EFFECT OF OPTIMISM-PESSIMISM
ON THE SUPERVISION WORKING ALLIANCE
CHAPTER 1
INTRODUCTION

The standard of care that is provided to clients in the
counseling profession is in many ways dependent upon the
professional standards of the supervising clinician during
the education and training of psychotherapists.

Counselors

and other psychotherapists have different personalities and
work from differing theoretical orientations as they help
clients change. Researchers have noted that the relationship
of the supervisee with a particular supervisor was analogous
to the supervisor's approach with clients (Marshall & Confer,
1980).

It follows that the personalities and theoretical

orientations of supervisors can impact the education and
development of their supervisees and the quality of care
received by the clients of the trainees.

Supervision has been described as a means of

transmitting the skills, knowledge, and attitudes of a
particular profession to the next generation in that
profession while also providing an essential means for
insuring that the trainee's clients receive a certain minimum
quality of care (Bernard and Goodyear, 1992).

To monitor and

perpetuate the delivery of quality mental health care, the
clinical supervision of counselors, counselors in training
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and the training of supervisors is an important focus for the
counseling profession.

Many counselors and psychotherapists can recall
supervisors who were particularly skilled in helping them
master the artful practice of counseling.

They can also

remember those supervisors whose responses were so critical
or judgmental that the supervisee doubted her or his own
abilities.

It is ironic that supervision is so personally

and professionally important to supervisees yet this area has
only recently become the focus of theoretical research by the
profession.

The impact of supervision on counselor training and on
the standard of care received by clients served by counseling
graduates is therefore an important focus for the counselor
education profession.

It is this "gatekeeping" function as

well as the educational responsibility of counselor education
programs that draws the profession toward the monitoring,
evaluating, and training functions implicit in the
supervisory role.

The study and research of supervision lags behind the
study and research of counseling or counseling psychology due
to the relatively recent emergence of supervision as a
separate discipline.

This explains to a large degree why

formalized training in supervision is not offered extensively
in counselor training programs at either the masters or
doctoral level throughout the country.

The lack of knowledge

of what constitutes effective supervision outcome or process
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from the perspectives of supervisors, supervisees, and
outside observers makes it difficult to compare the existing
counselor supervision training programs or to design new
supervision training programs.

Supervision has much in common with other functions

performed by counselors, such as teaching, therapy, and
consultation.

While supervision is an essential and

frequently required aspect of professional practice, McColley
and Baker (1982) found that only 20 per cent of new
supervisors had taken a course or seminar in supervision.

Hess and Hess (1983) found that only about 40 per cent of
psychology internship sites provided continuing training of
supervisors.

While it appears that supervision is both

necessary and vital to the profession, there is a continuing
search for usable data about the nature of the process and
outcome in the supervision of counseling professionals.
Some researchers interested in supervision focus
attention on the relationship factors of supervision.

Since

the supervision relationship is often compared to the
therapeutic dyad, a collaborative relationship or working
alliance must be established in which the therapist and
client work together to resolve the client's problems.

Worthington and Roehlke (1979) found that supervisors and
supervisees' satisfaction with supervision was related to
their evaluation of the supervisory relationship.
study, both supervisors and trainees reported that

In this
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personality issues were often the most difficult problems to
overcome.

Among the factors considered in a supervision working
alliance are the personality traits of the participants
involved.

It is considered important, therefore, to

determine which supervisee or supervisor personality
characteristics have impact on the supervision relationship
and how those characteristics affect the perceptions of the
supervisor and supervisee.

Teyber (1989) stated that the greater component of
change in the counselor trainee (student) is less the
personality and theoretical orientation of the supervisor
(teacher) than the nature of the relationship that the
supervisor provides to the trainee.

Others emphasize personality variables as significant to
the quality of the supervisory interaction (Loganbill, Hardy
& Delworth, 1982; Patterson, 1983).

Those supervisors who

possess the ability to encourage, process, and address
feedback from supervisees increase the likelihood of both

educating supervisees professionally and personally and
empowering them to perform their counseling work with more
confidence and effectiveness.

Supervisees who feel heard by

their supervisors are more apt to be receptive professionally
and personally to taking in new information that may have
otherwise been too threatening to perceive.

Supervisees

begin to feel empowered when they experience an increased
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sense of support and trust from their supervisors both in and
out of the supervision relationship.

Since the supervisory relationship is viewed as similar
or parallel to the counseling relationship in its
interpersonal dynamics, it is the intent of this study to

explore the nature of the relationship between the supervisor
and the supervisee as they establish a working alliance in a
specific situation, the field site internship.

Literature Review
In the 1980s, theorists and researchers were interested
in the process of supervision of counselors and other
psychotherapists (Hess, 1980a; Loganbill, Hardy, & Delworth,
1982; Miars, Tracey, Ray, Cornfeld, O'Farrell, & Gelso, 1983;
Worthington, 1984; Stoltenberg, 1981; Stoltenberg & Delworth,
1987).

The purpose of much of the research was to develop

instrumentation to apply to supervision processes.

These

studies were concerned with the nature of the supervisor
supervisee relationship, the different models of supervision,

and the changes that occurred in supervisees as a part of the
supervision experience.

Much of this research described the

supervision process in order to provide more successful
supervision.

Supervision scales have been developed to assess trainee
expectations (Friedlander & Snyder, 1983), supervisor style
(Friedlander & Ward, 1984), counselor development level and
supervision environment (Reising & Daniels, 1983; Wiley &
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Ray, 1986), and the working alliance (Horvath & Greenberg,
1989; Efstation, Patton, & Kardash, 1990).

In previous research, successful supervision, as defined
by trainee satisfaction levels, had been shown to be related
to the existence of a personal and pleasant relationship
between the participants (Hutt, Scott, & King, 1983;
Worthington & Roehlke, 1979).

Other studies had shown that

successful supervision outcome has been associated with
supervisor structure and direction of the process
(Worthington & Roehlke, 1979), and trainee perception of
supervisor expertness, attractiveness, and trustworthiness
(Heppner & Handley, 1981).

Several researchers (Efstation,

Patton, & Kardash, 1990; Holloway, 1987) have indicated that
in successful supervision it is the relationship between the
trainee and supervisor that determines the outcome.

The supervisory relationship may be examined from at
least two perspectives:

(a) observing actual behavior and

(b) assessing the perceptions of the participants.

Most of

the current literature has examined the process of

supervision from the perspective of the participants without
focusing on their interactions.

This attention on the

perspectives of the participants is descriptive and valuable
and has produced some information about the supervision
process, but it may not be indicative of the actual insession behaviors (Tracey & Sherry, 1993).

Some more recent exploratory and descriptive work has
examined the sequential behavioral interactions in

7

supervision of student supervisors and trainees (Holloway,
1982; Holloway & Wampold, 1983).

Subsequently, power and

affiliation were investigated as dimensions of the
interactions between supervisors and trainees (Friedlander,

Siegal, & Brenock, 1989; Holloway, Freund, Gardner, Nelson, &
Walker, 1989; Martin, Goodyear, & Newton, 1987).

Holloway

et. al. (1989) found that there was a great amount of
uniqueness in style with regard to the sequences of messages
and behaviors between supervisor and supervisee among
experienced supervisors.

Tracey and Sherry (1993), using

outcome studies with the same supervisors and successful and
unsuccessful trainees, found that there were individual

differences in the way supervisors responded to trainee
hostility.

Supervision has been defined in the literature in
several ways.

One researcher defines it as "an intensive,

personally focused, one-to-one relationship in which one
person is designated to facilitate the development of
therapeutic confidence in the other person" (Loganbill,
Hardy, & Delworth, 1982, p. 4).

This definition by Loganbill

overlooks the concept of group supervision.

Group

supervision is a modality that clinical supervisors employ
quite frequently (Holloway and Johnson, 1985).

Loganbill's

et. al. (1982) definition does not focus on two other areas
of supervision such as psycho-educational or career
counseling.

The client-protective function of supervision is

also not explicitly acknowledged.

This definition contrasts
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with the definition of supervision as "to oversee," which is
too broad a description and too inclusive to be helpful.

Loganbill's definition, therefore, suggests a more narrow and
restrictive focus.

Hart's (1982) definition states that supervision is "an
ongoing educational process in which one person in the role
of supervisor helps another person in the role of the
supervisee acquire appropriate professional behavior through
an examination of the supervisee's professional activities"
(p. 12).

While Hart's definition is educational in nature,

Bernard and Goodyear (1992) emphasize the client protective
function of supervision.

They define supervision as:

an intervention that is provided by a senior
member of a profession to a junior member or
members of that same profession. This relationship
is evaluative, extends over time, and has the
simultaneous purposes of enhancing the professional
functioning of the junior(s), monitoring the
quality of professional services offered to the
clients she, he, or they see(s), and serving as a
gatekeeper for those who are entering the
particular profession. (p. 4)
.

.

.

These researchers also relate supervision to the
standard of care for the profession by describing it as
follows:

Supervision is a means of transmitting the skills,
knowledge, and attitudes of a particular profession
to the next generation in that profession.
It also
is an essential means of insuring that clients
receive a certain minimum quality of care while
trainees work with them to gain their skills.
(Bernard and Goodyear, 1992, p. 2)
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The earliest conceptualizations of clinical supervisions
were extrapolations from psychotherapy theories.

More

recently, specific supervision models have been developed
independent of psychotherapy.

Bernard and Goodyear (1992)

have stated that none of these perspectives has received
adequate empirical attention.

Supervision is considered to be an intervention for the
trainee and subsequently for their client.

The role of the

supervisor is often that of a teacher with the supervisee
that of a learner.

Education and supervision are alike in

that there is an evaluative aspect to the intervention.

Each

ultimately serves a gate keeping function regulating who may
enter the world of work in a chosen area.

Supervision also contains elements of counseling or
therapy in which the supervisor may help the supervisee to
examine aspects of his or her behavior, thoughts, or feelings

that are stimulated by a client; particularly when these may
act as barriers to the work with the client (Bernard and
Goodyear, 1992).

These interventions, however, should be

only in the service of helping the trainee to become more
effective with clients since providing therapy to a
supervisee by a supervisor is an ethical problem (Borders
Leddick, 1987).

&

The single most important difference between

therapy and supervision resides in the evaluative
responsibilities of the supervisor.
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Supervision Models and the Supervisory Relationship
Although counselor supervision has been seen as
important to the profession, it is often discussed in terms
of its parallels with therapy (Hess, 1980b; Carifio and Hess,
1987; Friedlander, Segal, and Brenock, 1989).

Marshall &

Confer (1980) noted that the relationship of the supervisee
with a particular supervisor, in many respects, was analogous
to the supervisor's approach with clients.

Concept of parallel process.

Supervision could be

thought of as an intervention that is comprised of multiple
skills, many of which are common to other forms of
intervention.

It is the configuration of these skills that

makes supervision unique among psychological interventions.

There is also at least one phenomenon--that of parallel or
reciprocal process (Doehrman, 1976)--that is unique to
supervision and distinguishes it from other interventions.

Doehrman's concept of parallel process demonstrates that
a supervisee who feels encouraged and supported by his or her
supervisor is more than likely going to set up a

psychotherapeutic environment that is similarly encouraging
and supporting to his or her clients.

Doehrman (1976) stated

that investigating, assessing, and learning from a
supervisee's judgments and perceptions of what constitutes

effective supervision will not only contribute to a
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supervisee's growth as a clinician but will ultimately
contribute to the growth of the clients he or she serves.

Expressing their needs and having them acknowledged and
attended to by their supervisors has a positive effect on
supervisees' feelings of confidence and their clinical work
with clients.

Doehrman's concept of parallel process

demonstrates that a supervisee who feels encouraged and
supported by his or her supervisor is more than likely going
to create a psychotherapeutic environment that is similarly
encouraging and supporting to his or her clients.

Supervisory relationship.

As described previously for

the purposes of this study, supervision is a transactional
relationship between a counselor and a relatively
sophisticated therapist/supervisor wherein they discuss

assessment and therapeutic methodology with specific
reference to treatment cases of the trainee.

Interactions

between the supervisor and supervisee form a complex process
involving varying proportions of instruction, self-revelation
and evaluation.

Supervisors teach trainees about techniques

and conceptualizations in working with clients.

They also

help trainees to identify and understand how personal
attributes influence interactions with clients.

Within university graduate programs, evaluation of
supervisees' strengths and weaknesses as therapists is made
by supervisors.

Hutt, Scott, and King (1983) found that

supervisees preferred a facilitative relationship including
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warmth, acceptance, respectfulness, mutual self-disclosure,

with trust and understanding in which task-oriented
supervisor behaviors also took place.

It was relationship

factors alone which prompted supervisees in that study to
reject the supervision experience (e.g. supervisor
inflexibility).

Moskowitz and Rupert (1983) traced the effects of
conflict within the supervisory relationship, delineating
more easily resolved issues (e.g. supervisory style) from
those more difficult to correct (e.g. personality), and
specified the consequences of unresolved conflict on the
supervision relationship.

Various models describe different roles and
relationships which supervisors and supervisees occupy in
counselor supervision.

For example, Fisher (1989) found that

students beginning to receive supervision preferred a
relationship with their supervisor that was more
authoritarian than egalitarian.

This is consistent with a

study of students in both beginning and advanced supervision
by Nelson (cited in Fisher, 1989) who found that students
beginning to receive supervision preferred a supervisor who
was somewhat more domineering.

Models of supervision.

Models generally are graphic

characterizations of theoretical assumptions, and therefore
are more circumscribed than would be a theory.

For example,

the psychoanalytic supervisor may examine motivations for the
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student-therapist's conduct in therapy, and may use the
technique of interpretation and foster a process of
identification with the supervisor to accomplish
psychoanalytic supervision.

Literature regarding client

centered and humanistic approaches to supervision are
concerned with teaching the student to listen to the client,

increasing authentic interaction and congruence, and
fostering growth.

Supervision models have been developed from
psychotherapy theory and practice or have been developed to
speak specifically to the process of supervision.

Hart

(1982) noted, "One can imitate an outstanding supervisor, but

without theory or a conceptional model one does not really
understand the process of supervision" (p. 27).
In the recent past, there have been discussions

examining the developmental models of supervision as proposed
by Stoltenberg (1981) and Loganbill, Hardy, and Delworth
(1982).

The developmental models of supervision commonly

highlight the changes in supervision structure as counselors
in-training gain experience.

Hess (1980a) points out that

while the intent of the supervisory process is usually clear,
the effect of the process is not fully predictable; thus,

skills are intentionally and potentially enhanced by
interaction with another person.

The developmental model of counselor education has
dominated the study of counselor-psychotherapist professional
functioning and supervision (Ronnestad & Skovholt, 1993).
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The study of issues such as relationship aspects (Hess, 1987;

Worthington, 1984; Worthington & Stern, 1985); expectations
(Friedlander & Snyder, 1983; Heppner & Roehlke, 1984);

didactic-instructional aspects of supervision (Friedlander &
Ward, 1984; Worthington, 1984); the role of feedback and
support (Heppner & Roehlke, 1984; Ronnestad, 1977;
Worthington & Roehlke, 1979; Worthington & Stern, 1985);

process issues (Stoltenberg, 1981); and issues such as goal
definition, assessment of learning and developmental needs,
expertise, and conceptual level (Borders, 1989; Borders,

Fong, & Neimeyer, 1986; Hillerbrand, 1989) have been
influenced by a developmental concept.

Awareness of the predictable stages of supervisee and
supervisor training by counselor educators led to the
developmental theories of the 1980s.

Models of counselor and

psychotherapist development in general and within supervision
have been contributed by Blocker (1983), Hess (1986, 1987),
Hogan (1964), Littrell, Lee-Borden, & Lorenz (1979),

Loganbill, Hardy, & Delworth (1982), Ronnestad & Skovholt
(1993), Stoltenberg (1981), and Stoltenberg & Delworth
(1987).

These works have contributed to improving the pool

of knowledge on professional development and supervision
within the field of counseling and psychotherapy.

There is

reasonable validity to the perspective that what is good
supervision depends on the developmental level of the
candidate.

The use of the developmental paradigm to

understand changes in supervision and counselor perception
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and behavior has been questioned and criticized (Holloway,
1987).

She pointed to serious shortcomings in existing

research concerning methodology, methods of measurement, and
sources of data.

More specifically, there has been a heavy

use of structured self-reports, an over emphasis on studying
change within the supervisory context, and a lack of
attention to studying actual counselor behavior (Holloway,
1987).

Supervisors are even more likely than therapists to have
a blended orientation because supervisors work from both
therapeutic and educational models.

Currently the training

of counselors has been more grounded in theoretical content
than has been the training of supervisors.

Bernard and

Goodyear (1992) list five approaches to conceptualizing
supervision.

These are psychotherapy based, developmental

model based, personal growth, parallel process, and
isomorphism.

The majority of supervision models have a

strong developmental component.

Although this research

discusses a few non-developmental models, the emphasis in
supervision has been on the developmental model reflected in
Hogan's (1964) work.

Worthington (1987) supported Hogan's developmental
model, which viewed the counselor in training as changing in
goals, needs, and expectations.

Several recent authors of

developmental models of supervision have adopted or
reconstructed Hogan's (1964) developmental approach to
supervision (Littrell, Lee-Borden, & Lorenz, 1979;
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Stoltenberg, 1981; Reisling and Daniels, 1983).

Hogan's

model was the first in the literature to succinctly state a
developmental theory of supervision.
Four levels of development were promoted by Hogan (1964)

with each level defined by differing trainee needs; different
supervisory behaviors were responses to those needs.

The

different supervisee levels as well as compatible supervisory
style are summarized as follows by Hogan (1964):
(a) Supervisee is dependent, unaware, insecure and
uninsightful; supervisors should interpret, support
and teach.
(b) Supervisee is wavering between
dependency and autonomy, struggling with insights,
and varying between overconfidence and overwhelmed;
supervisor should support, verify balance,
exemplify and to a lesser extent teach.
(c)
Supervisee is more self-confident, more insightful,
and more aware of neurotic and healthy motivation;
supervisor should become more of a peer, increase
professional and personal confrontation.
(d)
Supervisee is more artistically developed, more
intuitive, personally autonomous, and supervisee's
personal insecurity is based on wariness of
insecurities; supervisor should become a peer
engaging in consultation.
(p. 140)

An empirical study of Hogan's model done by Reisling and
Daniels (1983) strongly supported the construct validity of
the model.

