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Abstract

One of the most important elements of counselor education is supervision. 
In the literature, it is stated that supervisors should determine the supervision 
model in the process. Developmental supervision models are models that 
prioritize the developmental needs of supervisees. Some specific characteristics 
of undergraduate supervisees, such as having rigid thinking and behavior 
patterns, paying too much attention to the rules, believing that there is 
only one right way and not being flexible in this regard, not being aware 
of their strengths and weaknesses, experiencing high anxiety, and having 
low self-confidence in their skills, indicated that developmental supervision 
models are appropriate for undergraduate supervisees. Nevertheless, these 
characteristics also pointed out that counseling self-efficacy of undergraduate 
supervisees should be strengthened in the supervision. Therefore, in this 
study, developmental supervision models and the supervision needs of 
undergraduate supervisees were explained, and then based on developmental 
supervision models some strategies for strengthening counseling self-efficacy 
of undergraduate supervisees were discussed.

One of the most important elements of counselor education is supervision. 
Supervision, which is provided by relatively more experienced professionals 
(supervisors) to counselor candidates in a regular and time-based evaluative 
manner (Bernard & Goodyear, 2019), is one of the basic elements that 
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determine the quality of counselor education. Studies on supervision (e.g. 
Bernard	 &	 Goodyear,	 2019;	 Borders,	 1994,	 Borders	 &	 Brown,	 2005;	
Borders	et	 al.,	2014;	Campell,	2006;	Corey	et	al.,	2010;	Watkins,	1997)	
point out that the quality of the supervisor is important for effectiveness 
of supervision. In this context, it is stated that supervisors should receive 
formal supervision training, have knowledge about ethical and legal issues, 
determine the goals of supervision, establish relationship in accordance with 
the purpose of supervision, fully fulfill the requirements of the supervisory 
roles, provide enough feedback and evaluation, have awareness, knowledge, 
and skills on multiculturalism issues, diversify the supervision methods and 
techniques, and determine the supervision model.

As	 one	 of	 these	 requirements,	 determining	 the	 supervision	 model	
is one of the less emphasized but very important requirements. In the 
supervision process, models provide a theoretical structure for what and 
how supervisors will teach. In this respect, supervisors should advance 
the supervision process by adhering to a certain supervision model so that 
the supervision process can achieve its purpose and thus provide more 
benefit to supervisees (Bernard & Goodyear, 2019; Borders & Brown, 
2005;	 Corey	 et	 al.,	 2010).	 In	 this	 regard,	 Hart	 (1982)	 expressed	 this	
importance	by	saying,	“A	person	can	be	a	very	good	supervisor,	but	if	s/he	
does not base his work on a model, that person does not know anything 
about	the	supervision	process.”	On	the	other	hand,	Watkins	(1997)	stated	
that adhering to a supervision model provides the supervisor with a broad 
perspective on the supervision relationship, the supervisee’s behaviors, 
resistance, transference and development. In addition, some researchers 
(e.g.,	Bernard	&	Goodyear,	2019;	Borders	&	Brown,	2005;	Corey	et	al.,	
2010) emphasized that it is important for supervisors to consider their 
own style and the needs of the supervisees at the point of determining the 
supervision model.

Examining the literature, supervision models were classified in various 
ways by researchers (e.g., Bernard & Goodyear, 2014; Campbell, 2000; 
Campbell,	2006;	Corey	et	al.,	2010;	Haynes	et	al.,	2003;	Wade	&	Jones,	
2015;	Watkins,	 1977).	 Among	 these	 models,	 developmental	 supervision	
models	have	an	important	place.	Loganbill,	Hardy	and	Delworth’s	Model,	
Integrated	 Developmental	 Model,	 Systemic-Cognitive	 Developmental	
Model	 and	 Ronnestad	 and	 Skovholt’s	 Lifespan	Development	Model	 can	
be given as examples of developmental supervision models. Developmental 
supervision models are summarized below.
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Developmental Supervision Models 

Developmental supervision models are models that prioritize the 
provision of supervision for the developmental needs of supervisees. 
The focus of developmental supervision models is to ensure the gradual 
professionalization of supervisees. In line with this focus, it is stated that 
providing supervision support for supervision needs will be functional and 
will ensure competence (Bernard & Goodyear, 2014; Borders & Brown, 
2005;	Campell,	2000).

One	 of	 these	 models	 is	 the	 Loganbill,	 Hardy	 and	 Delworth	 Model.	
According	 to	 the	 model	 developed	 by	 Loganbill	 and	 colleagues	 (1982),	
the supervision process progresses gradually in a continuously repeating 
cycle.	At	the	same	time,	eight	developmental	issues	and	three	stages	that	the	
supervisor should emphasize in the supervision process are mentioned. The 
eight topics are competence, emotional awareness, autonomy, theoretical 
identity, respect for individual differences, purpose and direction, personal 
motivation, and professional ethics. The three stages are stagnation, 
confusion, and integration. In the model, it is emphasized that supervisees 
can	be	in	any	of	the	three	stages	in	every	subject.	Thus,	it	is	stated	that	the	
role of the supervisor in the model is to evaluate the supervisees’ stance in 
each of the eight topics and to move them to the next stage of development 
(Loganbill et al. 1982).

In the first stage of the model, the stagnation stage, the main characteristics 
of supervisees are listed as follows:

 • They may either over-idealize their supervisors or find them too 
indifferent and inadequate.

 • They have rigid thinking and behavior patterns defined as black-and-
white thinking style, pay too much attention to rules, believe that 
there is only one right way and cannot be flexible about it, are not 
aware of their strengths and weaknesses, experience high anxiety, and 
have low self-confidence in their skills.

In the second stage of the model, the complexity stage, the main 
characteristics of supervisees are listed as follows:

 • They can start to produce solutions to the client’s problems and 
determine an intervention plan.

 • They experience conflict between feelings of failure, inadequacy, and 
competence.
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 • They experience indecision, disorganization, discomfort, and conflicts. 
They struggle between feelings of inadequacy and failure and between 
competence and expertise.

 • They believe that the supervisor does not always have the solution. 
They	start	to	behave	subjectively.

 • They may feel resentful towards the supervisor in parallel with their 
decreased dependence on the supervisor. 

 • They may develop negative feelings towards the supervisor in parallel 
with the decrease in the supervisor’s guidance.

In the integration stage, which is the last stage of the model, the main 
characteristics of supervisees are listed as follows:

 • Self-confidence and awareness are at a high level.

 • At	this	stage,	which	 is	characterized	as	 the	period	of	calm	after	 the	
storm, the client can be conceptualized independently. 

 • Cognitive understanding and flexibility have been gained.

 • They take responsibility for what happens in supervision sessions.

 • They neither see the supervisor as omnipotent nor as indifferent or 
inadequate. On the contrary, they accept that the supervisor may 
have strengths and weaknesses and take an active role by focusing on 
making the best use of their supervisor’s time and expertise.

The	 Integrated	 Developmental	 Model,	 as	 another	 developmental	
supervision	 model,	 was	 developed	 by	 Stoltenberg	 (1981).	 According	 to	
this model, the development of supervisees takes place in four stages. In 
the model, it is stated that there are eight domains to determine which 
of these stages. These areas are intervention skills, assessment techniques, 
interpersonal assessment, conceptualization of the client, individual 
differences, theoretical orientation, treatment plan, goals, and professional 
ethics (Stoltenberg, 1981; Stoltenberg et al., 1998).

Supervisees in the first stage of the model:

 • Their	 dedication	 and	 motivation	 are	 high.	 However,	 their	 self-
confidence and awareness levels are low.

 • They are at the basic level. They are inadequate in conceptualizing 
their clients. Their skills are not at a sufficient level. 
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 • They experience anxiety regarding both the counseling sessions and 
their	 evaluations	during	 the	 supervision	process.	At	 the	 same	 time,	
they are more self-focused in these processes.

 • They are dependent on their supervisor. They need the counseling 
sessions and supervision process to be completely structured by the 
supervisor, in other words, they need to be guided. Therefore, they 
expect their supervisors to act as teachers. They need prescriptive 
interventions from supervisors.

 • They expect supervisor feedback to be didactic, supportive and 
awareness based. They need encouragement from supervisors.

According	to	the	second	stage	of	the	model,	

 • Supervisees have higher levels of self-confidence and awareness 
compared to the first stage.

 • Supervisees started to focus more on the process in counseling sessions 
and supervision.

 • During the supervision process, supervisees need for encouragement 
and structuring gradually decreased.

 • Supervisees show less dependence on the supervisor. They have started 
to gain the ability to act autonomously. 

 • Supervisees are in a transition period. This is a stormy period. 
Supervisors need to be flexible, skilled and able to handle it sensitively.