It was the authors' contention that even though

Hogan's model was quite specific and behavioral it is also
broad conceptually.

This study found that counselor

supervision is best characterized by a complex developmental
model rather than a simple model of trainee development.

Specific factors involved in trainee development, including
anxiety/doubt, independence, method/skills training,

commitment/ambivalence, work validation and respectful
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confrontation were identified.

This study concluded that

better cognizance of a complex developmental process of
trainees by supervisors and counselor training programs would
increase efficiency of supervision.

Littrell, Lee-Borden, and Lorenz (1979) proposed another
developmental framework.

Their framework incorporated four

separate but related steps into a unified process and
emphasized important developmental stages:

Stage one- a

focus on the supervisory relationship, goals setting, and
contracting; Stage two- a combination of counseling/therapy
and teaching; Stage three- a consultation approach to
supervision; Stage four- a self-supervision perspective.

The

model suggested that as trainees move from stage one to four
they have increased professionalism and have less need for
outside supervision.

The model also assumed that supervisors

will systematically and explicitly teach counseling trainees
how to become self-supervising counselors.

This teaching

should include the ability to appropriately apply
counseling/therapeutic, teaching, and consulting behaviors.

Stoltenberg (1981) enlarged upon Hogan's (1964) model by
integrating the different cognitive and personality traits of
students as proposed by Hunt (cited in Stoltenberg, 1981),
adding descriptions of optimum supervision environments.
Stoltenberg described the development of the

counselor/trainee as a process from dependence, to
dependence/autonomy, to conditional dependence, and finally
to the status of master counselor.

He also clarified the
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supervisory methods that would complement the developing
stages of the supervisee.

Like Hogan (1964) and Littrell et

al. (1979), he wrote that the supervisors should start out as
highly didactic and supportive and gradually move into a
collegial consultation role.

Stoltenberg (1981) named his

model the "Counselor Complexity Model" (p. 84) which prompted
a number of investigations examining the validity of this
model (Miars et al., 1983; Hepner and Roehlke, 1984;

Worthington, 1984; Friedlander and Ward, 1984; Krause and
Allen, 1988), all of which showed moderate to strong support.

Stoltenberg (1981) proposed no particular time line of
progress for therapists.

Rather he acknowledged that each

trainee progresses at an individual pace.

Indeed,

Stoltenberg (1981) warned that it is unlikely for a therapist
to reach the ultimate stage(s) without having had
considerable experience in the profession, and that some will
never reach these levels.

In terms of progress through the

stages, no claim is made that development is of the "all-or
none" sort.

Transitional phases are postulated and

presumably will show themselves as mixtures of adjacent
levels.

Developmental models of supervision after 1979 focused
on what was the best theory of the best supervision.

The

majority were models which specified not only the tasks and
process of supervision, but which also predicted the
developmental phases of supervisees as they mastered the
skills of psychotherapy (Bernard, 1979; Loganbill, Hardy, and
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Delworth, 1982; Marshall and Confer, 1980; Stoltenberg, 1981;
Stoltenberg and Delworth, 1987).

The search for the ingredients of high quality
supervision continued in the 1980s.

Lambert and Arnold

(1987) found that effective supervision taught relationship
skills through the modalities of instruction, modeling,
practice and feedback.

Allen, Szollos, and Williams (1986)

published a comparison of best and worst supervision
experiences which highlighted expertness, trustworthiness,
fostering supervisee personal development, psychodynamic

orientation, supportiveness, and clear communication among
the qualities of preferred supervisors.

Sexism and

authoritarianism were the features of less preferred
supervisors in that study.

Kennard, Stewart and Gluck (1987) showed that

supervisees liked supportive, instructive, and interpretive
supervisors.

Negative social behaviors such as defensiveness

and criticism were related to less satisfaction in a
supervision study by Holloway and Wampold (1983).

The sense

of satisfaction came for subjects in that study when the
supervisor followed up on supervisee ideas by asking for more
information.

Heppner and Handley (1981) found that supervisor
attractiveness and trustworthiness were more related to
supervisee satisfaction than were the perception of the
supervisor as expert.

In a follow-up study Heppner and

Handley (1981) showed that honest feedback and teaching
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within a supportive relationship were the qualities which
underlay the results of their earlier study.

As before, these findings all seem to point not to
particular techniques in supervision, but to the supervisory
relationship as most important in determining satisfaction
with and effectiveness of training.

These results were

summarized by Carfio and Hess (1987) in their review of the
literature.

They concluded:

High functioning supervisors perform with high
levels of empathy, respect, genuineness,
flexibility, concern, investment, and openness.
Good supervisors also appear to be knowledgeable,
experienced, and concrete in their presentation.
They use appropriate teaching, goal setting, and
feedback techniques during their supervision
interactions. Last, good supervisors appear to be
supportive and non-critical individuals who respect
their supervisees and do not attempt to turn the
supervisory experience into psychotherapy (p. 244).
Another sphere of inquiry in the 1980s was whether
development of supervisees could be demonstrated and if so to
which developmental theory did the evidence lend support.
Holloway (1987) commented that, "Developmental models of
supervision have become the zeitgeist of supervision,
thinking, and research" (p. 209).

By far the most visible

theme in recent years has been that of the developmentalists,
at least in the case of the psychiatric, psychological,
counseling, and social work fields (Worthington, 1984).
Borders (1986) disagreed in that the developmental model

of supervision "describes counselor growth of a series of
sequential, hierarchical stages, each requiring different
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supervision interventions" (p. 9).

Holloway (1987) in a

review of the five most frequently cited developmental
models, divided them by their links to their origins in
psychosocial development theory (Blocker, 1983; Loganbill et
al., 1982; Stoltenberg, 1981) and those that have not linked
to this theory (e.g. Hogan, 1964; Littrell et al., 1979).

Worthington (1987) on the other hand divided the literature
into two groups:

the models and studies that have addressed

supervision of the developing counselor (Hill, Charles, and
Reed, 1981; Loganbill et al., 1982; Stoltenberg, 1981) and
those that have taken the complementary tack of addressing
supervision by the developing supervisor (Alonso, 1983; Hess,
1986).

A developmental approach to supervision is described
positively by Bernard and Goodyear (1992) in that (a) it
makes sense intuitively and (b) it is hopeful; therefore,

diminishing the evaluative component that many supervisors
find problematic.

It is interesting to note, however, that

most empirical investigations of developmental models of
supervision report only partial or some support for the
developmental approach (Borders, 1989; Krause and Allen,
1988; Reisling and Daniels, 1983; Miars, Tracey, Ray,
Cornfeld, O'Farrell, and Gelso, 1983).

An even smaller

number of studies (Fisher, 1989; Moy and Goodman, 1984) found
no support for developmental theory.

Holloway (1987) suggested that supervision is only one
event in the trainee's professional and personal life, and it
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is perhaps not the most important event.

Holloway feels that

it is too early to assume a predictable development paradigm
(Holloway, 1987).

Supervisor development.

Supervisor development is also

an assumption of the developmental models.

Hess (1986, 1987)

describes supervisor development as having three stages:

(a)

a beginning stage characterized by the difficulty of role
status change and a focus more on the client than the
counselor and on techniques that will produce client change;
(b) an exploration stage in which the supervisor begins to
identify with the role of supervisor and becomes more

knowledgeable regarding supervision dynamics; and (c) a
confirmation of supervisor identity stage in which the
central focus is on the supervisee's learning agenda.
As has been concluded before (Krause and Allen, 1988), a

positive, growth inducing relationship seems to precede the
supervisee's ability to learn from even a highly skilled
supervisor.

The importance of this conclusion lies in the

recognition that learning to be a counselor is not like
learning algebra.

In the latter, no need for a facilitative

relationship exists since students can learn purely from
didactic and illustrative methods.

Somehow in counseling

supervision, a transpersonal process exists which influences
students' ability to benefit from offered teachings.

Holloway (1987) suggested that even though developmental
models offer frameworks which describe behavior typical of a
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supervisee, these frameworks do not offer adequate
explanations of supervisee development.

Holloway (1987)

suggested that future research focus on the supervisory
relationship and on supervisor characteristics.

Less attention has been placed in the supervision
literature on the impact of the supervisor.

There is a need

for studying the impact of the developmental level of the
supervisor on counselor-psychotherapist development
(Ronnestad & Skovholt, 1993).

A supervisor who has stagnated

professionally (Ronnestad, & Skovholt, 1993) may likely
facilitate stagnant processes in the student who is being
supervised.

Workina alliance.

Bordin (1983) proposed that the

supervision relationship involves a working alliance similar
to that which is present in therapy.

It is in the working

through of the interactions of this alliance which
cumulatively affect the supervisor-supervisee relationship
and the tasks that the two accomplish.

It follows that

factors which would affect this working alliance would be an
important research area for counselor educators.

Rogers (1957b) and Truax and Carkhuff (1967) indicated
that psychotherapy clients need to be treated with warmth,

empathy, and genuineness by their counselors in order for
client disclosure and growth to occur.

Supervisees need to

be treated similarly in order for them to feel comfortable in
exposing their professional vulnerabilities and to begin to
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articulate their needs in their respective supervisory
relationships.

Not being treated in this manner can often

result in tension and conflict in the supervisory
relationship (Kudushin, 1985).

Supervisors need to learn

from their supervisees just as psychotherapists need to learn
from their clients.

Greenson's theory (cited in Horvath & Greenberg, 1989)
divided the counseling relationship into three components:

the working alliance, the transference relationship, and the
real relationship.

Greenson's formulation, particularly on

the working alliance, had a major impact on analytic therapy
in the past.

Gelso and Carter (1985) took it a step further

by proposing that "all therapeutic relationships consist of
these three components, although the salience and importance
of each part during counseling or therapy will vary according
to the theoretical perspective of the therapist and the
particulars of a given therapy" (p. 161).

Although formally

embedded in analytic thought, all approaches to counseling
and therapy would probably agree, and about equally, that the
working alliance component of the total relationship must
exist and be healthy if effective therapy is to proceed
(Gelso & Carter, 1985).

The concept of the working alliance has its roots in
psychoanalytic theory and can be identified in two forms:

a

relationship between the analyst and an abstract concept, and
a relationship between the analyst and the patient (Bordin,
1979).

Bordin (1979) redefined the working alliance as a
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phenomenon with three distinct and interrelated attributes:

an emotional bond between the participants, an agreement
about the goals of counseling, and an agreement about the
tasks of the work.

There is an attachment between the

participants, and an implicit or explicit view that the
desired goals of the work are appropriate for both counselor
and client.

Additionally, the participants agree on what

intra- and extra-therapy behavior or tasks will be helpful in
attaining the agreed upon goals.

As an extension of Bordin's

formulation, Gelso and Carter (1985) suggested that the
working alliance is an emotional alignment that is both
fostered and fed by the emotional bond, agreement on goals,
and agreement on tasks.

They stated that it is the strength

of the working alliance that is a primary contributor to the
outcome of helping relationships.

Bordin (1979) defined the working alliance as the
collaboration between the client and counselor based on their
agreement on the goals and tasks of counseling and on the
development of an attachment bond.

Mallinckrodt and Nelson,

(1991) examined the relationship between a counselor
characteristic (training level) and working alliance.

The

results of their study showed a relationship between
counselors' expectations for relationship and counselor-rated
working alliance derived from their experience in three
counseling sessions.

Mallinckrodt (1993) later examined the associations
among working alliance, session-evaluations, and counseling
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outcome.

Sixty-one clients and student counselors from 41

dyads completed ratings of session depth, smoothness,

positivity, and arousal after each session for a total of 12
sessions.

The results of this study indicated that

evaluations of early sessions were significantly related to
later alliance ratings, and positive alliance ratings
predicted subsequent session outcome evaluations.

Baker (1990) studied the relationship between supervisor
and supervisee narcissism, gender, and theoretical
orientation and the supervisory working alliance.

Using 68

supervisors and 71 doctoral-level supervisees, dyads

completed a narcissism scale and a demographic data sheet and
evaluated their supervisory relationship using a measure of
the supervisory working alliance.

No significant differences

were found between the supervisory working alliances of
supervisory dyads who were matched or unmatched by gender or
theoretical orientation.

However, significant negative

relationships were found between supervisor's evaluations of
their supervisory working alliances with both supervisor
experience and frequency of supervision sessions.
Other researchers (Al-Darmaki and Kivlighan, 1993)
studied the working alliance from the focus of expectations.

These researchers predicted working alliance as most
significant for the counseling relationship suggesting that
what matters is whether the client's and counselor's
expectations for relationship match, and not whose
expectations are higher or lower.

One could expect that the
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supervision relationship would mirror in this respect the
counselor-client interaction.

This characterization of the working alliance challenges
Rogers' (1951) idea that facilitative conditions are not only
necessary, but sufficient conditions for client change.

In

fact, Gelso and Carter (1985) have argued that research on
the Rogerian relationship conditions has gone as far as it
can.

They argued for a paradigm shift and suggested the

working alliance as a basis for that new paradigm.

Personality Characteristics of Counselors
in Training and Supervisors
The literature about counselor supervision often alludes
to personality characteristics of supervisees (Cozzens, 1990;

Ekstein & Wallerstein, 1972; Heppner & Handley, 1982; Leddick
& Dye, 1987; Robyak, Goodyear & Prange, 1987; Tracey,
Ellickson, & Sherry, 1989; Worthington & Roehlke, 1979).
Opinions differ as to which characteristics do exist, as well

as to which personality characteristics are suited or illsuited to the training process.

Level of autonomy, empathy,

self-awareness and personal motivation are a few of the
characteristics that have been discussed (Ekstein and
Wallerstein, 1972; Loganbill, Hardy and Delworth, 1982;
Patterson, 1983).

However, the literature does not show how

personality traits relate to trainees' perceptions of
supervision.
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Carl Rogers (1951) wrote that the counselor needs to be
congruent and have unconditional positive regard for the
client in a client-centered approach to therapy.

Patterson

(1983) expanded this concept of Rogers' and placed it in the

context of supervision in terms of the supervisee when he
wrote, "Supervisees are expected to be committed to
acceptance of empathic understanding, respect, and
genuineness as necessary conditions

.

.

"

(p. 23).

The

comparison of these constructs as conditions or personality

characteristics or whether the supervisee's agreement to
these conditions is a personality characteristic which has an
impact on supervision was not made clear.

Cohen (1980) referred to trainee anxiety and how it
impacts on trainee perceptions and experiences in supervision
because of the evaluative nature of supervision. Stansbury
(1982) described personal motivation, respect for individual
differences, and self-awareness as important. Blocker (1983)
stated that anxiety and vulnerability are common supervisee
personality characteristics that affect supervision.

Bordin

(1983) described the need for collaboration with increased

self-awareness and empathy as significant prerequisites to
effective supervision.

In each case, the implication was

that supervisees' supervision experiences would be affected
by their possession of or lack of certain personality
characteristics.

Handley (1982) related cognitive styles of supervisees,

as determined by the Myers-Briggs Type Indicator, with
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supervisor satisfaction with trainees' performance in
supervision.

The results indicated that supervisors tended

to be more satisfied with trainees who are higher on
intuitive measures than sensing measures.

However, trainees'

satisfaction with supervision and ratings of their

interpersonal relationship with supervisors were not related
to the cognitive styles of supervisors.

These results

suggest that awareness of cognitive styles by both supervisor
and supervisee early in the supervision process might be
helpful to effective supervision, and that "such knowledge
might aid them in better understanding how they relate to
each other interpersonally and how satisfied they might be
with supervision" (p. 514).

An investigation of Hogan's (1964) model of counselor
development in supervision was done by Reisling and Daniels
(1983).

Using 441 counseling psychology graduate student

trainees, interns, and professional staff in 20 university
counseling centers, the authors looked at personality factors
across differing levels of experience.

Results show that

supervisees at the advanced master's level or below started

out with relatively high levels of anxiety and doubt which
decreased with more supervision experience.

Pre-master's

trainees began highly dependent, but as trainees moved toward
Ph.D. level there was a dramatic decrease in the need for
feedback and validation.

Interestingly, personal doubt and

difficulty with the ambiguity and imperfection of the
counseling profession persisted and even increased in Ph.D.
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level professionals compared with advanced master level
trainees.

From the results of these studies Reisling and Daniels
(1983) concluded that more mature counselors were not as
incapacitated by these problems as less experienced trainees
might be.

Trainees showed increased readiness for a more

personal, confrontive relationship with the supervisor as
experience levels increased.

Cozzens, (1990) investigated the relationship between
personality dimensions of counselors in training and trainee
perceptions of 48 supervisor behaviors.

The results showed

that the 47 trainees had a favorable perception of their
supervisors and the supervision experience.

The best

predictor of trainee satisfaction with supervision was the

trainee's level of responsibility to others and the trainee's
perception of supervisor behaviors.

Ekstein and Wallerstein (1972) in describing the
teaching and learning of psychotherapy mentioned many
personality traits of supervisees.

The authors stressed the

purpose of supervision as learning and that the trainee
should take responsibility for the learning.

Ekstein and

Wallerstein (1972) also emphasized the importance of the
trainee being open to change and genuine adaptation.

These

authors described the beginning trainee's anxiety, curiosity,
hope, despair, embarrassment, and guilt which the trainee
brings to the supervision, as a parallel what the new client
brings to therapy.

That personality traits are significant
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to the process of supervision is accented by Ekstein and
Wallerstein (1972).

Examples of trainee characteristics that impact on
supervision are perceptions of supervision and personality
characteristics.

Studies investigating the supervisee's

perception of supervision and the supervisor have usually
separated supervisees on their supervision experience level.