According	 to	 the	 third	 stage	of	 the	model,	 the	main	 characteristics	of	
supervisees are as follows:

 • Their self-confidence and awareness levels have reached a high level 
and they have gained the ability to act autonomously.

 • They have gained the ability to keep their anxieties under control.

 • They can focus on their own skills, personal reactions, and internal 
processes at a higher level.

 • They are aware of their own and their client’s strengths and weaknesses.

 • Supervisors are expected to assume more of a consultant role. 

 • They have reached a stage where they are more focused on their own 
style and value their own evaluations. 

• In this stage, they focus on themselves again, but unlike in the first 
stage, they can examine their own role in the client’s progress and make 
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decisions about the client on their own. Since they feel comfortable in the 
sessions,	they	can	be	themselves	and	act	subjectively.

According	 to	 the	 last	 stage	 of	 the	 model,	 the	 main	 characteristics	 of	
supervisees are as follows:

 • Their self-confidence and awareness are at a very high level.

 • They have become highly competent in intervention plans, assessment 
processes and conceptualization skills.

 • They are professionalized. They can act in accordance with professional 
standards.

 • They have more equal responsibility with the supervisor.

Another	 developmental	 supervision	 model,	 the	 Systemic-Cognitive	
Developmental	Model,	was	developed	based	on	Piaget’s	stages	of	cognitive	
development	(Bernard	&	Goodyear,	2014).	Accordingly,	the	model	consists	
of four stages: sensory-motor, concrete operations, formal operations, and 
systemic.	According	to	the	first	stage	of	the	model,	supervisees	can	observe	
emotions related to themselves and the client, but they have difficulties when 
they	are	faced	with	emotions	that	challenge	them.	According	to	the	second	
stage of the model, supervisees look at their clients and what the clients tell 
them from a single point of view and handle all situations with a cause-and-
effect	relationship.	According	to	the	third	stage	of	the	model,	contrary	to	the	
previous stage, supervisees can look at all kinds of situations from different 
perspectives	and	exhibit	functional	attitudes.	According	to	the	last	stage	of	
the model, the systemic stage, supervisees have high-level thinking skills. 
However,	due	to	these	skills,	they	may	miss	small	details	about	the	situations	
(Bernard	&	Goodyear,	2014;	Rigazio-	Digilio	&	Anderson,	1995).

In	Ronnestad	 and	 Skovholt’s	 Lifelong	Development	Model,	 the	 focal	
point is that the professional development process of supervisees continues 
throughout	life	and	that	this	process	should	be	focused	on.	According	to	the	
model,	this	lifelong	process	consists	of	six	stages.	According	to	the	first	stage	
of the model, supervisees tend to help the people around them, but they 
cannot help them professionally. They approach the people around them 
sometimes with sympathy and sometimes with empathy, and they mostly 
give	information	and	advice.	According	to	the	second	stage	of	the	model,	
supervisees are beginner students, and their anxiety and dependency are 
quite high. On the other hand, they have low levels of self-confidence and 
awareness.	According	to	the	third	stage	of	the	model,	supervisees,	although	
they have made some progress compared to the previous stage, they still 
have anxieties and focus on themselves rather than the counseling process 
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and their clients. They cannot be spontaneous due to performance concerns. 
According	to	the	fourth	stage	of	the	model,	supervisees	are	seen	as	novice	
professionals. In this context, it is emphasized that they are more autonomous 
and	exploratory.	According	to	the	fifth	stage	of	the	model,	supervisees	are	seen	
as experienced professionals. In this context, it is emphasized that they are 
professionals	who	can	act	independently.	According	to	the	fifth	stage,	which	
is the last stage of the model, supervisees are seen as senior professionals. In 
this context, it is emphasized that they are authentic counselors who have 
their own style. In addition, it is stated that supervisees at this stage achieve 
a high level of satisfaction from the profession (Bernard & Goodyear, 2014; 
Ronnestad	&	Skovholt,	1993).

In summary, generally, the common point emphasized in all developmental 
supervision models is that the supervisor should shape the supervision 
process in accordance with the developmental level of the supervisees, that 
is, depending on their developmental needs. In this context, it would be 
appropriate to state that developmental supervision models are guides for 
both supervisors and supervisees.