Worthington and Roehlke (1979) found that beginning
practicum counselors perceived their supervision as effective
if (a) a pleasant and personal supervisee-supervisor
relationship existed; (b) supervisors provided relatively
structured supervision sessions, especially during early

sessions; and (c) supervisors directly taught beginning
counselors how to counsel and then encouraged the new
counselors to try out their new skills.

A 1981 study by Heppner and Handley of 33 beginning
master students being supervised by 20 doctoral students was
interested in the trainees' perceptions of their supervisors.

The results of this correlational study indicated a positive
correlation between trainee's perceptions of supervisor
characteristics (attractiveness, expertness, and
trustworthiness) and both trainee's perceptions of the
therapeutic relationship and trainee's satisfaction with
supervision.

In a similar study by Heppner and Handley

(1981) using self-report data and 33 beginning practicum

students, they concluded that beginning level trainees view
judgmental supervisory behaviors as being more consistent
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with effective supervisors.

The same study concluded that

supervisors who only provided positive feedback and did not
confront trainees' non-facilitative behaviors were perceived
by trainees to be less trustworthy, thus trainees tended to
question what was not being said by the supervisor.

The

investigators found trustworthiness and attractiveness to be
more important than experience to the trainee.
In Rickards' (1984) study, a moderate relationship was

found between the nature of the interaction in supervision
and perceptions formed by the trainee about the supervisor.

This study investigated 28 beginning practicum students who
were supervised by 17 practicum instructors.

A combination

of self-report and audio-taped verbal behavior was the focus
of this correlational design.

The results suggested that

beginning counselor trainees perceive their supervisors
positively unless negative behavior reduces this impression.
Friedlander and Snyder (1983), in a study with 82
trainees at different experience levels, found that more
confident trainees and those with expectations that
supervision would affect both their clients and themselves,
expected more from their supervisors in every respect.

These

trainees expected supervisors to be more trustworthy than
expert, more expert than attractive, and more evaluative than
supportive.

Experience level accounted for little difference

in trainee expectations.

As in Heppner and Handley's study

(1981), trainees emphasized the relative importance of
supervisors' trustworthiness in relation to attractiveness

33

and expertness, and evaluation to support.

The level of the

trainee's experience did not influence the results of this
study contrary to the developmental model.

The Heppner and Roehlke (1984), study investigated
supervisees at three different experience levels on their
perceptions and expectations for supervision.

Their

investigation combined three inquiries involving 58 beginning
practicum students, 51 advanced practicum students and 36
doctoral interns over a two year period.

The results showed

a strong difference in perceptions and expectations of
supervision across the three different experience levels of
supervisees.

Beginning practicum supervisees were satisfied

with supervisor behaviors they perceived as fostering a
positive relationship with them in supervision.

Advanced

practicum level trainees indicated more satisfaction with
supervisor behaviors they perceived as being facilitative to
the development of additional counseling skills.

Trainees at

the intern level expressed satisfaction with those supervisor
behaviors that were perceived as being related to both
acquisition of additional counseling skills and to dealing
with personal issues or defensiveness that affected their
counseling.

Trainees at all three levels gave satisfactory

ratings to supervisor behaviors that they perceived as
helping them to assess their strengths and increase their
self-confidence.

Worthington (1984) studied five levels of trainees in 11
agencies throughout the United States.

The investigation
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surveyed 237 trainees as to their satisfaction with
supervision and the perceived competence of the supervisor.

Results were related to providing acceptance and support and
to the teaching of conceptualization, intervention, and other
skills.

Four items were perceived to be important for higher

rated supervisors across all five supervision levels:

providing structure, modeling task-oriented behavior, giving
direct suggestions, and providing emotional support
(Worthington, 1984).

Leddick and Dye (1987) concluded that counselors in
training want their supervisors to be "wonderful people in
idiosyncratic ways" (p. 153).

It does not seem to matter if

the supervisor is primarily positive or primarily negative.

How trainees see their supervisors is a matter of individual
preference.

The authors gathered that trainees want

supervisors to be both supportive and evaluative.
In an investigation by Krause and Allen (1988),
supervisees were found unable to specifically describe what

they needed from a supervisor, mirroring results found by
Worthington (1984) and Reisling and Daniels (1983).

The

Krause and Allen (1988) study looked at 87 supervisor-trainee
pairs from 31 randomly selected universities.

There were

significant results showing that if supervisor and trainee
agreed on the developmental level of the trainee, the
trainee's perception of the supervisory experience was high
in satisfaction and impact.

Even though supervisors perceive

themselves as changing supervisory behaviors to match
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different developmental stages of trainees, the trainees were
not aware of any differences.

The authors concluded that

attitudes and perceptions of supervisors outweigh the
influence of specific supervision behavior, model, and
technique.

When studying two different experience levels of
trainees, Fisher (1989) found that supervisee perceptions
were found to be similar between the two levels.

Both levels

perceived empathy, provision of clear, specific feedback, and
responsiveness to trainee needs as helpful supervisor
behaviors.

High level trainees were found to be more

satisfied with confrontive supervisor behavior.

Both groups

ranked supportive and directive as preferable supervisory
communication styles.

Tracey, Ellickson, and Sherry (1989)

found support for the developmental model but also added that

personality and situational variables of counselors in
training need to be considered in supervision.

That supervisee and supervisor personality
characteristics impact the supervisory process is clear in
the literature.

Writers on the counselor supervisory process

mention time and again that personality characteristics of
the supervisee and supervisor are consequential to
supervision.

The counselor supervision literature is replete

with specific references and allusions to personality
characteristics and how these impact, develop, or simply
exist for the supervisee and supervisor.

However, few

36

researchers have put these common assumptions to experimental
test.

Optimism-pessimism.

Optimism and pessimism as

personality characteristics are not encompassed by related
constructs such as internal-external control, self-esteem,

and alienation (Scheier & Carver, 1985), although they are
related to other self-regulatory theories such as
attributional style (Abramson, Seligman & Teasdale, 1978;
Seligman, et al., 1984) and self-efficacy (Bandura, 1977) as
described by Scheier & Carver (1985).

One can isolate

optimism as Eric Erikson (1950) isolated the factor of trust
in individual lives (Tiger, 1979).

Tiger (1979) defined optimism as a mood or attitude
associated with an expectation about the social or material

futureone which the evaluator regards as socially desirable,
to his/her advantage, or for his/her pleasure.
that optimism is both variable and complex.

Tiger stated

How optimism is

defined in a particular situation depends on what the
particular optimist regards as a desirable outcome.
In addition to their status as overlooked dimensions of

personality, optimism and pessimism merit special attention
because they appear to predict mental and physical health
variables (Scheier & Carver, 1985b; Seligman, 1991).

In

recent research, Natali-Alemany (1992) related optimism and
pessimism to coping.

In a study with 81 students, optimists

reported not dwelling on failures, disapproval, or negative
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emotions.

They seemed to use positive reinterpretation to

plan how and to actively deal with undesirable or stressful
situations.

Pessimists reported not coping well with

emotions, dwelling on past and present failures, and not
being able to deal with negative emotions in general.

Pessimism seems to be a more powerful predictor of coping
strategies, while optimism seems to be a more powerful
predictor of moods (Natali-Alemany, 1992).
Like mood, attitude, and mode of perceiving life,
optimism has been central to the process of human evolution;
it determines, to a degree, the way humans think, play, and
respond to birth and death.

Tiger (1979) stated that, "there

is an underlying unity of human experience in which people in
apparently diverse cultures and with varying dilemmas

approach the problems of their futures with comparable
concern and a common mood at their disposal:
(p. 8).

optimism"

Optimism--when isolated as an element such as an

attitude, mood or coping strategy--will bring to awareness a
surprisingly neglected feature of individual behavioral
patterns and outcomes (Taylor, 1989; Tiger, 1979).

As a general term optimism refers simply to the
expectations that things will turn out well without any
consideration of how those beneficial outcomes will be
achieved.

The illusion of control, a vital part of people's

beliefs about their own attributes, is a personal statement
about how positive outcomes will be achieved, not merely by

wishing and hoping that they will happen, but by making them
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happen through one's own capabilities (Tiger, 1989).

Beliefs

about the self, one's mastery, and the future, are what
promote psychological adjustment, not simply the underlying
optimism reflected in the illusion of control (Taylor, 1989).

Taylor (1989) stated that most people construct their
own social worlds so as to receive primarily positive selfassessments and avoid negative ones.

"One of the tasks of a

mentor is to prepare graduate students for their first set of
reviews.

Graduate students are frequently devastated by

these assessments and sometimes leave the field in response
to this harrowing rite of passage" (Taylor, 1989, p. 134).

Aspinwall and Taylor (1992) have recently shown that
optimistic persons adjust more favorably to important life
transitions, such as adjustment to college, than do persons
who are more pessimistic in outlook.

In a longitudinal study

of 672 freshman college students, personality predisposition
(e.g. self-esteem, optimism, and locus of control) were

assessed as predictors of adjustment to college.

Controlling

for the influence of initial negative and positive mood on
coping and subsequent adjustment, only one personality
predisposition--optimism--exerted a direct, positive effect
on subsequent adjustment to college (Aspinwall & Taylor,
1992).

Scheier et al. (1986; 1989) found that optimism was
associated with more use of problem-focused coping, seeking
of social support, and emphasizing the positive aspects of a
stressful situation.

Pessimism, in contrast, was associated
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with denial and distancing from the event, with focusing
directly on stressful feelings, and with disengagement from
the goal with which the stressor was interfering.

Litt,

Tennen, Affleck, and Klock (1992) have reported that
optimistic women who are unsuccessful at in vitro
fertilization respond better to the failure than do women who
are more pessimistic.

Conceptually similar results have also

been reported by Scheier, Matthews, Owens, et al. (1989).

Their study tracked a group of men undergoing coronary artery
bypass surgery.

Optimistic men evidenced a more rapid

physical recovery subsequent to their surgery and reported a
higher quality of life six months postoperatively than did
the more pessimistic men in the sample.

Optimists also differ from pessimists in the manner in
which they cope with serious disease (Friedman, Nelson, Baer
et al., 1992) and with concerns about specific health threats
(e.g. Carver et al., in press; Stanton & Snider, 1993;

Taylor, Kemeny, Aspinwall et al., 1992).

A general

characterization of the findings of this research is that
optimists tend to use more problem-focused coping strategies
than do pessimists.

Optimism-pessimism and explanatory style.

Seligman and

his associates have developed the concept of explanatory
style, arguing that people who explain the good things that
happen to them with reference to stable and pervasive
qualities of themselves will have higher motivation and
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persistence than those who do not (Seligman & Schulman,
1986).

The defining characteristic of pessimists is that

they tend to believe bad events will last a long time, will
undermine everything they do, and are their own fault.

The

optimists who are confronted with the same problematic events
of this world think about misfortune in the opposite way.
They tend to believe defeat is just a temporary setback, that
its causes are confined to this one case.

The optimists

believe defeat is not their fault; circumstances, bad luck,
or other people brought it about.
defeat.

Such people are unfazed by

Confronted by a bad situation they perceive it as a

challenge and try harder.

Seligman (1991) stated that the two habits of thinking
about causes have consequences.

Kaman's study (cited in

Seligman, 1991) found that pessimism alone seemed to lower
immune activity, unmediated by health or depression.
Seligman's (1991) experiments also show that optimists do

much better in school and college, at work, and on the
playing field.
aptitude tests.

They regularly exceed the predictions of

When optimists run for office they are more

apt to be elected than pessimists are.
unusually good.

Their health is

They age well, are much freer than most of

us from the usual physical ills of middle age.
suggests that they may even live longer.

Evidence

Many pessimists

will be found to be "deep-dyed" pessimists and another large
portion will have serious debilitating tendencies toward
pessimism (Seligman, 1991).
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It is not always easy to know if you are a pessimist and
far more people than realize it are living in this shadow.

Seligman's tests revealed traces of pessimism in the speech
of people who would never think of themselves as pessimists;

they also showed that these traces are sensed by others who
react negatively to the speakers (Seligman, 1991).

Researchers in the area of personality have recently
developed instruments to measure optimism-pessimism (Dember

&

Brooks, 1989; Levy, 1985; Scheier & Carver, 1985a; Scheier,

Carver, & Bridges, 1994). The Optimism Pessimism Scale of
Dember (1989) is a 60-item scale with 18-item subscales
measuring optimism and pessimism.

The Levy Optimism-

Pessimism Scale (1985) is a 16-item scale with all 16-items

measuring optimism and pessimism. Scheier & Carver (1985a)
developed a 13-item scale which was revised (Scheier

&

Carver, 1994) resulting in a six-item subscale measuring
optimism-pessimism.

The Scheier & Carver (1985a; 1994)

instrument has been used for optimism-pessimism research and
was selected for use in this study.

Gender. theoretical orientation, and ethnicity.

Robyak

et al. (1987) investigated the effects of supervisors' gender
on preference for type of interpersonal power base.

In this

study, male and female supervisors were presented a vignette
with a female supervisee and were asked to rate the extent to
which they would use each of three statements based on the
expert, referent, and legitimate power bases.

A referent
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power base is defined as the power achieved through
interpersonal attraction.

Male supervisors were found to

prefer the referent power base significantly more often than
female supervisors.

The researchers concluded that the male

supervisor's preference for a referent power base "may
reflect a lack of awareness of the long-term implications of
using this power base" (Robyak et al., 1987, p. 307).

Because this study used a female supervisee, the results may
have differed if the supervisee had been male.

Worthington and Stern (1985) looked at supervision
relationships between practicum counselors and their
supervisors and found that male supervisees and supervisors

both gave higher ratings to their relationships than did
female supervisees and female supervisors.

Worthington and

Stern (1985) also found that supervision dyads matched by
gender were rated better by supervisees but not by
supervisors.

They concluded that if the belief that women

are more focused on relationships and men more focused on
tasks is true, perhaps supervision is not a relationshiporiented activity but a task-oriented activity.
In a study of interpersonal influence in supervision,

Goodyear (1990) found that both supervisors and supervisees
predicted female supervisees would use personal-dependent
strategies when in a conflict situation with a supervisor of
either sex.

Neither gender of supervisor or gender of

supervisee was related to overall competence ratings of
supervisees.
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A few studies have investigated the relationship between
ethnicity and supervision (Cook & Helms, 1988).

Vanderkolk

(1974) as cited in Cook and Helms (1988) found that prior to

supervision, Black supervisees anticipated less supervisor
empathy, respect, and congruence than did White supervisees.

Helms (1982) as cited in Cook and Helms (1988) found
that cross-cultural or racially mixed supervision dyads
reported more conflict than homogeneous supervision dyads.
Supervisors perceived multicultural supervisees as less able
to accept constructive criticism, less open to self-

examination, and as having more trouble keeping appointments
than White supervisees.

Cook and Helms (1988) assessed Non-White supervisee
perceptions of their supervisor's attitudes in order to
predict the supervisee's satisfaction with cross-cultural
supervision.

Using a version of the Barret-Lennard

Relationship Inventory modified for supervision (1962) as
cited in Cook and Helms (1988), they found a set of five
relationship dimensions which characterized cross-cultural
supervision.

Only Supervisor's Liking and Conditional Liking

were found to predict visible racial and ethnic group
supervisees' satisfaction with a cross-cultural supervision
relationship.

They concluded that supervisors' uncertainty

regarding how to supervise cross-cultural supervisees may
negatively affect the supervision relationship (Cook and
Helms, 1988).
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Worthington and Stern (1985) found that supervisors and
supervisees differed in their perceptions of the supervision
relationship and how it developed.

The study investigated

the effects of supervisor and supervisee degree level and
gender of the supervisory relationship.

This research

included 95 counselor-supervisor pairs in which each
independently rated their supervisory relationship three
times during a semester.

Supervisees tended to see an

improvement in their relationships over time in contrast to
the supervisors who did not.

Male supervisors and

supervisees both rated the supervisory relationship as better
than did female supervisees and supervisors.

Supervisees in

general tended to rate their supervisory relationship more
positively if they perceived more activity and supportive
behaviors by the supervisor.

The perceptions of personality characteristics of
clients in therapy are assumed to have an impact on
therapeutic process and outcome (Craig, 1989).

It may also

be assumed that personality characteristics of counselors in

training affect their perceptions and the outcome of
supervision.

One focus of that view has been to study the

perceptions of supervision from the trainee's perspective
(Worthington and Roehlke, 1979).

Heppner and Handley (1981)

pointed out that trainees' perceptions of supervision
affected both their counseling behavior and client outcomes.

In addition to gender and ethnicity, the relationship
between theoretical orientation and supervision has been
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investigated by researchers (Bartlett, Goodyear & Bradley,
1983; Dodds, 1986; Goodyear, Abadie & Efros, 1984; Guest
Buetler, 1988; Moskowitz & Rupert, 1983).

&

Goodyear and

Robyak (cited in Baker, 1990) concluded from a study of 84
supervisors that supervisory focus was related to reported
theoretical orientation.

For example, supervisors who

identified with a behaviorist orientation stressed the use of
skills.

More experienced supervisors, regardless of
orientation, described using more similar foci than less
experienced supervisors.

Less experienced supervisors were

more likely to cite foci which related directly to their
theoretical orientation (Baker, 1990).

In a study by Goodyear et al. (1984), supervisors were
selected who were considered experts from several theoretical
orientations.

These expert supervisors were rated on their

behavior as a supervisor.

Raters found these experts to

differ in their perceived attractiveness as well as in their
use of counselor versus teacher roles.

These differences

generally were in a manner consistent with their theoretical
orientation.

Goodyear et al. (1984) found that "raters did

not perceive the supervisee or client differentially across
supervision sessions, although the supervisee was perceived
as differentially satisfied with supervision" (p. 228).
In a study of theoretical orientation and supervision,

Moskowitz and Rupert (1983) reported that 20 percent of the
supervisees had relationship conflicts with their supervisors
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over the correct use of technique or conceptualization of a
client.

Supervisees reported that these conflicts were

resolved quickly and actually resulted in an improvement of
the supervisory relationship.

The research reviewed suggests that supervision dyads
which are not matched by gender, ethnicity, and theoretical
orientation may experience more conflict than supervision
dyads which consist of members of the same sex, ethnic
background, or theoretical orientation.

These non-matched

dyads may develop poorer working alliances due to
disagreements about the goals of supervision, a disagreement

about the tasks necessary to reach these goals, and an
unstable relationship bond.

Because there is conflicting

evidence regarding the usefulness of matching supervisors and
supervisee across the factors of gender, ethnicity, and
theoretical orientation (Borders & Leddick, 1987), the
influence of these variables on the supervisory relationship
deserves more attention.

Summary of Literature Review
The lack of formalized training in supervision is

perhaps most attributable to the fact that the field of
supervision in counseling is in its embryonic stages of

development as compared to the state of counseling as
therapeutic interactions.

Models of supervision were derived

exclusively from the predominant psychotherapy models of the
time until approximately ten years ago (Leddick and Bernard,
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1980).

The underlying assumption was that if one was

proficient in a particular psychotherapeutic orientation,

then one could execute supervision with equal proficiency
utilizing strategies from a particular psychotherapy model.
It was with the emergence of both the developmental
models of supervision by practitioners, researchers, and
instructors such as Littrell, Lee-Borden, and Lorenz (1979),
Loganbill, Hardy, and Delworth (1982), and Hart (1982); and
the discrimination model of supervision by Bernard (1979)
that supervision began to extract itself from the various
psychotherapy models to become recognized as its own entity
separate and apart from the discipline of counseling.

These

scholars demonstrated that being an effective supervisor took

talents and skills beyond what is needed for being an
effective clinician.

Supervision literature until this point in time has
focused more on the history and development of the discipline
than on assessing the effectiveness of various supervisory
processes.

Literature on effective supervision seems to have

been following the same course as the literature on
successful versus unsuccessful psychotherapy.

As

demonstrated by Howard, Kopta, Krause, and Orlinsky (1986),
successful versus unsuccessful psychotherapy has been and is
being assessed according to three process and outcome
measures of client improvement:

(a) therapist ratings of

client improvement, (b) client ratings of improvement, and
(c) researcher ratings of client improvement based on
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clinical chart information.

Effective versus ineffective

supervision can be divided in a similar fashion as the Howard
et al. (1986) paradigm:

(a) supervisor ratings of

supervisory success, (b) supervisee ratings of supervisory
success, and (c) researcher ratings of supervisory success

based on data obtained from instruments designed to evaluate
supervisory relationships.

The empirical research reviewed suggests that
supervision dyads have interpersonal factors that affect both
the process and outcome of supervision.

A few studies have

indicated that dyads which are not matched by gender,
ethnicity, and theoretical orientation may experience more
conflict than supervision dyads which consist of members of
the same sex, ethnic background, or theoretical orientation.
These non-matched dyads may develop poorer working alliances
due to disagreements about the goals of supervision, a

disagreement about the tasks necessary to reach these goals,
and an unstable relationship bond.

Because there is

conflicting evidence regarding the usefulness of matching
supervisors and supervisee across the factors of gender,
ethnicity, and theoretical orientation (Borders & Leddick,
1987), the influence of these variables on the supervisory
relationship deserves more attention.

If gender, ethnicity,

and theoretical orientation account for some but not all of

the variation in supervisory relationships, the most
significant factor may be the personalities of the supervisor
and supervisee.
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CHAPTER 2
METHODOLOGY

Purpose of the Study

Because little attention has been given to personality
factors affecting the supervision relationship, the general

purpose of this correlational study was to expand the body of
knowledge while exploring areas that have to this point
received little or no investigation.

The goal of this study

was to investigate whether the personality variables of
supervisor and supervisee optimism-pessimism are
significantly related to the supervisory working alliance.
Specifically this study examined the perceptions of masterslevel intern students and their supervisors who were involved
in a field-site clinical supervision assignment from the
perspective of their supervisory working alliance and a
specific personality characteristic, described as optimismpessimism.

Two more specific goals were (a) to determine how these
variables combine to predict the strength of the supervisory

working alliance; and (b) to determine the correlation of
supervisee or supervisor optimism-pessimism with each of the
relationship factors in the working alliance.

A general problem that exists in the field of
supervision in counseling is a lack of research in the area
of effective supervision and supervision characteristics.
Emerging from this more global problem and the focus of this
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particular study is the specific problem of determining the
process of effective supervision as perceived and assessed by
supervisees and their supervisors.

Just as it has been and still is important to assess the
client directly when evaluating the effectiveness of a
particular psychotherapeutic experience or a set of

psychotherapeutic experiences, it is equally important to
assess the supervisee directly when evaluating the
effectiveness of a particular supervisory experience or
supervisory relationship.

The gathering of data concerning

supervisees' judgments and perceptions of what constitutes an
effective supervisory relationship will provide
practitioners, instructors, and researchers with a knowledge
base that will play an instrumental role in contributing to
the growth of supervisees, the clients they serve, and the
field of supervision.

Investigating, assessing, and learning from supervisees'
judgments and perceptions of what constitutes effective
supervision will not only contribute to supervisees' growth

as clinicians but will ultimately contribute to the growth of
the clients they serve.

In order to shape the evolution of supervision as its
own discipline within the behavioral sciences, researchers,
instructors, and practitioners in the field of counselor
education should become more invested in designing research
that will collect analyzable data regarding supervisees'
judgments and perceptions of what constitutes effective

supervision.

Knowledge of the supervisory relationship as it

continues to be a focus in the literature will lead to a
consciousness-raising among counselors and counselor
educators to create more person-focused, comprehensive, and
optimistically stylized supervision training programs.

This study is of a descriptive and correlational nature
and examined the supervisees' and supervisors' judgments and

perceptions of the supervision working alliance as well as
one personality variable, namely optimism-pessimism.

This

particular research project was concerned with outcome
measures and measures of personality variables.

Because this

study explored a relatively new area of research in
supervision, its design and methodology is not a replication
of any previous research.

Definition of Terms

Supervision.

For the purposes of this study,

supervision was defined as a transactional relationship
between a counselor and a relatively sophisticated therapistsupervisor wherein they discuss assessment and therapeutic
methodology with specific reference to treatment cases of the
trainee.

Supervisor.

Field placement supervisor, on-site

supervisor, field site supervisor, and supervisor denote the
individuals who deliver the supervision.

In this study, a
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supervisor is a person with a minimum of a master's degree in
counseling who has been approved by a counselor education
program as the field-site therapist-supervisor for an intern
in a counselor education program.

Consultation.

Consultation and supervision are often

used interchangeably by the profession.

Mental health

consultation refers to the voluntary, non-hierarchical
relationship between two professionals who may be of
different occupational groups (e.g. counselor, psychologist,

social worker) and is initiated by the consultee for the
purpose of solving a work-related problem.

The goals of

consultation are to improve the consultee's functioning with
a client and to develop the consultee's skills so that she or
he will be able to function in similar circumstances
independently in the future.

There is no evaluative function

in this relationship.

Psychotherapist, therapist. and counselor.

Psychotherapist, therapist, and counselor are used
interchangeably as they describe the clinical work performed
by supervisees or interns with the clients of the supervisee.

Supervisee.

Supervisees, interns, masters-level

students, trainees, counselors in training, and students are

used interchangeably as they denote the individuals who
received the supervision in this study.

The role of the
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supervisee in this relationship is similar to that of a
learner or apprentice.

These supervisees we:

student interns of counselor education progri
completed a practicum and at least 10 hours

c

supervision at a field placement site.

Counseling and client.

Counseling, therapy, and

psychotherapy are used to refer to the relationship occurring
between the supervisee and the client.

The recipient of the

therapeutic services is referred to as a client.

Training.

Both training and supervision are referred to

in this research.

Training usually differs from supervision

in that it has a more limited scope and focuses on specific
skills, e.g. facilitative skills such as reflecting and
attending.

Training differs from supervision also in the

fact that it usually takes place in laboratory courses
(practica) rather than in real clinical settings.

Optimism-pessimism.

Recent researchers have defined

optimism and pessimism as positive and negative generalized
outcome expectancies (Scheier & Carver, 1985).
defined by Webster (McKechnie, 1993)

Optimism is

as the tendency to take

the most hopeful view of matters while pessimism is defined

as the opposite of optimism, the tendency to take the worst
possible view of a situation.

For purposes of this study,

the Scheier and Carver (1985) definition will be used.

54

Supervisory working alliance.

The working alliance is

the relationship that develops between supervisor and
supervisee which includes three factors:

(a) an agreement

regarding the tasks of supervision; (b) agreement regarding

the goals of supervision; and (c) a personal bond between
supervisor and supervisee, as measured by supervisor and
supervisee scores on the Task, Goal, Bond and Composite
scales of the Working Alliance Inventory-Modified (WAI)
(Baker, 1990; Horvath, & Greenberg, 1989) and the Supervisory
Working Alliance Inventory (SWAI) (Efstation, Patton &
Kardash, 1990).

Subjects or Pairs

The participants for this study were 45 pairs of site
supervisors and master's degree level graduate interns in
counseling programs who completed a minimum of 10 weeks of
supervised internship training at a site approved by the
training institution.

The forty-five masters students and

fifty internship on-site supervisors participated in this
study as supervisory pairs.

Participant site supervisors were selected from
counselor education master-level programs on the west coast

of the United States by the training directors of the
program.

Selected site supervisors then selected a counselor

education program intern from those they supervise to be the
supervisee member of their supervisory pair.

All forty-five
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of the supervisees were master-level clinicians who had
completed at least ten weeks of their internship programs.
Supervisors could select supervisees who had completed their
field site internship within six weeks of completing the
research survey.

Each of the supervisors selected had been approved by
the educational institution training the masters students.

Each student had received at least fifty minutes weekly of
individual supervision as well as various group supervision
experiences.

All supervisors were experienced therapists

with evaluative as well as training responsibilities for the
students.

Supervisors were selected by the training institution
faculty based on the following criteria:

Supervisors had to

have (a) completed at least a master's degree in counseling,
school counseling, or rehabilitation counseling; and (b) been
approved by the training program as an on-site supervisor.
Interns had to have (a) completed at least 10 weeks of an onsite internship;

(b) the 10 week internship had to have

included at least 10 individual, face-to-face, 50 minute
supervision sessions; (c) the internship had to meet program

standards as an approved site; and (d) the minimum 10 week
internship had to have been completed no more than six weeks
prior to the date of the assessment.
Supervisors were asked to select an intern they had

supervised for a minimum of 10 individual sessions and/or one
who may have had completed an internship no more than six
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weeks prior to completion of the survey.

If they supervised

more than one intern, they were asked to choose the intern
they supervised during the time closest to 11:00 AM Tuesdays.

Procedure

Selected supervisory pairs completed questionnaires

distributed by the training program directors to field site
supervisors.

Separate questionnaires were provided for

supervisors and supervisees.

Letters of instruction for each

member of the supervisory pair were included requesting
completion of the Supervisor or Supervisee Demographic
Questionnaire, the Working Alliance Inventory Revised
(supervisor or supervisee form), the Supervisory Working

Alliance Inventory (supervisor or trainee form) and the Life
Orientation Test-Revised in that order for half of the
sample.

The second half of the sample were asked to complete

the Supervisor or Supervisee Demographic Questionnaire, the
Supervisory Working Alliance Inventory (supervisor or

supervisee form), the Working Alliance Inventory Revised
(supervisor or supervisee form), and the Life Orientation
Test-Revised in that order.

Alternating the two measures of

the supervision working alliance controlled for possible
redundancy effects in the two questionnaires.

To protect confidentiality, participants were asked to
complete the questionnaires separately and to return the
survey questionnaires in a self-addressed stamped envelope
directly to the researcher.

The estimated time needed to
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complete the survey was given and the opportunity to choose
not to participate was offered.

Pairs were informed of the

design of the study in order to have the Working Alliance
Inventory (WAI) and Supervisory Working Alliance Inventory
(SWAI) completed prior to completing the Life Orientation
Test (LOT).

Confidentiality is assured by having asked the
supervisor and their intern not to share their surveys with
each other or with the training institution.

To assure

confidentiality, responses were matched by coded pair with
results computed in aggregate form by the researcher.

Participants were requested that they not write their names
on the questionnaire; however, both supervisor and supervisee
were given the opportunity to receive their own scores on the
Life Orientation Test by providing their pair code and
address on their survey form.

The researchers had no way of

identifying supervisors or supervisees other than to know
that forms are from the same pair.

Pre-coded forms were

given to supervisors by training institutions and returned
directly to the researcher.

The opportunity to decide to participate in the study
was given in the letter along with a request for the return
of the questionnaires within 7 days.

Surveys were returned

with a signed Human Subjects Release Form signifying informed
consent in the study.

Consent forms are kept in a secure

file in the office of the researcher.
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Research Questions and Hypotheses

The general question of this study is what is the
association between optimism-pessimism scores of counselor
supervisors and their supervisees and various measures of the
supervision working alliance?

The research questions of this study are related to
these variables:

(a) the degree of optimism-pessimism as a

personality variable of counselors in training and
supervisors of counselors in training, (b) the correlation of
supervisor optimism-pessimism scores to their scores on
various measures of their supervisory working alliance, and
(c) the correlation of supervisee optimism-pessimism scores

to their scores on various measures of their supervisory
working alliance.

Goals of the Study.

The goal of this study was to

investigate whether the variables of supervisor and
supervisee optimism-pessimism are significantly related to
the supervisory working alliance.

Two more specific goals

were (a) to determine how these variables combine to predict
the strength of the supervisory working alliance; and (b) how

the degree of supervisor and supervisee optimism-pessimism
affects the three dimensions of Tasks, Bonds, and Goals
reflected in the Working Alliance Inventory Revised (WAI) and
the three dimensions of the Supervisory Working Alliance
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(SWAI) identified as Client Focus, Rapport, and
Identification.

A third goal of the study was to compare two measures of
the working alliance, the Supervisory Working Alliance
Inventory (SWAI) (Efstation, et al, 1990) and the Working
Alliance Inventory-Revised (WAIR; Baker, 1990).

Research Questions.

1. What is the distribution of the scores of the

personality trait optimism-pessimism in a sample of interns
and on-site supervisors?

2. What is the relationship between the supervisory
working alliance and each of the following:

(a) supervisor

optimism-pessimism, gender, and theoretical orientation; and
(b) supervisee optimism-pessimism, gender, and theoretical
orientation?

3. How does the personality variable supervisor
optimism-pessimism and supervisee optimism-pessimism predict
the strength of the supervisory working alliance?

4. Are there combinations of supervisor and supervisee
optimism-pessimism that affect supervisory working alliance
dimensions of Tasks, Bonds, and Goals?

5. What is the congruence in perception of the
supervisory working alliance as assessed in the dimensions of

Tasks, Bonds, and Goals by supervisor and supervisee dyads?
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6. What is the correlation of the Supervisory Working
Alliance scales of the WAIR with the scales of the SWAI for
both Supervisor and Supervisee (Trainee) forms?

Hypotheses.

The degree of optimism-pessimism in the

supervisor as measured by the Life Orientation Test Revised
(LOT-R) will correlate positively with the degree of working

alliance perception as measured by the Working Alliance
Inventory Revised (WAI-R) and the Supervisory Working
Alliance Inventory (SWAI).

The degree of optimism-pessimism in the supervisee as
measured by the Life Orientation Test Revised (LOT-R) will
correlate positively with the degree of working alliance

perception as measured by the Working Alliance Inventory
Revised (WAI-R) and the Supervisory Working Alliance
Inventory (SWAI).

The dimensions of Tasks, Bonds, and Goals as measured by
the Working Alliance Inventory Revised (WAIR) will correlate

positively with the supervisor dimensions of Client Focus,
Rapport, and Identification and with supervisee dimensions of
Rapport and Client Focus as measured by the Supervisory
Working Alliance Inventory (SWAI).

There will be no significant difference in variables
when analyzed by gender of supervisee or supervisor.

There will be no significant difference in variables
when analyzed by theoretical orientation of supervisee or
supervisor.
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Instruments

Each participant completed the demographic questionnaire
created by the investigator for this study, the Working
Alliance Inventory-Revised (WAIR) developed by Horvath and
Greenberg (1986, 1989) and revised by Baker (1990), the
Supervisory Working Alliance Inventory (SWAI) developed by
Efstation, Patton, & Kardash (1990), and the Life Orientation
Test-Revised (LOT-R) developed by Scheier and Carver (1985a)
and revised in 1994.

The materials were compiled into a

multi-page questionnaire that took 30 minutes or less to
complete.

Working Alliance Inventory.

The supervisory working

alliance was measured by a revised edition of the WAI
(Horvath & Greenberg, 1989).

The original WAI is a 36-item

self-report instrument with parallel forms for therapist and
client.

It was designed to measure the strength and

dimensions of the therapeutic working alliance as
conceptualized by Bordin (1979).

The Working Alliance

Inventory (WAI) was developed by Horvath and Greenberg (1989)
to assess the three related dimensions of Bordin's (1979)
concept of the working alliance:

(a) client and therapist

agreement on goals, (b) client and therapist agreement on how
to achieve the goals (task agreement), and (c) the
development of a personal bond between the participants.
These dimensions are reflected in the WAI subscales:

Task,
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Bond, and Goal.

Additionally, there is an overall, composite

working alliance score.

The instrument was primarily

designed to sample therapeutic relationships in their early
stages of development, although applications for use later in
therapy have been proposed (Horvath & Greenberg, 1989).

Subjects used a 7-point Likert scale ranging from 1
(Never) to 7 (Always) to respond to items such as "
perceives accurately what my goals are" (client form), or
and I have a common perception of his/her goals"
(therapist form).

Scores on each of the three WAI subscales

(Task, Bond, Goal) were achieved by summing the score on the

items on each subscale and dividing by 12, the number of
items which make up each scale.

The overall working alliance

score was the total of the three scales.

The range of

possible scores for each scale, then, was 12 to 84.

The WAI has been shown to be a reliable and valid
measure.

Horvath and Greenberg (1986) found subscale

reliabilities ranging from 0.89 to 0.92.