Supervision Needs of Undergraduate Supervisees According to 
Developmental Supervision Models

Undergraduate supervisees are in the process of personal and professional 
change and development. In this process, it is necessary to discover their 
strengths and weaknesses and to improve their weaknesses by protecting 
their strengths. In this context, some supervision needs of them come to the 
fore. In this direction, in the context of developmental models (Bernard & 
Goodyear,	2014;	Borders	&	Brown,	2005;	Campbell,	2000;	Loganbill	et	
al,	1982;	Rønnestad	&	Skovholt,	2003;	Stoltenberg,	1981;	Stoltenberg	&	
McNeill,	1997),	the	main	characteristics	of	undergraduate	supervisees	can	
be stated as follows:

 • They question their personal tendencies towards the counseling 
profession.

 • They have a low level of awareness of their strengths and weaknesses 
about the counseling profession and themselves.

 • They have low self-confidence.

 • They tend to conduct structured counseling sessions.

 • They have low level of counseling skills.

 • They are inadequate in conceptualizing clients.
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 • Their	motivation	for	supervision	is	high.	However,	their	self-efficacy	is	
low and their anxiety is high due to their lack of sufficient experience. 
They come to supervision prepared to cope with their anxiety and low 
self-efficacy perceptions.

 • They are careful about supervision tasks and responsibilities.

 • Due to performance anxiety, they tend to keep the focus on themselves 
rather than the client in supervision.

 • They need encouraging, positive and directive feedback from the 
supervisor. Therefore, they expect their supervisor to act as a teacher.

 • They are dependent on the feedback of the supervisor and, if 
supervision is group supervision, on the feedback of other group 
members.

 • They either over-idealize their supervisors or find them too indifferent 
and inadequate.

 • They feel safe in the supervision environment with the facilitative 
interventions of the supervisors.

According	to	these	basic	characteristics,	what	supervisors	can	do	in	line	
with the professional needs of undergraduate supervisees can be listed as 
follows:

 • Be a mirror in terms of their professional interests, abilities, and skills.

 • Raise	their	self-awareness,	self-confidence,	and	self-efficacy	perceptions.

 • The effectiveness of supervision should be increased for them to 
acquire professional knowledge, skills and awareness and to make self-
evaluation. In this context, their concerns in supervision should be 
addressed and they should be helped to keep the focus on themselves 
in supervision. In addition, more positive, encouraging, guiding 
and exploratory feedback should be provided in supervision rather 
than negative feedback. Finally, they should be given the ability to 
conduct counseling sessions autonomously or independently without 
becoming dependent on themselves.

As	 a	 result,	 some	 characteristics	 of	 undergraduate	 supervisees,	 such	 as	
having rigid thinking and behavior patterns defined as black-and-white 
thinking style, paying too much attention to the rules, believing that there 
is only one right way and not being flexible in this regard, not being aware 
of their strengths and weaknesses, experiencing high anxiety, and having 
low	 self-confidence	 in	 their	 skills,	 stand	 out.	 However,	 considering	 that	
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each supervisee is unique, it should be kept in mind that the frequency 
and intensity of these characteristics may vary and may vary individually. 
In this respect, individual differences of supervisees should be taken into 
consideration.	As	a	result,	it	is	also	worth	underlining	that	supervision	and	
therefore the supervisor has a key role in meeting all these needs that arise in 
line with the developmental characteristics of supervisees.

Counseling Self-Efficacy

Self-efficacy is the basic component of Social Learning Theory and was 
first	proposed	by	Bandura	(1977).	The	concept	of	self-efficacy,	which	has	
been	the	subject	of	research	in	many	different	fields	of	expertise,	has	become	
a	frequent	subject	of	research	in	the	field	of	counseling	to	understand	why	
some counselors with the same level of knowledge and skills do not perform 
similarly in counseling practices and why some of them conduct more 
effective counseling sessions while others conduct less effective counseling 
sessions. For example, Larson and Daniels (1998) emphasized that in order 
for	a	counselor	to	conduct	effective	counseling	sessions,	he/she	should	be	
able to use helping skills effectively, fulfill the tasks of the session, and cope 
with	 the	 difficulties	 brought	 by	 the	 clients,	 and	 stated	 that	 a	 counselor/
psychological counselor candidate who feels competent in these areas will 
have a high level of counseling self-efficacy, will have lower anxiety in coping 
with difficulties, and will provide more effective help in supervised practices.

In	 the	 Social	 Learning	Model	 of	 Counselor	 Education	 developed	 by	
Larson (1998), the concept of self-efficacy was adapted to counselor 
education as counseling self-efficacy and defined as “a counselor’s belief in 
his/her	abilities	to	conduct	an	effective	counseling	session	with	a	client	in	the	
near future”. From this point of view, counseling self-efficacy is an important 
mediating	variable	between	what	the	counselor	knows	and	his/her	ability	to	
conduct sessions.

Larson (1998) further argued that this mediating variable is influenced 
by four main sources of counseling self-efficacy: expertise, modeling, social 
persuasion, and affective arousal. The source of expertise is related to the 
counselor’s ability to conduct the session, the source of modeling is related 
to taking a supervisor as an example by watching video or audio recordings, 
the source of social persuasion is related to the supervisor’s encouraging 
and supportive feedback, and affective arousal is related to the concerns of 
the counselor, especially the first counseling sessions with clients (Larson, 
1998).	When	these	sources	are	examined,	it	is	seen	that	expertise	is	related	
to skills, techniques, interventions and behaviors, modeling and verbal 
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persuasion are related to the supervisor, and affective arousal is related to the 
counselor and the client.

In this context, it can be stated that the counselor, the client, and the 
supervisor have an important influence on the development of the counseling 
self-efficacy level of the counselor. In the literature, it is accepted that the 
main character in the development of counseling self-efficacy level is the 
counselor, and it is stated that personal characteristics and actions are the 
two factors affecting counseling self-efficacy. The factors related to the client 
are the client’s readiness for change and treatment outcomes (Larson, 1998; 
Larson & Daniels, 1998).

Another	 character	 in	 the	 development	 of	 the	 counselor’s	 counseling	
self-efficacy level is the supervisor. The contribution of supervisors to this 
development is in the form of modeling, verbal persuasion and providing 
effective feedback. Therefore, it would be appropriate to emphasize 
that counselor education and supervisors have an important role in the 
development of counselor trainees’ counseling self-efficacy (Larson, 1998; 
Larson	&	Daniels,	1998).	As	a	result,	in	this	context,	it	is	thought	that	the	
interventions of supervisors have a key role in the development of counseling 
self-efficacy perceptions of counselor trainees.

Strengthening Counseling Self-Efficacy of Undergraduate 
Supervisees: An Evaluation in Terms of Developmental Supervision 
Models

In addition to the theoretical courses at the undergraduate level, practicum 
courses are of great importance for the development of supervisees’ counseling 
self-efficacy. It should be emphasized that it is important to continue these 
practices under supervision. In this direction, it is stated that supervision is 
an important determinant in the development of counseling self-efficacy of 
supervisees	(e.g.	Cashwell	&	Dooley,	2001;	Ko	&	Rodolfa,	2005;	Larson,	
1998;	Ruslau,	1998;	Whitaker,	2004).

Supervision includes many components. Some of these components 
include the supervision relationship, methods and techniques, quality of 
feedback, duration, and supervision model (e.g. Bernard & Goodyear, 2019; 
Borders,	 1994,	 Borders	&	Brown,	 2005;	Borders	 et	 al.,	 2014;	Campell,	
2006;	Corey	et	al.,	2010;	Watkins,	1997).	Among	these	components,	it	is	
the	supervision	model	(e.g.	Loganbill	et	al.,	1982;	Rønnestad	&	Skovholt,	
2003;	 Stoltenberg,	 1981;	 Stoltenberg	&	McNeill,	 1997)	 that	 provides	 a	
theoretical background for supervisors on what and how to teach.
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In terms of developmental supervision models, it is recommended to 
conduct supervision in line with the developmental needs of supervisees. In 
this respect, supervisors are expected to provide effective feedback, establish 
a qualified supervision relationship, allocate sufficient time for supervision, 
and determine appropriate supervision methods and techniques in line with 
the	 needs	 of	 supervisees	 (Loganbill	 et	 al.,	 1982;	Rønnestad	&	Skovholt,	
2003;	Stoltenberg,	1981;	Stoltenberg	&	McNeill,	1997).

In this context, firstly, it is important to provide feedback based on the 
developmental	needs	of	supervisees	(Ramani	&	Krackov,	2012).	As	stated	
in	developmental	supervision	models	(e.g.	Loganbill	et	al.	1982;	Ronnestad	
& Skovholt, 2003; Stoltenberg, 1981), counselor trainees’ motivation, 
anxiety level, skills, and even their potential to accept and apply feedback 
differ according to their developmental needs and competencies. In this 
respect, it is of great importance for the development of counseling self-
efficacy that supervisors provide feedback by considering the developmental 
characteristics and supervision needs of them (Daniel & Larson, 2001; 
Fickling	et	al.,	2017;	Friedlander	et	al.,	1986;	Hogan,	1964;	Stoltenberg,	
1981;	Whittaker,	2004).