Similarly,

criterion-related validity has been demonstrated by the
significant correlations of the WAI with the outcome

variables of client post-therapy reports of satisfaction (r =
0.66) and perceived change (r = 0.38) (Horvath & Greenberg,
1986).

Tracey and Kokotovic (1989) confirmed that the WAI

measures a generalized factor as well as three unique aspects
of the working alliance.

The revised WAI is made up of the 36 items from the
original WAI which have been modified to reflect the
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distinction between counseling and supervision relationships.

The separate WAI forms for supervisor and supervisee have the
same subscales of Task, Bond, and Goal, and the same overall
working alliance score.

Scales were scored in the same

manner in both versions.

For this study, the WAI-R (Baker, 1990) was used as
revised (Baker, 1990) by replacing references to the
therapist, client, and the therapeutic relationship with
references to the supervisor, supervisee, and the supervision
relationship.

For example, a question on the original WAI

therapist form was changed for the supervisor form from, "I
feel confident that the things we do in therapy will help

to accomplish the changes that he/she desires," to, "I
feel confident that the things we do in supervision will help
to accomplish the changes that he/she desires."

An item analysis of the revised WAI was performed to
confirm its reliability (Baker, 1990).

The reliabilities for

the revised WAI ranged from a low of 0.836 to a high of 0.951
for WAI subscales and 0.948 and 0.978 for WAI totals for
supervisor and supervisee, respectively.

Content validity

has been supported through both rational (expert raters
agreed that the items reflect the three constructs) and
empirical (multitrait-multimethod analyses) methods.

Baker (1990) modified the inventory for her research to
be used for supervisors and supervisees rather than therapist
and client.

In a correlational study, Baker (1990) found a

strong negative relationship between a supervisor's sense of
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entitlement and both supervisor and supervisee evaluations of
their overall working alliances.

Other researchers have

found the WAI a useful measure for their research about
supervisory relationships and have adopted its theory in the
creation of the Supervisory Working Alliance Inventory (SWAI)
(Efstation, Patton, & Kardash, 1990).

Supervisory Working Alliance Inventory.

The supervisory

working alliance inventory (SWAI) was developed by Efstation,

Patton, and Kardash (1990) based on the work of Bordin
(1983), Gelso & Carter (1985), Greenson (1967), and Horvath
Greenberg (1989).

Efstation et al., (1990) believe that the

supervisory working alliance consists of a set of
identifiable activities or tasks performed by each
participant in the relationship.

These tasks and activities

are specific to the supervisor and the trainee.

Although

there are items that may be common to both participants, the
SWAI items reflect activities that are specific to each.
The inventory consists of 23 supervisor and 19 trainee
items with a 7-point Likert response format.

The items in

both sets are written as parallel adaptations of each other.
The scale is anchored from almost never (1) to almost always
(7).

An example from the supervisor's scale is: "I

facilitate my trainee's talking in our sessions."

Its

counterpart on the trainee scale is: "My supervisor helps me
talk freely in our sessions."

&
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There are three major factors for the Supervisor SWAI
and two major factors for the Trainee SWAI.

Factor 1 on the

Supervisor version is designated Client Focus reflecting the
emphasis placed on promoting the trainee's understanding of
the client.

Factor 2 is called Rapport indicating the

supervisor's effort to build rapport with the trainee by
supporting and encouraging them.

Factor 3, Identification,

represents the supervisor's perception of the trainee's
identification with the supervisor.

Factor 1 (Rapport) on the Trainee version of the SWAI
represents the trainee's perception of support from the
supervisor.

Six of the 12 items are analogous to items that

emerged on Factor 2 of the Supervisor's version of the SWAI.
Factor 2 (Client Focus) on the Trainee version of the SWAI
contains seven items that are analogous to the nine items on
Factor 1 of the Supervisor version of the SWAI.

Mean scale scores for the Supervisor version of the
SWAI were created by summing ratings for the individual items

that constitute each of the three factors and dividing these
sums by the number of items for each factor.

Mean scale

indexes for the three scales are as follows:

Client Focus,

(M = 5.48, SD = 0.63); Rapport, (M = 5.97, SD = 0.548); and
Identification, (M = 5.41, SD = 0.65).

Trainee SWAI scores

were created similarly to the Supervisor version.

Mean scale

score for the Rapport scale is 5.85 (SD = 0.83), and for the
Client Focus scale, 5.44 (SD = 0.84) (Efstation, Patton, &
Kardash, 1990).
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Chronbach's alpha coefficients for the Supervisor scales
were 0.71 for Client Focus, 0.73 for Rapport, and 0.77 for
Identification.

Alpha coefficients for the Trainee scales

are 0.90 for Rapport and 0.77 for Client Focus (Efstation,
Patton, & Kardash, 1990).

Item-scale correlations for the three Supervisor and two
Trainee SWAI scales are as follows:

Supervisor SWAI

correlations range from 0.29 to 0.54 for the Client Focus
scale, from 0.29 to 0.56 for the Rapport scale, and from 0.38
to 0.57 for the Identification scale.

The Trainee SWAI item-

scale correlations range from 0.44 to 0.77 for the Rapport

scale and from 0.37 to 0.53 for the Client Focus scale
(Efstation, Patton, & Kardash, 1990).

Demographic Questionnaire.

The Demographic

questionnaire was developed for use in the present study.
Demographic information was used to assess sample

characteristics and to provide data on gender and theoretical
orientation variables that will be used in the analysis.

Subjects were asked to indicate their gender by checking a
box and their theoretical orientation by checking or filling
in the appropriate box from six choices:

Cognitive-

Behavioral, Humanistic, Psychoanalytic/psychodynamic,
Eclectic, Systems, or other.

Obtaining descriptive

information was not the primary thrust of this study however,

the request for descriptive data was included because this
information may be of interest in other research.
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The Life Orientation Test-Revised.

The original LOT is

a twelve item scale (eight scored items plus four filler
items) developed by Scheier and Carver (1985a) and revised
(Scheier, Carver, & Bridges, 1994) to assess the extent to

which individuals possess favorable expectations regarding
life outcomes.

Much of the research on optimism-pessimism

has made use of the LOT (Scheier & Carver, 1985a) to assess
individual differences in this dimension.

The original LOT

consists of eight positively worded items and four negatively
worded items.

Of the eight scored items, four are worded in

a positive direction and four are worded in a negative
direction.

Responses were given on a 5-point response scale,

ranging from (0) strongly disagree to (4) strongly agree.
After reversing the scoring for the negatively worded items,

item scores were totaled to yield an overall optimism score
with high scores representing greater optimism.
range from 0 to 32.

Scores may

Chronbach's alpha is 0.82 (Scheier &

Carver, 1985a).

The revised Life Orientation Test (LOT-R) is a 10 item
scale with six scored items and 4 filler items.

This revised

instrument contains one new positively worded expectancy
item, which increases the number of scorable positively
worded items to three.

Of the six items that are scored,

three are keyed in a positive direction, and three are keyed
in a negative direction.

Respondents were asked the extent

of their agreement with the items.

The original thirteen
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items appeared on the scale so that both the original and
revised LOT could be scored.

The revised scale was

constructed in order to eliminate two of the positively
worded items (items 4 and 11), which dealt more with coping
style than with positive expectations for future outcomes.

Responses were given on a 5-point response scale, ranging
from (0) strongly disagree to (4) strongly agree.
principle can range from zero to 24.

Scores in

The mean scale score,

standard deviation, and internal reliability for the LOT-R
are M = 14.33, SD = 4.28, and alpha = 0.78 (Scheier, et al.,
1994).

Mean scores for optimism for college undergraduates

are given by gender.

Mean and standard deviation for men

were 14.28 and 4.33 and for women were 14.42 and 4.12
respectively.

The LOT-R appears to provide a psychometrically sound
measure of optimism.

Internal consistency was obtained

(Chronbach's alpha 0.78), test-retest reliability,

4 months

(0.68) to 28 months (0.79), and convergent and discriminant
validity to make it suitable for use in research when such a
measure is desired (Scheier, Carver, & Bridges, 1994).
Some recent researchers (Taylor, Kemeny, Aspinwall, et
al., 1992) utilized the LOT in their study of gay men

responding to the threat of acquired immunodeficiency
syndrome (AIDS).

Dispositional optimism as measured by the

LOT was associated with less distress, less avoidant coping,
positive attitudes as a coping strategy and fewer AIDSrelated concerns.
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Predictive and discriminant validity of the LOT-R was
computed between the original LOT and other predictors
(neuroticism, trait anxiety, self-mastery, and self-esteem)
(Scheir, Carver, & Bridges, 1994).

The correlations between

the original LOT and these predictors were all higher than
the comparable correlations for the revised LOT.

Although

the absolute size of the differences between correlations
tended to be small (ranging from 0.005 to 0.037), the
differences often proved statistically significant given the
size of the sample involved (4,309 undergraduates).

Thus,

the LOT-R does seem to enjoy a slight comparative edge over
the original LOT in terms of the amount of variance that it
shares with related predictors.

Accumulating evidence utilizing the LOT from a variety
of sources suggests that dispositional optimism is beneficial
for physical and psychological well-being (Taylor & Brown,
1988; Taylor et al., 1992; Scheier & Carver, 1985b; Scheier
et al., 1989; Scheier, Weintraub, & Carver, 1986).

Design and Analysis

This study used a correlational design to investigate
the relationship between a personality factor, optimismpessimism, and the supervisory working alliance in
supervision pairs from counselor education programs in the
western United States.

The hypotheses proposed for this study inherently
suggested a longitudinal perspective.

The working alliance
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is a developing relationship which includes factors that
imply a developmental perspective over time.

An ideal design

would be to observe the behavior and perceptions of the
supervisor and supervisee over the entirety of their
supervision relationship including problematic interactions
where coping skills could be observed.

Although longitudinal

studies often provide the best information, they are costly
and time consuming.

This study relied on the self-reports of supervisors and
their supervisees.

The information was obtained through

measures of the supervisor and supervisee's ratings of their
working alliance over the period of the supervision
interaction and their degree of dispositional optimismpessimism.

A goal of this research was to explore how multiple
demographic and selected personality factors predict the
strength of the supervisory working alliance.

Multiple

regression was a possible approach to assess the
relationships among variables in this study.

Multiple

regression is a statistical method for studying the separate
and collective contributions of one or more independent

variables to the variation of a dependent variable (Wampold &
Freund, 1987).

The relationship between the dependent

variable, working alliance score, and the multiple
independent variables, supervisor and supervisee optimismpessimism scores, can be expressed as the multiple
correlation coefficient.

The multiple correlation
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coefficient (R) is a measure of how well the predicted scores
correspond to the actual scores of the dependent variables.

The square of the multiple correlation coefficient (R
squared) is the proportion of variance in the dependent
variable explained by the independent variables.

For the purposes of comparing the WAIR to the SWAI, each
instrument provided a quantitative measure of strength in the
range (0 - 36) and (0 - 19) respectively.

The WAIR can be

thought of as the standard and the SWAI as the newer
instrument.

The approach of linear regression appeared to be

applicable and congruent with the objectives of the study.

The "x axis" would be the WAIR score, the "y axis" would be
the SWAI score.

In a simple plot of the data, a relationship

between these two variables was predicted since they report
to measure the same construct (e.g. working alliance).

While

linear regression analysis does not require a linear

relationship between the two variables, the strength of the
relationship between the SWAI and the WAIR was quantified
from this analysis.

This methodology has several assumptions

which must be met before it is applicable.
the normality of the Y variable.

One of these is

Due to the nature of the

SWAT score (a sum of various subparts) it was not

unreasonable to suspect this requirement would be met.
Following analysis of the data, if exact normality of the
sample of supervisors and supervisees separately was not

achieved, it was possible to use a simple transformation of
the data to obtain normality or near normality.
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The regression approach allowed some flexibility with
regards to including various covariates such as gender,

theoretical orientation, ethnicity, and location in
explaining the relationship between SWAI, WAIR, and the LOT.
The regression techniques were used on the sub scores of the
SWAI and the WAIR to see how or if the relationships changed.
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CHAPTER 3
RESULTS

The subjects for this study were 45 supervisory pairs

obtained from counselor education programs in three states-
California, Oregon, and Texas.

Surveys were delivered or

mailed to ten counselor education program directors for
distribution in collated packets to supervisor and supervisee
pairs selected by the program.

A total of 185 paired packets

were distributed; 70 to California, ten to Nevada, 75 to
Oregon, ten to Texas, and 20 to Washington programs.

Table 1

shows surveys returned included 32 from California, 61 from
Oregon, and six from Texas.

No surveys were returned from

Washington or Nevada. Fifty-one supervisors (27.6%) and 48
trainees (26%) returned their surveys resulting in 45 matched
supervisory pairs (24.3%).

There were 33 men, 64 women, and 2 gender-unidentified
respondents.

The mean age for supervisors was 46.09 years

(SD = 8.89) and 38.91 years (SD = 9.01) for supervisees.

The

supervisors represented masters (78.4%) and doctoral-level
(17.7%) field-site supervisors at schools (56.9%) and

agencies (43.1%) approved by the counselor education programs
participating in the study.

While supervisors indicated they

had supervision training, the amount and type of training was
answered ambiguously.

Most of the supervisors' theoretical

orientations to counseling were Eclectic (47.1%),
Cognitive-Behavioral (21%), or Psychodynamic (7.8%).
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Table 1

Survey Data Distribution and Return

Supervisor

Supervisee

N

%

N

%

N

185

50.0

185

50.0

370

100.0

Survey returns total

51

13.8

48

13.0

99

26.8

Completed returns

49

13.2

46

12.4

95

25.7

2

0.5

2

0.5

4

1.1

45

12.2

45

12.2

90

24.3

6

1.6

3

0.8

9

2.4

Total Distributed

Incomplete returns
Matched pairs
Unmatched returns

Total
%

Supervisees identified themselves as Eclectic (41.7%),

Humanistic (25.0%), or Cognitive-Behavioral (18.8%), although
nine different orientations were identified. The majority of
the supervisors (86.3%) and supervisees (93.8%) identified
their ethnicity as Caucasion.

Seven supervisors and three

supervisees identified themselves as ethnic minorities.

The

ethnicity selected by seven supervisors (13.7%) was Hispanic
(3.9%), African American (3.9%), Asian American (3.9%), or
unspecified (2.0%).

Three supervisees (6.3%) decribed

themselves as Native American (2.1%), African American
(2.1%), or Asian American (2.1%).

The 45 matched supervisory pairs were analyzed using
scores from their Life Orientation Test Revised (LOT-R),
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Working Alliance Inventory Revised (WAI-R), and Supervisory
Working Alliance Inventory (SWAI) total and subscale scores.
Both the original (LOT) and revised versions of the
Life Orientation Test (LOT-R) were analyzed initially.

The

relationships observed for the LOT-R were essentially the
same as those for the LOT original scale for supervisors
(r = 0.9436) and trainees (L = 0.9965) resulting in a
decision to analyze data for this study with the LOT-R.

Surveys were scored and all assessment data entered in dBase
IV for analysis using SAS version 6.04.

Demographic data was

included in the data base for descriptive purposes.
To investigate the relationship between optimismpessimism and the supervisory working alliance, correlations
and t-tests were computed between the LOT-R total scores for

all supervisors and supervisees with the supervisor and
supervisee WAI-R Total, Task, Bond, and Goal scales.

Additionally, correlations were computed between the LOT-R
total scores for all supervisors and supervisees with the
supervisor SWAI Total, Client Focus, Rapport, and

Identification scales and the supervisee SWAI Total, Client
Focus, and Rapport scales (See Table 2).

These analyses were repeated with the data for
supervisory pairs with the value of the supervisor total

score on the WAI-R and the SWAI used as the dependent
variables (See Table 3). A correlation matrix of all
variables was computed
correlations).

< .0001 level for all
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Table 2

Correlation Matrix for Supervisor and Supervisee OptimismPessimism (LOT-R) with the Working Alliance Inventory (WAI)
and the Supervisory Working Alliance Inventory (SWAI1

LOT -R

Supervisor

Supervisee

.22

-.03

Client Focus

.18

.00

Rapport

.24

-.04

Identification

.21

-.09

Supervisor
SWAI
Total

WAI
Total

.33*

.18

Bond

.29**

.16

Task

.33*

.19

Goal

.30*

.16

.29

.08

Client Focus

.29

.14

Rapport

.25

.03

na

na

Supervisee
SWAI
Total

Identification
WAI
Total

.27**

.18

Bond

.31*

.16

Task

.22

.19

Goal

.26**

.16

*p 5 .05.

**p s .10.
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Table 3

Correlation Matrix for the Total and Sub-scale Scores for the
Supervisory Working Alliance Inventory (SWAI) and the Working
Alliance Inventory Revised (WAI-R)

Variable

Supervisor
WAI-R
SWAT
total
total

Supervisee
SWAI
WAI-R
total
total

Supervisor (n = 45)
SWAI

Client Focus

.93

Rapport

.88

Identification

.90

WAI

Bond

.85

Task

.95

Goal

.97

Supervisee (n = 45)
SWAI

Client Focus

.90

Rapport

.94

Identification

na

WAI

Bond

.94

Task

.97

Goal

.97

Note. All correlations significant (p. < .0001).
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Group differences in LOT-R and WAI-R Total scores among
supervisory dyads that were matched or unmatched according to
gender, theoretical orientation, or ethnicity were assessed
using Analysis of Variance (ANOVAS).

Multiple regression

analysis was used to test the prediction that supervisor

optimism-pessimism would account for the most variance in the
supervisory working alliance when controlling for supervisee
optimism-pessimism, supervisee working alliance, and
differences between supervisor and supervisee gender,
ethnicity, and theoretical orientation.

The results of the data analyses employed in this study
are presented here according to research question.
Demographic findings are also included.

Findings by Research Question
1. What is the distribution of the scores of the

personality trait optimism-pessimism in interns and on-site
supervisors?

Table 4 shows the means, ranges, standard deviations and
t-tests for LOT-R Total, WAI-R Total, Bond, Task, Goal, SWAI
Total, Client Focus, Rapport, Identification for supervisors
and LOT-R Total, WAI-R Total, Bond, Task, Goal, SWAI Total,
Client Focus, and Rapport scales for supervisees.

Mean Lot-R

scores for both supervisors (Range 13-24; M = 19.35; 02
3.08) and supervisees (Range 7-24; M = 17.18; .st) = 3.94) were
greater than the norms reported by (Scheier & Carver, 1994)
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for college students (Range 0-24; M = 14.33; 212 = 4.28; N =
2055).

Table 4

Means, Standard Deviations, and T-tests for LOT-R Total, WAI
R Total, WAI-R Bond, WAI-R Task, WAI-R Goal, SWAI Total,
Client Focus, Rapport, and Identification (Supervisor only)

PAIRED RETURNS
Supervisor (n = 45)
Range

M

Supervisee (n = 45)

SD

Range

M

SD

t

17.28

3.82

2.74*

LOT-R
Total

13-24

19.22

3.05

7-24

WAI-R
Total

132-246 203.18 28.48

85-252 203.56 40.93

-.67

BOND

43-82

69.87

8.84

15-84

69.58 14.18

.13

TASK

39-84

67.42 10.53

33-84

67.51 13.93

-.05

GOAL

38-84

65.89 11.26

35-84

66.47 14.40

-.31

Supervisor (n = 44)

Supervisee (n = 44)
SWAI

Total

65-157

C. Focus

24-62

50.11

Rapport

22-47

Ident.

18-48

*p 5 .01.

131.25 18.26

62-126 107.45 16.18

7.26**

8.14

25-56

46.11

7.55

2.64*

41.18

4.89

25-70

61.34

9.84

-12.35**

39.95

7.09

na

na

na

na

**R = .0001
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2. What is the relationship between the supervisory
working alliance and each of the following: (a) supervisor
optimism-pessimism, gender, and theoretical orientation; and
(b) supervisee optimism-pessimism, gender, and theoretical
orientation?

LOT-R, SWAI, and WAI-R scores were analyzed by matched
or unmatched pairs according to gender, theoretical
orientation, and ethnicity using ANOVA.

A matched

supervisory pair includes a supervisor and a supervisee of
the same gender or ethnicity.

Supervisory pairs matched

across theoretical orientation would be a supervisor and
supervisee who identified their theoretical orientations as
the same.

Similarly, unmatched pairs would have different

orientations (e.g. psychodynamic supervisor with a cognitivebehavioral supervisee).

A matched high supervisory pair

would be a supervisor and supervisee with LOT-R total scores
above the sample mean.

A matched low pair would have the

supervisor and supervisee both scoring below the sample mean.
Unmatched supervisor high or unmatched supervisee high pairs
would have the LOT-R score equal to or above the sample mean
in either the supervisor or the supervisee with the other
member of the dyad having a LOT-R score below the sample
mean.

Table 5 shows the WAI-R and SWAI Total scores for
supervisors and supervisees as the dependent variables that
were matched or unmatched based on Lot-R scores, gender,
theoretical orientation, and ethnicity.

One supervisory pair
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did not complete the SWAI instrument resulting in one less
SWAI pair score.

Two subjects did not indicate their gender

which resulted in one less pair score.

There were 16

matched female pairs and 8 matched male pairs.

Unmatched

pairs included 16 pairs with males supervising female
supervisees and 8 pairs with females supervising male
supervisees.

Analysis of variance found

differences between groups.

no significant

Linear regression analysis for

Working Alliance Inventory Total score for Supervisors across
Supervisor LOT-R Total score for supervisory pairs was
significant (f = 5.02, p_=.027).

Since the working alliance is in theory thought to be a
relationship influenced by both the supervisor and supervisee
(Bordin, 1983), tests were conducted to measure the strength
of this relationship.

T-tests were used to test for the

differences in mean levels of the personality factor
optimism-pessimism for supervisors and supervisees.

In order

to measure the relative strength of the optimism-pessimism
factor in the supervisory pair, the supervisee LOT-R Total
score was subtracted from the Supervisor LOT-R Total score.

The difference in LOT-R Total scores found in 62.2% of the
supervisory pairs indicated supervisors scored higher LOT-R
Total (optimism-pessimism) scores than supervisees. A t-test
found that difference to be statistically significant (I =
2.74, p = .008).

Table 6 shows the frequencies, percentages,

and cumulative percentages for the difference in the
supervisor and supervisees scores on the LOT-R Total.
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Table 5

Means and Standard Deviations On Two Variables for
Supervisory Pairs Matched by Gender, Theoretical Orientation,
Ethnicity and Optimism-Pessimism Scores

Match

Supervisor

nI

Supervisee

LL
Gender

WAI-R
Matched

20

209.50

23.46

20

212.90

34.37

Unmatched

25

198.12

31.48

25

196.08

44.78

Matched

20

133.40

16.45

20

110.35

13.34

Unmatched

24

129.46

19.82

24

105.04

18.15

SWAI

Ethnicity

WAIR

Matched
Unmatched

37

200.05

29.36

37

198.65

42.12

8

217.63

19.32

8

226.25

26.27

37

131.57

16.10

37

105.89

16.51

7

129.57

28.82

7

115.71

12.09

SWAI

Matched
Unmatched

Theoretical Orientation

WAI-R
Matched

16

202.31

29.74

16

207.88

33.31

Unmatched

29

203.66

28.28

29

201.17

44.96

Matched

16

131.06

22.17

16

107.44

15.41

Unmatched

28

131.36

16.07

28

107.46

16.89

SWAI

Note. n = 44 for SWAI pairs due to inventory omission by one
pair.
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Table 5 (continued)
Match

Supervisor

Supervisee
SD

n

M

SD

LOT -R

Matched High *

WAI-R

10

207.40

30.88

10

208.40

33.15

SWAI

10

134.30

12.32

10

111.60

11.14

WAI-R

13

190.69

29.91

13

188.77

48.14

SWAI

13

129.85

11.05

13

102.62

17.76

WAI-R

12

212.58

27.78

12

209.17

33.27

SWAI

12

135.83

24.48

12

110.50

12.67

10

203.90

22.61

10

211.20

46.90

9

123.78

22.49

9

105.78

22.30

Matched Low **

Unmatched
Supervisor High

Unmatched
Supervisee High
WAI-R
SWAI

Note. * Matched High signifies Supervisor LOT-R M z 19.22
and Supervisee LOT-R M z 17.29.
** Matched Low signifies Supervisor LOT-R M < 19.22 and
Supervisee LOT-R M < 17.29.

p> .05
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Table 6

Frequencies, Percentages. and Cumulative Percentages for
Differences in Paired Optimism-Pessimism (LOT -R1 total score

Value

Frequency

%

Cumulative %

Difference in
LOT-R Total Score

-8

1

2.2

2.2

(Supervisor minus
Supervisee)

-7

1

2.2

4.4

-6

1

2.2

6.7

-5

1

2.2

8.9

-4

2

4.4

13.3

-2

2

4.4

17.8

-1

6

13.3

31.1

0

3

6.7

37.8

1

7

15.6

53.3

2

3

6.7

60.0

3

1

2.2

62.2

4

4

8.9

71.1

5

3

6.7

77.8

6

3

6.7

84.4

7

1

2.2

86.7

8

3

6.7

93.3

10

1

2.2

95.6

11

1

2.2

97.8

14

1

2.2

100.0

(n = 45)

t = 2.74, p = .009
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3. How does the personality variable supervisor and
supervisee optimism-pessimism predict the strength of the
supervisory working alliance?

A correlation analysis between the 13-item full scale
LOT-R and the WAI-R Total, Bond, Task, and Goal scales
provided statistically significant results.

As previously shown in Table 2, the correlation between
the LOT-R total for the supervisor was found to have a
significant correlation with the supervisor's WAI-R Total
(r =.33, p < .03) but not with the supervisor's SWAI total
score (r = .22, ,p =.15). The Supervisor's LOT-R Total was

found to have a significant correlation with the supervisee's

Bond subscale score of the WAI-R (1 = .31, p = .04) and the
WAI-R Total score (r = .27, p = .07) for supervisees.

The

LOT-R Total for supervisee was not found to have significant
correlation with either the supervisee WAI-R total (r = .18,
R = .25) or SWAI total (L = .08, R =.60).

4. Are there combinations of supervisor and supervisee
optimism-pessimism that affect supervisory working alliance
dimensions of Tasks, Bond, and Goals?

To analyze the relationship of the personality factor
optimism-pessimism and the supervisory working alliance for
supervisors and supervisees, the supervisor and supervisee
WAI-R and SWAI Total scores were regressed on the supervisor
and supervisee LOT-R Total scores, matched or unmatched by
gender, ethnicity, and theoretical orientation.

Two multiple

regression models were used to analyze the relationships of
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the five predictor variables and with the two working
alliance total scores as the dependent variables.

See Table

7.

The full model of 5 independent variables regressed on
Working Alliance Total scores approached significance at the
.10 level.

A beta weight signifies the average standardized

change in the dependent variable associated with the average
standardized change in the independent variable when other
independent variables are held constant.

Twenty-one percent

of the variance (R-square = .21) in the dependent variable,
supervisor experience of the supervisory working alliance, is
accounted for by the 5 independent variables.

The only

independent variables approaching significance were
supervisor optimism (Slottota, I = 1.97, ,R = .0563) and

Gender Match (Gndmatch, t = 1.86, p = .0699).

Additional

simple regressions found supervisors LOT-R (Slottota)
explained 10.79% of the variance and gender match (Gndmatch)
explained 4.03% of the variance.

The equation with Trainee

experience of the supervisory working alliance as the
dependent variable yielded no significant results.

5. What is the congruence in perception of the
supervisory working alliance as assessed in the dimensions of
Tasks, Bond, and Goals by supervisor and supervisee dyads?
To analyze the differences in perception among the
supervisory pairs, supervisor and supervisee LOT-R score
differences were computed by grouping supervisory pairs by
mean scores.

Pairs were grouped by subtracting supervisee
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Table 7

Multiple Regression Equations for Working Alliance
Inventories

Dependent Variables

Supervisor
Working Alliance Inventory
Total Score

Supervisee
Working Alliance Inventory
Total Score

(WAIS)

(WAIT)

R-sq

.21

.19

Adj R-sq

.11

.09

F

2.04

1.88

R

.09

.12

Independent Variables
b

Beta

b

Beta

2.94

.22

1.28

.12

20.49

.25

1.

2.69

2.

-0.06

3.

15.99

4.

-16.66

-.23

-24.07

-.23

5.

-6.55

-.11

2.13

.03

.29*

-.01
.28*

Note.

1. LOT-R Total Supervisor
2. LOT-R Total Supervisee
3. Gender Match
4. Ethnicity Match
5. Theoretical Orientation Match
*t = .05 < p < .10

mean scores from supervisor mean scores.

Scores above and

below the sample mean scores for Supervisors (M = 19.22) and
Supervisee (M = 17.28) were calculated.

When pair scores
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were both equal to or above the Mean they were grouped as
matched high.

When pair scores were below the mean they were

grouped as matched low.

Unmatched high or low signifies a

pair with opposite LOT-R scores.

For example, the supervisor

high group signifies a supervisor scoring above the mean with
a supervisee who is scoring below the mean.

The means and

standard deviations for matched versus unmatched supervisory
pairs by LOT-R scores across gender, theoretical orientation
and ethnicity indicated no significant differences in
supervisee or supervisor mean score values for either the
WAI-R total score or the SWAI total score. (See table 8).
6.

What is the correlation of the Supervisory Working

Alliance scales of the WAI-R with the scales of the SWAI for
both Supervisor and Supervisee (trainee) forms?

A correlation matrix shown in Table 9 demonstrates
Working Alliance Inventory (WAI-R) total scores for
supervisees and supervisors were significantly correlated
(r = .49, p < .001).

Supervisory Working Alliance Inventory

(SWAI) total scores for supervisees and supervisors were not
significant (x. = .21, ,p = .18).

Correlations for Working

Alliance Inventory (WAI-R) Total scores for supervisors
approached significance with Supervisory Working Alliance
Inventory (SWAI) Total scores for supervisees' (L = .28, p =
.07).

Supervisory Working Alliance Inventory (SWAI) Total

score for supervisors approached significance with Working
Alliance Inventory Total (WAI-R) scores for supervisees
(L = .28, R =.06).
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Table 8

Analysis of Variance for Supervisors and Supervisees, Matched
and Unmatched Supervisory Pairs, for Working Alliance Total
Scores Across LOT-R Total Scores, Gender, Ethnicity, and
Theoretical Orientation

Working Alliance Inventory (WAI-R)
Variable

n

Supervisor
M
SD

F

Supervisee
M
SD

n

LOT -R

Matched*
High

10

207.40

30.88 1.44

10

208.40

33.15 0.83

Matched**
Low

13

190.69

29.91

13

188.77

48.14

Unmatched
High ***

12

212.58

27.78

12

209.17

33.27

Unmatched
High ****

10

203.90

22.61

10

211.20

46.90

Gender

Matched

20

209.50

23.46 2.14

20

212.90

34.37 2.01

Unmatched

25

198.12

31.48

25

196.08

44.78

37

198.65

42.12 2.75

8

226.25

26.27

Ethnicity

Matched
Unmatched

37

200.05

29.36 2.36

8

217.63

19.32

Theoretical Orientation
Matched

16

202.31

29.74 0.33

16

207.88

33.31 0.04

Unmatched

29

203.66

28.28

29

201.17

44.96

Note. * Matched high signifies Supervisor LOT-R M z 19.22 and
Supervisee LOT-R M z 17.29. ** Matched low signifies
Supervisor LOT-R M < 19.22 and Supervisee LOT-R M < 17.29.
*** Unmatched Supervisor high. ****Unmatched Supervisee High.
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Table 9

Correlation Matrix for the Total Scores for the Working
Alliance Inventory Revised (WAI-R) and the Supervisory
Working Alliance Inventory (SWAI) for Supervisors and
Supervisees

Supervisor
Measure

SWAI-Total
n = 44 Pairs

WAI-R Total
n = 45 Pairs

Supervisee
SWAI-Total

.21
(.18)

.28
(.07)

WAI-R Total

.28
(.06)

(.001)

.49

An intercorrelation matrix of subtests of the WAI-R and
the SWAI was computed. (See table 10).

All scales of the

supervisor form of the WAI-R correlated significantly with
the supervisor form of the SWAI (L = .32 to .59, R < .01).

The supervisee forms of the WAI-R and SWAI correlated
significantly across total and sub-scales for both
instruments (r = .58 to .72,

< .0001).
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Table 10

Intercorrelation Matrix for the Working Alliance Inventory
Revised (WAI-R) Scale with the Supervisory Working Alliance
Inventory (SWAI) Scale for Supervisor and Supervisee Forms.
Supervisor Form (n = 44 Pairs)
Measure
Supervisor

SWAI
Total

Client
Focus

Rapport

Identification

WAI-R Total

.49

.46

.43

.45

WAI-R Bond

.59

.53

.46

.59

WAI-R Task

.39

.39

.37

.32

WAI-R Goal

.41

.38

.38

.37

Supervisee (Trainee) Form (n = 44 Pairs)
Measure

SWAI
Total

Client
Focus

Rapport

Identification

Supervisee
WAI-R Total

.72

.64

.69

na

WAI-R Bond

.69

.58

.70

na

WAI-R Task

.66

.60

.63

na

WAI-R Goal

.72

.67

.67

na

5 .01

Summary

A correlation analysis between the 13-item full scale
LOT-R, the Working Alliance Inventory Revised (WAI-R) and the
Supervisory Working Alliance Inventory (SWAI) provided
several statistically significant results.

The majority of
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the sample (85.8%) scored above the mean of the norm group
and would thus be labeled as optimists.

LOT-R, SWAI, and WAI-R scores were analyzed for
supervisors and supervisees according to gender, theoretical
orientation, and ethnicity using ANOVA.

The 13-item LOT-R

scale and the WAI-R Total, Bond, Goal, and Task and the SWAI

Total, Client Focus, Rapport, and Identification scales for
supervisors and interns accounting for gender, ethnicity, and
theoretical orientation provided no statistically significant
results.

The correlation between the LOT-R total for the
supervisors was significant with the supervisor's WAI-R Total
(r = 0.33, p = .03), Bond scale (r = .29, p = .056), Task

scale (r = .33, p = .028), Goal scale (r = .30, p = .045) and
with the supervisee's WAI-R Bond scale (r = 0.31, p = .04).

The supervisor's LOT-R Total score approached significance
with the supervisee SWAI Total (r =.29, p = .06) and Client
Focus scale (r = .29, p = .057), and the supervisee's WAI-R
Total score (r = .27, p = .07).

The supervisor's LOT-R Total

score did not correlate significantly with the supervisor
SWAI Total (r = .22, p = .15), Client Focus (r = .18,
p = .25),
(

Rapport

(

r = .24, p = .12), Identification

r = .18, p = .18), or with the supervisee's SWAI Rapport

scale

(

r = .25, p = .09), WAI-R Task scale

p = .15), and WAI-R Goal scale

(

(

r = .22,

r = .26, p = .09).

T-tests were computed between the LOT-R total scores for
all supervisors and supervisees with the supervisor and
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supervisee WAI-R Total, Task, Bond, and Goal scales and the
SWAI Total, Client Focus and Rapport scores. T-tests of the
differences between supervisor and supervisee paired scores
indicated that supervisors had higher scores than
supervisees.

These results were significant for LOT-R Total

scores (t = 2.74, p = .009), SWAI Total score (t = 7.26,

p = .0001), Client Focus scores (t = 2.65, p = .01), and
Rapport scores (t = -12.35, p = .0001).

Analysis of variance found no significant differences
between groups for LOT-R, WAI-R, or SWAI scores.

A linear

regression for Working Alliance Inventory total score for
Supervisors across Supervisor LOT-R Total score for
supervisory pairs was significant (f = 5.02, p = .028).