Undergraduate superviees need feedback on various supervision 
foci such as counseling skills, process skills, intervention skills, problem 
assessment skills, counseling relationship, self-evaluation, ethical and 
professional responsibility, personal awareness, professional self-care, 
and multiculturalism. Therefore, supervisors’ providing feedback to 
undergraduate supervisees by determining the foci they need may have 
positive effects on their counseling self-efficacy. In addition, addressing the 
concerns of supervisees who are highly motivated, trying to get maximum 
efficiency from the supervision process, but experiencing anxiety about being 
evaluated both in counseling sessions and in the supervision process, and 
providing more positive, encouraging, guiding and exploratory feedback 
rather than negative feedback may strengthen their self-efficacy (Daniels, 
1997;	Daniels	&	Larson,	2001).	As	the	supervision	process	progresses	and	
supervisees’ developmental levels and their counseling self-efficacy increase, 
it may be appropriate to use a balance of directive, supportive, corrective, 
exploratory	 and	 confrontational	 feedback	 (Leach	 &	 Stoltenberg,	 1997).	
Such feedback may increase the effectiveness of supervision, strengthen the 
supervision relationship, decrease the anxiety of supervisees and strengthen 
their counseling self-efficacy.

In addition to supervisor feedback, it is important to provide supervision 
with sufficient time for the development of supervisees’ counseling self-
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efficacy.	Studies	(e.g.,	Coşgun	&	Ilgar,	2004;	Harris,	2007;	Kocarek,	2001;	
Larson et al., 1992; Tang et al., 2004) indicate that allocating sufficient time 
to first-time supervisees positively affects their counseling self-efficacy. In 
addition, the number of counseling sessions influences the development of 
supervisees’	 counseling	self-efficacy.	As	 the	number	of	counseling	sessions	
increases, counseling self-efficacy becomes stronger (e.g. Barbee et al., 2003; 
Kocarek,	2001;	Larson,	1998;	Leach	et	 al.,	1997;	Melchert	 et	 al.,	1996;	
Pamukçu,	 2011;	 Tang	 et	 al.,	 2004;	Ward,	 2001).	 Therefore,	 in	 terms	 of	
duration, both the increase in practices and the increase in supervision time 
for practices strengthen counseling self-efficacy.

Another	important	factor	in	the	development	of	supervisees’	counseling	
self-efficacy is supervision methods and techniques. Supervision techniques 
should be consistent with the developmental needs of supervisees (Bernard 
&	Goodyear,	 2004;	Campbell,	 2006).	For	 example,	 if	 supervision	 foci	 is	
counseling skills in feedbacks given through transcription, feedback can be 
provided on such as counseling relationship, process skills, or interventions 
through video recording when the supervision meeting. The main point 
here is to meet the supervisee’s supervision needs by using more than one 
supervision technique. Similarly, meeting the needs of supervisees should 
be prioritized in the selection of supervision method (Bernard & Goodyear, 
2019;	 Campell,	 2006).	 For	 example,	 if	 the	 supervisee	 needs	 individual	
supervision,	individual	supervision	should	be	used.	When	proceeding	based	
on supervision needs, the counseling self-efficacy of the supervisees will be 
strengthened.

In conclusion, supervision, which is the basis of counselor education, 
should be provided effectively to train qualified counselors with high 
counseling self-efficacy levels. Undergraduate supervisees have high levels of 
dependency and anxiety, low levels of personal and professional awareness 
and	counseling	self-efficacy	(Loganbill	et	al.,	1982;	Rønnestad	&	Skovholt,	
2003;	Stoltenberg,	1981;	Stoltenberg	et	al.,	1998;	Stoltenberg	&	McNeill,	
1997).	In	this	respect,	supervisors,	who	have	a	key	role	in	meeting	needs	of	
supervisees and in developing their counseling self-efficacy, should first pay 
attention	to	determining	a	supervision	model	(Atik	et	al.,	2014;	Eryılmaz	&	
Mutlu,	2018;	Koç,	2013;	Meydan,	2015;	Tümlü	&	Ceyhan,	2021).	At	this	
point, since developmental supervision models focus on the developmental 
needs of the supervisees and suggest that feedback, supervision methods and 
techniques, time and relationship should be structured from this perspective, 
it is thought that developmental supervision models are very important in 
the development of counseling self-efficacy of undergraduate supervisees.
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