A regression of the 5 independent variables regressed on
Working Alliance Total scores approached significance at the
.10 level with 21% of the variance (R-square = .21) in the

dependent variable, supervisor experience of the supervisory
working alliance.

Supervisor optimism (t = 1.97, p = .0563)

and Gender Match (t = 1.86, p = .0699) were the only
independent variables to approach significance.

Supervisors'

optimism (LOT-R total) explained 10.79% of the variance and
gender match explained 4.03% of the variance.

To analyze the

influence of gender within supervisory pairs, an analysis of

variance for supervisory pairs matched and unmatched by
gender yield no significant results.

Mean score differences

in the WAI-R total scores for supervisory pairs that were

matched or unmatched by gender was analyzed. When both
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members of a dyad were female the working alliance mean
scores reported were higher than either male supervisors

working with either male or female supervisees, or female
supervisors working with male supervisees. None of these
findings were statistically significant.

A correlation of the Supervisory Working Alliance (SWAI)
subscales with the Working Alliance Inventory (WAI-R)

subscales resulted in significant correlation for the WAI-R
Total scores for supervisors and supervisees (r = .49,
p < .001).

Supervisory Working Alliance Inventory (SWAI)

total scores for supervisees and supervisors were not
significant (r = .21, p = .18).

An intercorrelation matrix of subtests of the WAI R and
the SWAI resulted in all scales of the supervisor form of the

WAI_R correlating significantly with the supervisor form of
the SWAI (r = .32 to .59, p < .01).

The supervisee forms of

the WAI_R and SWAI correlated significantly across total and
sub-scales for both instruments (r = .58 to .72, p < .0001).
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CHAPTER 4
DISCUSSION

This chapter begins with a summary of the purpose,
theoretical framework, research methodology, data analysis,
and results of this study.

A discussion of the results

follows with implications these results may have for
educators, supervisors, supervisees, and training directors

and what these findings may imply for further research.

Summary

This study investigated some variables which previously
have been hypothesized to influence the quality of the
supervisory relationship.

A tripartite model, Bordin's

(1983) working alliance theory of supervision, which

postulates that the strength of the supervision working
alliance is the key component in supervision was used as the
theoretical basis for this study.

Review of the supervision

literature suggested that supervisor and supervisee
personality, gender, ethnicity, and theoretical orientation
may significantly influence the supervisory relationship.
Optimism-pessimism was used as the personality construct for
this study because optimism is associated with positive
outcome expectancy, the use of problem-focused coping,
seeking of social support, and emphasizing the positive
aspects of a stressful situation (Scheier & Carver, 1985) as
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found in the counseling relationship.

In this study, each of

these variables was examined in relationship to the
supervisory working alliance.

A correlational study was designed to assess supervisor
and supervisee optimism-pessimism, gender, ethnicity, and
theoretical orientation and the supervisory working alliance
as they relate to the supervisory working alliances between
masters-level interns from counselor education programs and
their field-site supervisors.

Fifty-one supervisors and 48

interns from internship sites in three western states each
voluntarily completed a mailed or delivered research packet
which included a demographic data sheet, informed consent
document, the Life Orientation Test, and either the
supervisor or supervisee form of the Working Alliance
Inventory Revised, and the Supervisory Working Alliance
Inventory.

A total of 45 matched supervisor-supervisee pairs

was obtained.

The data generated from these questionnaires were

assessed using correlation, ANOVA's, and multiple regression
analysis and yielded the following results:
1.

The data supported the hypothesis that supervisor

optimism, as measured by total LOT-R score has a significant
relationship with the supervisor's but not the supervisee's

assessment of the overall supervisory working alliance. The
supervisee's Life Orientation Test totals were not found to

have significant relationship with either supervisor or
supervisee's assessment of the supervisory working alliance.
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2. No significant relationships were found when

assessing the correlation of supervisor and supervisee WAI-R
and SWAI totals with the value of the difference between
supervisor and supervisee LOT-R Total scores.
3.

No statistically significant differences were found

between supervision dyads that were either matched or
unmatched by LOT-R Total scores, gender, theoretical
orientation, or ethnicity in relationship to either the
supervisors' or supervisees' WAI-R or SWAI Total scores.
4.

A multiple regression analysis designed to assess

the relative contribution of supervisor and supervisee
optimism-pessimism to the supervisory working alliance
matched by gender, theoretical orientation, and ethnicity as

measured by the WAI-R Total for supervisors yielded a
significant difference accounted for by the supervisors' LOT

R Total score

(

t = 1.97, p = .0563) and gender match

(t = 1.86, p = .0699).

No significant differences were found

in the working alliance scores for supervisees by either the

WAI-R or SWAI for supervisees or for supervisors as measured
by the SWAI for supervisors.
5.

An intercorrelation analysis for the total and

subscale scores for the Working Alliance Inventory Revised
(WAI-R) and the Supervisory Working Alliance Inventory (SWAI)
revealed statistically significant relationships for the
subscales of both measures for both supervisors and
supervisees with their total scale scores.

SWAI Total score

correlated with Client Focus (r = .93, p < .0001), Rapport
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(r = .88, p < .0001) and Identification (r = .90, p < .0001)
for supervisors.

SWAI Total scores for supervisees

were

highly significant for Client Focus (r = .90, p < .0001) and
Rapport (r = .94, p < .0001).

WAI-R Total scores for

supervisor were statistically significant for Bond

(

r = .85,

p < .0001), Task ( r = .95, p < .0001), and Goal (r = .97,
p < .0001).

WAI-R Total scores for supervisees indicated a

significant relationship with Bond
Task and Goal

(

(

r = .94, p < .0001),

r = .97, p < .0001).

Conclusions

The results obtained in this study are consistent with
the kinds of supervisory working alliances expected with
interns working with the insecurities of their first
supervisory experience. Although no statistically significant
relationship was found between optimism-pessimism scores and
working alliance scores by supervisory pairs, a positive
correlation was identified between supervisors Total LOT-R
scores and supervisors' WAI-R Total, Bond, Task, and Goal
Scores and Supervisee's Total, Bond and Goals scores.
In previous studies, (Dember & Brooks, 1989; Marshall et

al., 1992) researchers have suggested that optimism and
pessimism are not bipolar but rather separate constructs.
Early correlational analysis yielded no significant
differences for the LOT-R total score compared with the

positively and negatively worded items examined separately
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resulting in a decision to analyze data for this study with
the one-factor scale as recommended by the scale developer
(Scheier & Carver, 1994).

Supervisors in this sample tended to be optimistic and
to view their supervisory working alliance as strong while
supervisees, though generally optimistic, did not assess the
working relationship in a corresponding way.

Trainees'

assessment of their supervisory bond as measured by the WAIR
Bond score for supervisees was strongly correlated with the
optimism in their supervisor but not with their own optimism
score suggesting a felt sense of support or liking by their
supervisors as well as a sense of insecurity in the
developing supervisory relationship.

Since the subjects in this sample were largely optimists
as indicated by their high LOT-R scores, by implication,
counselors may be basically optimistic even when a
threatening situation such as evaluation is a factor in the
relationship.

Various developmental models of supervision propose that

supervisees at different levels of training require different
styles of supervision.

Stoltenberg (1981) suggested

beginning supervisees need more didactic supervision, while
more advanced students benefit from a collegial approach.
Optimistic supervisors who manifest other personality
characteristics, such as authoritarian leadership qualities,

may work well with beginning supervisees yet find themselves
in conflict with more advanced and confident students.
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Similarly, optimistic supervisees who have an inflated sense
of self-sufficiency, may struggle in the early stages of
supervision, when they are in the most vulnerable stages of
learning.

Supervisor optimism, by definition, exerts its influence
in the supervision relationship in terms of outcome
expectancy.

The supervision relationship is often compared

to the counseling relationship as a parallel process
(Doehrman, 1976).

Gelso and Carter (1985) stated that the

congruence between the world view of the counselor and client
is a determinant of the working alliance. One aspect of this
congruence in world view is the degree of agreement, or
congruence, in client-counselor expectations about
counseling.

In parallel process, supervisees who expect an

egalitarian relationship are likely to collaborate with their
supervisor.

Trainees who do not expect an egalitarian

relationship may be either too passive or too unresponsive to
the supervisor to collaborate effectively (Al-Darmaki &

Kivlighan, 1993) which would be reflected in lower WAI-R
scores.

For example, supervisors who would expect supervisees to
follow directives without question, or to give up their own
assessment of their clients in favor of their supervisor's
assessments because they are more "expert" would be
reflecting a more pessimistic style reflected in a lower
LOT-R score.

101

Perhaps the lack of support for finding a significant
relationship between LOT-R Total scores and WAI-R or SWAI for
supervisees has to do with the degree to which the various
aspects of optimism negatively or positively affect demands
which are specific to different kinds of relationships.
Considered in light of the various developmental models of

supervision which propose that supervisees at different
levels of training require different styles of supervision,

optimism in the trainee may seem unrealistic to a student who
is struggling with conceptualizing a client while being
evaluated by their supervisor.

Situational performance

anxiety may influence the supervisee despite the attitude or
perception of their supervisor.

The supervisee, though

optimistic, may assess the supervisory working relationship
as strong in WAI-R Bond and less effective in Task and Goals
than their supervisor's assessment.

The working alliance model considers supervision to be
an interactive process.

The data analysis which attempted to

measure this interaction by comparing the differences in
paired mean scores of supervisor and supervisee WAI-R Total,
Bond, Task, Goals, and SWAI Total, Client Focus, and Rapport
scores did not yield any statistically significant results.

Optimism, as a personality factor, has been studied
extensively in relationship to coping with stress.

Taylor

and Brown (1988) suggested that unrealistic optimism about
the future is generally adaptive in that it promotes the

criteria normally associated with the mentally healthy
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personality, including feelings of self-worth, the ability to
care for and about others, persistence and creativity in the
pursuit of goals, and the ability to cope effectively with
stress.

Such optimism may become particularly adaptive when

an individual is facing threatening circumstances (Taylor,
1983).

The supervisees' optimism, as reflected in their higher
LOT-R scores, may indicate their adaptability to the
stressful process of counselor development.

Seligman (1994)

recently stated that optimism offers a protective factor for
negative experiences which might otherwise result in
depression.

Optimism is an example of an attitudinal style which is
associated with the positive experience of personality.

Scheier and Carver (1985b) found an optimistic nature to be
associated with more effective coping with stress.

In their

studies with college students, they found that optimism was
associated with greater use of problem-focused coping,
seeking of social support, and emphasizing the positive
aspects of a stressful situation.

Pessimism, in contrast,

was associated with denial and distancing from the event
(person), with focusing directly on stressful feelings, and

with disengagement from the goal with which the stressor was
interfering.

Supervisor optimism exhibits its influence in the
supervision relationship in terms of the supervisory working
alliance, which was found to have strong positive
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correlations with all of the following: supervisor WAI-R
Total, Bond, Task, and Goals scores; and supervisee
assessment of the WAI-R Total, Bond, and Goal scores.

This finding is of particular concern in respect to the
parallel process phenomenon as described by Doehrman (1976).

Parallel process occurs when supervisees unconsciously
present themselves to clients as their supervisors have
presented to them.

Supervisees may duplicate poor supervisory working
alliances in their relationships with their clients.

This

may be problematic for supervisees who find that their
ability to resolve conflict with clients is related to the
ability of their supervisors to resolve impasses with their
supervisees.

Supervisors who need to be admired and who

avoid dealing with conflicts in supervision would find it
difficult to help their supervisees resolve conflicts with
their clients.

For example, if a supervisee presents a

difficult case in supervision, the supervisor may feel that
they need to be an expert and "know all" or risk loss of
esteem from their supervisee.

The fear of loss or rejection

by their student may pressure the supervisor into giving
unsolicited advice to the trainee on how to deal with the
client rather than allowing the supervisee to explore the
dynamics of the case or their feelings about the client.

supervisor who avoids or ignores these often confusing
aspects of case management prevents the supervisee from

The
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developing and strengthening their self and client
understanding.

Since supervisee optimism as measured by the LOT-R score
was not significantly correlated with their experience of the
working alliance as measured by both the WAI-R and SWAI Total
and subscale scores, the supervisee, though optimistic about
the outcome of supervision, might have difficulty facing the
vulnerabilities and resultant anxiety inherent in a learning
environment which requires one to make mistakes, risk
exposure and not be admired, as well as dependence upon
another for guidance and help while being evaluated.

Another result of this study was that supervisory pairs
matched by gender did not show statistically significant
differences from unmatched dyads in their assessments of the
supervisory working alliance.

However, when supervisor and

supervisee optimism and gender match were regressed on the
supervisory experience of the working alliance, a

statistically significant difference was attributed to
supervisory pairs that were matched by gender.

In contrast to Worthington and Stern (1985) who found
that supervision dyads matched by gender were rated better by
supervisees but not by supervisors, gender match in this

study accounted for some of the supervisors' rating of the
supervisory working alliance as measured by the WAI-R Total
score.

It is noted that when both members of a dyad were female

the working alliance mean scores reported tended to be higher
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than either male supervisors working with either male or
female supervisees, or female supervisors working with male
supervisees.

Although none of these findings were

statistically significant, the lack of significance found in
this study warrents further study.

Supervision dyads that were matched by theoretical

orientation were not found to have statistically significant
differences in overall working alliances from unmatched
dyads, as assessed by both supervisors or supervisees.

This

result offers support for Bordin's (1983) suggestion that the
working alliance is a factor which exists outside the context
of theoretical orientation.

Perhaps the resolution of any

conflict arising out of theoretical differences lends
strength to the supervisory relationship.

The multiple regression analysis yielded statistically
significant results with supervisor LOT-R total and gender
match affecting the dependent variable supervisor working
alliance total score as measured by the WAI-R but not by the
SWAI total score.

Similarly, differences in supervisee

working alliance totals as measured by the WAI-R and SWAI
for supervisory dyads matched by gender, theoretical

orientation, ethnicity, and supervisor or supervisee LOT-R
scores did not yield any significant results in regression.

A correlational analysis of the Working Alliance
Inventory Revised and the Supervisory Working Alliance Total

and subscale scores for supervisors and supervisees produced
significant results.

Each instrument was highly correlated
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by total and subscale scores for both supervisors and
supervisees.

Intercorrelation analysis by WAI-R and SWAI

Total scores for supervisees and supervisors indicated the
WAI-R for Supervisor correlated highly with the WAI-R Total
for supervisees and approached significance with the SWAITotal for supervisees.

The SWAI-Total for supervisors did

not correlate significantly with the SWAI-Total for
supervisees and approached significance with the WAI-R Total
for supervisees.

With this sample, the Working Alliance

Inventory Revised proved to be superior to the Supervisory
Working Alliance as a measure of the working alliance in
supervisory pairs.

These findings might indicate that variables which
significantly affect the supervisory working alliance were
not included in this study.

Factors such as other

personality differences in the dyad, as well as the amount of

supervision training the supervisor and supervisee have had
may contribute to the strength of the supervisory working
alliance.

Supervision itself may not be particularly rewarding to
supervisors who have been in the field a long time or who may

not be interested in developing relationships with their
supervisees.

Professional burnout may be a factor that is

often ignored or overlooked due to staff overloads or
budgetary constraints.

The recent emphasis on avoidance of dual relationships
in counseling and maintanence of clear boundaries between
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supervisor, supervisee, and client may impact the strength of
the supervisory working alliance and the education and
training of counselors in a negative way.

Students who enter

counselor training may assume and desire more collegial

relationships with their supervisors as exemplified in a
mentor relationship.

When it becomes obvious that the

working alliance includes professional distancing on the part
of the supervisor, the trainee may become disillusioned or at
least disappointed in the quality of this working
relationship. It is at this vulnerable time, that the
optimism in the student may become most beneficial in its
effect on coping style.

Jmplications for Further Research
This study was limited to a one-time assessment of the

supervisory working alliance of counseling interns and their
field-site supervisors.

Longitudinal studies might examine

changes in the supervisory working alliance over a period of
time.

Subjects for future studies could be drawn from

multiple levels of counselor training, from interns at
different types of agency or school settings, from
supervisees at different experience levels, from supervisors
with formal and informal training in supervision, or from
participants in group supervision.

To examine differences

and similarities attributable to the same supervisory style,

comparisons of working alliance scores among different
trainees of the same supervisor would be desirable.
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Optimism-pessimism was identified in this study to have
a positive impact on the supervisory working alliance as
experienced by supervisors.

Future studies should examine

how other personality factors that are known to correlate
with optimism such as locus of control, self-efficacy, and
problem-focused coping styles relate to the working alliance.

In addition, optimism in supervisors and supervisees should
be explored as it relates to optimism in client populations
or client issues such as depression.

While no statistically significant differences were
found among the working alliances of supervision dyads

matched or unmatched by gender, additional studies of this
aspect should be repeated in regards to perceived power
differential with a larger sample.

Additionally, efforts

should be made to identify a sufficiently large sample of

ethnically diverse supervisors and supervisees to test
differences in the working alliances of dyads matched or
unmatched by ethnic background.

The generalizability of this study is limited due to
small sample size, the use of self-report measures, and a
small survey return rate.

This study could be replicated

with a larger sample and include an assessment of the working
alliance by a direct observer of supervisory behaviors.

Further reliability and validity studies of the working
alliance measures are suggested.

While the Working Alliance

Inventory Revised for supervision was found to have good
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reliabilities, the Supervisory Working Alliance Inventory did
not prove to be a discriminating measure in this study.

Future studies could examine the protective or
preventive aspects of optimism in the supervisee on the
counseling relationship as an example of parallel process to
the supervisory working alliance.

The use of bipolar and

one-scale instruments measuring optimism and pessimism as
either separate or bipolar factors is advised.

In addition,

multiple measures of optimism-pessimism could be added to
future studies for analysis since the LOT-R measure, while
demonstrating strong reliability, is limited as a six-item
scale.
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Table 11

Descriptive Characteristics of Respondents

Supervisor

Supervisee

(n = 51)

(n = 481

CHARACTERISTIC
GENDER
Male
Female
Unspecified

n

21
29
1

ETHNICITY
Caucasian
Hispanic
Native American
African American
Asian American
Unspecified
HIGHEST DEGREE
Doctorate
Masters
Bachelors
Other

44
2
0
2

2
1

9

40
0
2

41.2
56.9
1.9

86.3
3.9
0.0
3.9
3.9
2.0

17.7
78.4
0.0
3.9

THEORETICAL ORIENTATION
Cognitive-Behav
11
Eclectic
24
Humanistic
3
Psychodynmc/anlytc
4
Systemic
1
Eclectic-Humanistic
0
Interpersonal
3
Cognitive-Eclectic
1
Other
4
Unspecified
0

21.6
47.1
5.9
7.8
2.0
0.0
5.9
2.0
7.8
0.0

INTERNSHIP SITE
Agency
School

43.1
56.9

Range
AGE

26-60

22
29

25.0
73.0
2.0

12

35
1

45

93.8
0.0
2.1
2.1
2.1
0.0

0
1
1
1

0

4.2
43.8
52.1
0.0

2

21
25
0

1

18.8
41.7
25.0
4.2
2.1
4.2
0.0
0.0
2.1
2.1

20
28

41.7
58.3

9

20
12
2
1

2
0

0
1

Supervisor

Supervisee

(n = 511

(n = 481

M
45.49

SD

Range

M

SD

8.72

24-58

38.95

9.23
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Table 12

Range, Means, and Standard Deviations for all Supervisors and
Supervisees Responding to Survey

ALL RETURNS
Supervisor (n = 51)

MEASURE

Range

LOT-R Total

13-24

M

Supervisee (n = 48)

SD

Range

19.20

2.97

7-24

203.45

29.01

M

SD

17.08

3.85

204.52

39.86

WAI-R
Total

132-251

Bond

43-84

70.29

8.65

15-84

69.96

13.80

Task

39-84

67.57

10.82

33-84

67.73

13.62

Goal

38-84

65.59

11.68

35-84

66.83

14.02

Supervisor (n = 501

MEASURE

Rangg

M

85-252

Supervisee (n = 47)

SD

Range

M

62-126

107.17

16.16

SD

SWAI

Total

65-160

131.46

17.79

Client Focus

24-63

50.16

8.12

25-56

45.74

7.98

Rapport

22-48

41.34

4.74

25-70

61.43

9.58

Identificatn.

18-49

39.96

6.93

na

na

na
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APPENDIX A
WORKING ALLIANCE INVENTORY REVISED -- SUPERVISOR

WORKING ALLIANCE INVENTORY REVISED
Supervisor Form
INSTRUCTIONS

The following sentences describe some of the different ways a
person might think or feel about his or her supervisee at the
present time. As you read the sentences, mentally insert the
name of your supervisee in place of
in the
text.
Items are written in present tense.
If your
supervision of your intern has been completed, think of the
last several weeks of the supervision experience as a
framework for answering questions. With each statement there
is a seven-point scale.
2

1

Never

Rarely

3

4

5

Occasionally

Sometimes

Often

6

7

Very Always
Often

If the statement describes the way you always feel (or
think), circle the number "7;" if it never applies to you,
circle the number "1." Use the numbers in between to
describe the variations between these extremes. This
questionnaire is confidential. Neither your supervisee nor
the agency/school will see your answers. Please work fast:
Your first impressions are the ones we would like to have.
PLEASE DO NOT FORGET TO RESPOND TO EVERY ITEM.
your cooperation.
1
2
3
4
5
6
7

1.

-

Thank you for

Never
Rarely
Occasionally
Sometimes
Often
Very Often
Always

I feel uncomfortable with
1

2

3

4

5

6

7

126

2.

and I agree about the steps to be taken
to improve his/her work as a counselor.
2

1

3.

4

5

6

7

5

6

7

6

7

I have some concerns about the outcome of these
sessions.
1

4.

3

2

3

4

and I both feel confident about the
usefulness of our current activity in supervision.
1

2

3

4

5

and I have a common perception of her/his

5.

goals.

6.

7.

8.

9.

1

2

3

4

5

6

7

1

2

3

4

5

6

7

I feel I really understand

finds what we are doing in supervision
confusing.
I believe

1

2

3

4

5

6

7

1

2

3

4

5

6

7

likes me.

I sense a need to clarify the purpose of our sessions
for
1

10.

I have some disagreements with
goals of these sessions.
I believe that the time
together is not spent efficiently.

6

7

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

5

6

7

's
2

3

4

The current goals of these sessions are important for
1

15.

2

I am clear and explicit about what
responsibilities are in supervision.
1

14.

5

I have doubts about what we are trying to accomplish in
supervision.
1

13.

4

and I are spending
1

12.

3

about the
1

11.

2

2

3

4

5

6

7

I find that what
and I are doing in
supervision is unrelated to his/her current concerns.
1

2

3

4

5

6

7
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16.

17.

18.

I feel confident that the things we do in supervision
will help
to accomplish the changes he/she
desires.

21.

22.

23.

24.

25.

2

1

2

I am genuinely concerned for

28.

29.

6

7

3

4

5

6

7

2

3

4

5

6

7

1

2

3

4

5

6

7

and I respect each other
I feel that I am not totally honest about my feelings
toward
1

2

3

4

5

6

7

1

2

3

4

5

6

7

I am confident in my ability to help
We are working towards mutually agreed-upon goals.
I appreciate

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

as a person.

We agree on what is important for

to work on.
3

4

5

6

7

As a result of these sessions,
is clearer as to
how he/she might be able to improve his/her work as a
therapist.
2

3

4

5

6

7

3

4

5

6

7

and I have built a mutual trust.
2

and I have different ideas on what his/her
learning needs are.
1

2

3

4

5

6

7

1

2

3

4

5

6

7

Our relationship is important to
has some fears that if he/she says or does
the wrong things, I will stop working with him/her.
1

30.

5

1

1

27.

4

to do in

1

26.

3

's welfare.

I am clear as to what I expect
these sessions.

19.

20.

1

2

3

4

5

6

7

and I have collaborated on setting goals
for these sessions.
1

2

3

4

5

6

7
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31.

is frustrated by what I am asking him/her
to do in supervision.
1

32.

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

6

7

believes the way we are working with his/her
issues is correct.
1

36.

5

doesn't know what to expect as the result of
supervision.
1

35.

4

The things that we are doing in supervision don't make
sense to
1

34.

3

We have established a good understanding between us of
the kind of changes that would be good for
1

33.

2

I respect
do not approve of.

2

3

4

5

even when she/he does things I
1

2

3

4

5

6

7
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APPENDIX B
WORKING ALLIANCE INVENTORY REVISED -- SUPERVISEE

WORKING ALLIANCE INVENTORY REVISED
Supervisee Form
INSTRUCTIONS

The following sentences describe some of the different ways a
person might think or feel about his or her supervisor at the
present time. As you read the sentences, mentally insert the
name of your supervisor in place of
in the
text.
Items are written in present tense.
If your
internship has been completed, think of the last several
weeks of the supervision experience as a framework for
answering questions. With each statement there is a sevenpoint scale.
2

1

Never

Rarely

3

Occasionally

4

Sometimes

5

6

Often

7

Very Always
Often

If the statement describes the way you always feel (or
think), circle the number "7;" if it never applies to you,
circle the number "1." Use the numbers in between to
describe the variations between these extremes. This
questionnaire is confidential. Neither your supervisor nor
the agency/school will see your answers. Please work fast:
Your first impressions are the ones we would like to have.
PLEASE DO NOT FORGET TO RESPOND TO EVERY ITEM. Thank you for
your cooperation.
1

Never

1.

2

Rarely

3

4

5

Occasionally

Sometimes

Often

2

3

4

5

6

7

and I agree about the things I will need
to do to improve my work as a counselor.
1

3.

7

I feel uncomfortable with
1

2.

6

Very Always
Often

2

3

4

5

6

7

5

6

7

I am worried about the outcome of these sessions.
1

2

3

4
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4.

What I am doing in supervision gives me new ways of
looking at how I approach my work as a therapist.
1

1

1

9.

I believe

7

5

6

7

2

3

4

I wish
sessions.

1

2

3

4

5

6

7

likes me.

and I could clarify the purpose of our

I disagree with
supervision.

2

3

4

5

6

7

about what I ought to get out of
2

3

4

5

6

7

6

7

I believe that the time
and I are spending
together is not spent efficiently.
2

3

4

5

does not understand what I am trying to
accomplish in supervision.
2

3

4

5

6

7

4

5

6

7

4

5

6

7

4

5

6

7

6

7

5

6

7

5

6

7

I am clear on what my responsibilities are in
supervision.
2

3

The goals of these sessions are important to me.
2

3

I find that what
and I are doing in
supervision is unrelated to my concerns.
2

3

I feel the things I do in supervision will help me
to improve as a counselor.
I believe

2

3

4

5

is genuinely concerned for my welfare.
1

18.

6

7

1

17.

5

6

1

16.

4

5

1

15.

3

4

1

14.

2

3

1

13.

7

2

1

12.

6

1

1

11.

5

I find what I am doing in supervision confusing.

1

10.

4

perceives accurately what my goals are.

6.

8.

3

and I understand each other.

5.

7.

2

I am clear as to what
these sessions.

2

3

4

wants me to do in
1

2

3

4
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and I respect each other.

19.

2

1

20.

I feel that
feelings toward me.

I am confident in

5

6

7

2

3

4

5

6

7

6

7

's ability to help me.
1

22.

4

is not totally honest about his/her
1

21.

3

2

3

4

5

and I are working towards mutually agreed-upon
goals.
1

23.

I feel that

26.

27.

6

7

2

3

4

5

6

7

5

6

7

2

3

4

1

2

3

4

5

6

7

1

2

3

4

5

6

7

5

6

7

6

7

and I trust one another.

and I have different ideas on what my
difficulties are.
My relationship with

2

3

4

is very important to me.
1

29.

5

As a result of these sessions, I am clearer as to how I
might be able to improve my work as a counselor.

1

28.

4

We agree on what is important for me to work on.
1

25.

3

appreciates me.
1

24.

2

2

3

4

5

I have the feeling that if I say or do the wrong things,
will stop supervising me
1

30.

2

3

4

5

6

7

and I collaborate on setting goals for my
supervision.
1

31.

4

5

6

7

2

3

4

5

6

7

We have established a good understanding of the kinds of
changes that would be good for my work as a counselor.
1

33.

3

I am frustrated by the things I am doing in supervision.
1

32.

2

The things that
sense to me.

2

3

4

5

6

7

6

7

is asking me to do don't make
1

2

3

4

5
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34.

I don't know what to expect as the result of my
supervision.
1

35.

3

4

5

6

7

6

7

6

7

I believe the way we are working in supervision is
correct.
1

36.

2

2

3

4

5

I feel
cares about me even when I do
things he/she does not approve of.
1

2

3

4

5
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APPENDIX C
SUPERVISORY WORKING ALLIANCE INVENTORY -- SUPERVISOR

SUPERVISOR FORM 1
INSTRUCTIONS:
occur in counseling
supervisor. Please
scale the frequency
item occurs in your
1

2

almost
never

1.

3

4

5

The following items are about events that
supervision between a trainee and a
read each item and then indicate on the
with which the event described in the
supervisory sessions.
6

7

almost
always

My trainee understands client behavior and treatment
technique similar to the way I do.
1

2.

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

6

7

5

6

7

5

6

7

5

During supervision my trainee talks more than I do.
1

8.

7

I help my trainee stay on track during our meetings.
1

7.

6

I encourage my trainee to talk about the work in ways
that are comfortable for him/her.
1

6.

5

I help my trainee work within a specific treatment plan
with his/her client.
1

5.

4

In supervision, I expect my trainee to think about or
reflect on my comments to him/her.
1

4.

3

I welcome my trainee's explanations about his/her
client's behavior.
1

3.

2

2

3

4

I am tactful when commenting about my trainee's
performance.
1

2

3

4
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9.

My trainee consistently implements suggestions made in
supervision.
1

10.

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

4

3

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

3

4

5

6

7

4

5

6

7

I make an effort to understand my trainee.
1

23.

3

I facilitate my trainee's talking in our sessions.
1

22.

2

I encourage my trainee to take time to understand what
the client is saying and doing.
1

21.

7

My trainee works with me on specific goals in the
supervisory session.
1

20.

6

In supervision, my trainee is more curious than anxious
when discussing his/her difficulties with clients.
1

19.

5

In supervision, I place a high priority on our
understanding the client's perspective.
1

18.

4

I stay in tune with my trainee during supervision.
1

17.

3

My trainee identifies with me in the way he/she thinks
and talks about his/her clients.
1

16.

2

My trainee appears to be comfortable working with me.
1

15.

7

My style is to carefully and systematically consider the
material that my trainee brings to supervision.
1

14.

6

I encourage my trainee to formulate his/her own
interventions with the client.
1

13.

5

4

During supervision, my trainee seems able to stand back
and reflect on what I am saying to him/her.
1

12.

3

When correcting my trainee's errors with a client, I
offer alternative ways of intervening with that client.
1

11.

2

2

I teach my trainee through direct suggestion.
1

2

3
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APPENDIX D
SUPERVISORY WORKING ALLIANCE INVENTORY -- SUPERVISEE

TRAINEE FORM 1
INSTRUCTIONS:
occur in counseling
supervisor.
Please
scale the frequency
item occurs in your
1

2

almost
never

1.

3

4

5

6

The following items are about events that
supervision between a trainee and a
read each item and then indicate on the
with which the event described in the
supervisory sessions.
7

almost
always

My supervisor's style is to carefully and systematically
consider the material I bring to supervision.
1

2.

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

4

5

6

7

5

6

7

I feel comfortable working with my supervisor.
1

8.

7

My supervisor helps me work within a specific treatment
plan with my clients.
1

7.

6

My supervisor threats me like a colleague in our
supervisory sessions.
1

6.

5

My supervisor encourages me to take time to understand
what the client is saying and doing.
1

5.

4

My supervisor is tactful when commenting about my
performance.
1

4.

3

I work with my supervisor on specific goals in the
supervisory session.
1

3.

2

2

3

My supervisor makes the effort to understand me.
1

2

3

4
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9.

When correcting my errors with a client, my supervisor
offers alternative ways of intervening with that client.
1

10.

5

6

7

2

3

4

5

6

7

2

3

4

6

7

5

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

2

3

4

5

6

7

I understand client behavior and treatment technique
similar to the way my supervisor does.
1

19.

4

In supervision, my supervisor places a high priority on
our understanding the client's perspective.
1

18.

3

My supervisor helps me stay on track during our
meetings.
1

17.

2

My supervisor encourages me to formulate my own
interventions with the client.
1

16.

7

My supervisor encourages me to talk about my work with
clients in ways that are comfortable for me.
1

15.

6

My supervisor stays in tune with me during supervision.
1

14.

5

In supervision, I am more curious than anxious when
discussing my difficulties with clients.
1

13.

4

My supervisor welcomes my explanations about the
client's behavior.
1

12.

3

I feel free to mention to my supervisor any troublesome
feelings I might have about him/her.
1

11.

2

2

3

4

5

6

7

6

7

My supervisor helps me talk freely in the sessions.
1

2

3

4

5
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APPENDIX E
SUPERVISOR DEMOGRAPHIC QUESTIONNAIRE

SUPERVISOR DEMOGRAPHIC QUESTIONNAIRE
Background - Please fill-in the appropriate answer.
1.

Age:

2.

Sex:

3.

Ethnic Background: Asian
Black
Hispanic
Native American
specify)

4.

Highest Degree Attained:
Other

5.

Graduate Specialty: Counseling
Counseling Psychology
Clinical Psychology
Social Work
Other: (specify)

6.

Years of
counseling experience: Post-doctoral
Post-master's

7.

Years of experience as a counseling supervisor:
Post-doctoral
Post-master's

8.

Type of educational and/or training experience in
supervision (check all that apply):
Academic course in supervision
Supervision practicum
None
Supervision workshop
Other: specify

9.

Number of trainees supervising this term at each
experience level:
Novice practicum student(s) (i.e., 0 - 1 completed
terms of practicum experience)
Advanced practicum student(s) (i.e., 2 - 3
completed terms of practica)
Intern student(s) (i.e., have completed required
practica)
Pre-doctoral Intern(s)

10.

Average number of hours of weekly individual
face-to-face supervision provided to EACH supervisee:

Male

Female

Doctorate

Caucasian
Other
(please
Master's
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11.

Type of internship site in which you supervise trainees:
Counseling Center
elementary school
middle school
high school
University or college
Psychological Clinic
Hospital
Community Mental Health Center
Other: specify

12.

Primary Theoretical Orientation:
Cognitive-behavioral
Eclectic
Humanistic
Psychoanalyticipsychodynamic
Systems
Other (specify)

13.

Are you a

training director
school counselor?

administrator
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APPENDIX F
SUPERVISEE DEMOGRAPHIC QUESTIONNAIRE

SUPERVISEE DEMOGRAPHIC QUESTIONNAIRE
Background - Please fill-in the appropriate answer.
1.

Age:

2.

Sex:

3.

Ethnic Background : Caucasian
Native American
Other

4.

Highest Degree Attained: Doctorate
Master's
Bachelor's
Other (specify)

5.

Graduate Specialty: Counseling
Counseling Psychology
Clinical Psychology
Social Work
Other: specify

6.

Years of counseling experience: Pre-Master's
Post-master's
Volunteer
Peer counselor
Other: specify

7.

Years of experience as a formally trained teacher

8.

Average number of hours of weekly individual face-to
face supervision provided to supervisee:

9.

Average number of hours of weekly group supervision
provided by internship site to supervisee:

10.

Type of internship site in which you are supervised
Counseling Center
elementary school
middle school
high school
University or college
Psychological Clinic
Hospital
Community Mental Health Center
Other: specify

11.

Primary Theoretical Orientation:
Cognitive - behavioral
Eclectic
Humanistic
Psychoanalytic/psychodynamic
Systems
Other (specify)

Male

Female
Hispanic
(please specify)

:

