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ABSTRACT

Career guidance in schools is often delivered by counselors who take on instructional roles. Video vignettes are widely used in

teacher education. We developed vignettes for counselor training in classroom-based guidance in Germany. This study examines

how prospective counselors engage with these vignettes and how this relates to changes in self-efficacy and professional behavior. A

mixed-methods design was employed, combining pre-post questionnaires with interviews and written reflections. Results indicate

increased self-efficacy in career guidance (Vocational Orientation Competencies and Didactic Skills) and teaching (Teaching Self-

Efficacy, Classroom Management, and Cognitive Activation), as well as improved awareness of classroom scenarios. Qualitative

findings further highlight the role of structured reflection and discussion in supporting learning processes. Overall, the findings

underscore the potential of video vignette-based learning as a practice-oriented approach to counselor education.

1 | Introduction

School-to-work transition (SWT) is a crucial phase in a young
person’s life, both from a societal and an individual perspective,
profoundly influencing social status and developmental oppor-
tunities throughout adulthood (Schoon and Heckhausen 2019).
When one lacks a smooth transition into the labor market, one
may face precarious living and working conditions, including
poverty, unemployment, reduced quality of life, physical and
mental health issues, and limited social participation (CEDEFOP
2014, 2024; Reuter et al. 2022; Stanwick et al. 2021). But even a
successful SWT can be challenging, particularly in today’s highly
competitive education systems and labor markets (Presti et al.
2022; Nief3en et al. 2022). The share of young people without clear
occupational aspirations has increased, and many are unable to
realize the goals they may have (OECD 2024). To reduce the
number of young adults struggling with SWT, it is essential to

develop and implement a coherent program of career guidance
measures (Nieflen et al. 2022). This is a challenging endeavor,
as the impact of career guidance is complex: its influence on
individual choices may be gradual or only become apparent over
time (CEDEFOP 2024).

1.1 | Relevance and Characteristics of Career
Guidance

Although research on the impact of career guidance is still
evolving, a range of studies has examined its effectiveness in var-
ious contexts. Despite the literature not being exhaustive, earlier
studies generally considered career guidance to be beneficial for
individuals. Watts and Sultana (2004) analyzed career guidance
systems in 37 countries, drawing on evaluations of national
policies conducted by the OECD, the European Commission,
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and the World Bank. Overall, empirical evidence suggests that
career guidance can positively influence individuals’ knowledge,
skills, and attitudes, and may also lead to behavioral changes,
particularly regarding participation in education and employ-
ment. However, evidence on long-term outcomes remains limited
(Watts and Sultana 2004). More specific evidence comes from
meta-analyses on different types of interventions. Liu et al. (2014),
for example, examined 47 studies with a total of 9575 participants
and found that job seekers who participated in job search inter-
ventions were 2.67 times more likely to find employment than
those in control groups. Focusing on career choice interventions,
Whiston et al. (2017) reported a weighted mean effect size of 0.352
across 56 studies (N = 7364), indicating that participants achieved
outcomes slightly more than one third of a standard deviation
higher than nonparticipants. More recently, Milot-Lapointe and
Arifoulline (2025) analyzed 31 studies with 4327 participants from
eight countries and found a large effect on career outcomes
(g = 0.82) as well as a medium-to-large effect on mental health
outcomes (g = 0.68).

Especially in-school career education and guidance have been
regarded recently as even more important. Some countries have
integrated it directly into their curricula, while others mainly rely
on school-based career events and workshops (Watts and Sultana
2004). Currently, to our knowledge, no meta-analysis focuses
specifically on classroom-based interventions. In a meta-analysis
by Whiston et al. (2003), which identified significant differences
based on the modality of career guidance, only two study-level
comparisons of classroom interventions were included. For mid-
dle school students seeking support with vocational orientation,
school counselors are cited as the most important source of
guidance after their parents (Marcionetti and Zammitti 2025).
Although career counselors are named as an important resource,
not all students meet with them individually. In the study by
Marcionetti and Zammitti (2025), fewer than half of the students
had had a one-on-one session with a counselor during the final
2 years of compulsory schooling. This highlights the relevance of
classroom-based settings, which have proven effective in previous
research (e.g., Zammitti et al. 2020). Classroom guidance is not
only a key responsibility of school counselors and other career
guidance professionals but also an effective way to reach many
students at once (Akos et al. 2007; Boulden and Goodman-Scott
2023).

In many countries, guidance counselors—such as school coun-
selors in the United States—assume holistic responsibilities that
encompass personal, social, educational, and vocational support
(Popov and Spasenovic 2020; Watts and Sultana 2004). As a result,
career guidance is frequently delivered by individuals for whom
it constitutes only one component of their broader role and who
may lack specialized training in this field. By contrast, countries
such as Norway and Poland have established distinct roles for
career counselors in order to ensure that vocational guidance
receives adequate attention within the school system (Alvarez
and Lee 2012). In some countries, including the United Kingdom
and Germany, this function is even outsourced to specialized
agencies operating outside the school environment (Watts and
Sultana 2004). Counselors continue to play a central role in
educational contexts where career guidance is understood as a
collective responsibility of the school and embedded in a holistic
framework, as is the case in the United Kingdom (Hearne and

Neary 2021). At the same time, however, their role is not always
fully utilized. As Marcionetti and Zammitti (2025) argue, greater
attention should be given to counselors, who are often seen as a
potential source of support but are not consistently integrated or
perceived as effective within school settings. This is noteworthy
given empirical evidence suggesting that the involvement of
trained counselors can substantially enhance the effectiveness of
career guidance interventions (Whiston et al. 2003).

1.2 | Counselor Preparation for Career Guidance

Despite their importance, not all school counselors report feeling
adequately prepared for delivering career guidance—particularly
in classroom-based formats—after completing their counselor
education programs (Morgan et al. 2014). This may be attributed
to the limited alignment between counselor training and the
actual demands of professional practice (Bridgeland and Bruce
2011). As McDonough (2005) notes, many counselors are not
equipped to meet the full range of expectations placed upon them
and therefore require additional targeted training, for instance, in
college counseling. The need for expanded and practice-oriented
training opportunities in the field of career guidance is empha-
sized by multiple stakeholders. Watts and Sultana (2004) identify
the enhancement of practitioner training as a central policy
issue for the effectiveness of national guidance systems. School
counselors themselves often express a desire for further training
and advocate for formats that bridge the theory-practice gap, such
as the use of case studies (Bridgeland and Bruce 2011; Holladay
et al. 2025). In addition, scholars emphasize the importance of
professional development focused on instructional competencies
relevant to classroom guidance. This includes the design of career
readiness interventions, pedagogical methods, and strategies for
fostering meaningful counselor-student relationships (Buchanan
et al. 2017, Dack and Merlin-Knoblich 2023; Morgan et al.
2014). In this regard, Stein and DeBerard (2010, 17) call for a
“brief, formal training in classroom management, presentation
skills, and how to engage children in group discussion, as
well as basic instructional technology skills.” Beyond theoretical
instruction, counselor education programs should offer hands-on
learning opportunities, particularly for novice counselors without
prior teaching experience. These should include observation of
teaching practices, opportunities to conduct classroom lessons,
and structured reflection with feedback (Bringman and Lee
2008; Buchanan et al. 2017; Dack and Merlin-Knoblich 2023;
Ohrt et al. 2016). Ohrt et al. (2016) emphasize the impor-
tance of repeated practice in both peer-based simulations and
authentic classroom environments. Such experiential learning
can foster greater confidence—especially when initial insecu-
rity is acknowledged and normalized by counselor educators
(Buchanan et al. 2017). Sharma et al. (2023) further emphasize
the importance of real-world learning experiences, which can
enhance novice counselors’ sense of purpose, self-efficacy, and
overall well-being.

The competencies required for delivering classroom-based career
guidance encompass a broad set of instructional skills that are
like those expected of teachers. These include lesson planning,
instructional design, differentiation, and classroom management
(Akos et al. 2007; Buchanan et al. 2017; CACREP 2024). Buchanan
et al. (2017) identify classroom management as a particular chal-
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lenge for novice school counselors. In their qualitative study, all
seven participants initially reported anxiety related to classroom
management and expressed a need for additional training to
build confidence in this area. Prior teaching experience and
pedagogical coursework appear to support the development of
classroom management skills and enhance perceived compe-
tence (Bringman and Lee 2008; Buchanan et al. 2017). These
findings are consistent with Ohrt et al. (2016), who observed
increased self-confidence among participants after delivering a
classroom lesson combined with structured reflection.

Novice counselors—particularly those without a background in
pedagogy—require support in acquiring the ability to design
and implement effective instructional activities. School-based
learning experiences during counselor education programs have
the potential to substantially contribute to this development
(Stein and DeBerard 2010). In this context, Ozdemir and Aydin
(2022) demonstrate that even brief training interventions, such
as a 6-h course, can significantly enhance self-efficacy in career
guidance.

Given the considerable overlap between the competencies
required for career guidance and those needed in other pro-
fessional domains—particularly teaching—interdisciplinary col-
laboration is increasingly recognized as a valuable component
of counselor preparation (Hiebert and Neault 2014). Teacher
training shares numerous instructional elements with classroom-
based career guidance, including pedagogical planning, content
delivery, and classroom management. Accordingly, collaboration
with teacher educators who possess expertise in instructional
design and pedagogy (Dack and Merlin-Knoblich 2023), as well as
with schools as training sites (Ohrt et al. 2016), is strongly recom-
mended. Scholars further advocate for the systematic integration
of relevant content from teacher and principal training programs
into counselor education. This includes instructional strategies,
classroom management techniques, and learning theory. Such
content may be embedded directly within counselor educa-
tion curricula—where institutional resources permit—or offered
as elective modules in collaboration with teacher education
departments (Buchanan et al. 2017; Geesa et al. 2022).

1.3 | High-Quality Classroom Instruction

Research on high-quality teaching has identified criteria for
instructional quality that are largely independent of subject
matter, academic grade level, national context, or cultural back-
ground (Praetorius et al. 2018). In this context, Klieme et al. (2009,
156) distinguish between surface-level features of instruction—
such as classroom formats—and “deep structure level dimensions
of instructional quality.” Given the parallels between classroom-
based career guidance and traditional instruction (Akos et al.
2007), it is plausible to assume that established quality criteria
for teaching also apply to career-related classroom interventions.
One widely used conceptual model of instructional quality,
particularly in German-speaking countries, is the framework of
the Three Basic Dimensions (TBD) of teaching quality (Praetorius
et al. 2018, Praetorius et al. 2020). This model is grounded
in educational theory and psychology, drawing upon general
theories of teaching as well as theories of student learning and
motivation. It encompasses three core dimensions: classroom

management, student support,! and cognitive activation, each
of which comprises several subdimensions. The components
included in the TBD framework have been empirically linked
to student outcomes in various meta-analyses (e.g., Hattie 2009;
Seidel and Shavelson 2007). More recent syntheses continue to
confirm the effectiveness of the individual dimensions.

Classroom management encompasses elements such as the
establishment of clear rules and routines, the structured orga-
nization of lessons (including transitions), the maintenance
of student focus and discipline (e.g., handling disruptions or
inappropriate behavior), and the effective use of instructional
time (Klieme et al. 2009; Praetorius et al. 2018, Praetorius et al.
2020). When implemented effectively, classroom management
is positively associated with student achievement (Korpershoek
et al. 2016; Putra and Yanto 2025). Student support, rooted in
self-determination theory (Ryan and Deci 2002), refers to the
quality of teacher-student interactions. It includes constructive
feedback, the sensitive handling of student errors, individualized
support, adaptive instruction, and the demonstration of trust
and care (Klieme et al. 2009; Praetorius et al. 2018, Praetorius
et al. 2020). Empirical research links student support to higher
academic achievement (Emslander et al. 2025; Erdem and Kaya
2024; Tao et al. 2022), increased student engagement (Li and Xue
2023), and positive academic emotions (Lei et al. 2018). Finally,
cognitive activation describes the depth of students’ cognitive
engagement with learning content and tasks (Lipowsky et al.
2009). It is fostered by intellectually stimulating instruction,
including open-ended questions, challenging tasks, and problem-
solving activities that go beyond repetition (Klieme et al. 2009;
Praetorius et al. 2018, Praetorius et al. 2020). Studies show
that cognitively activating instruction contributes significantly to
student performance gains (Musna et al. 2021; Xu et al. 2023).

While the TBD model has gained wide acceptance, some scholars
argue that it may not be sufficient to fully capture the complexity
of teaching quality. As a result, additional dimensions—such as
cognitive support (Kleickmann et al. 2020)—as well as alternative
models that partially overlap with TBD, such as the CLASS
framework (Pianta and Hamre 2009), have been proposed.
Furthermore, integrative approaches that combine multiple
frameworks, such as the MAIN-TEACH model (Charalambous
and Praetorius 2020), have also been discussed in the literature.
Despite these ongoing debates, it is widely acknowledged that the
TBD model constitutes a core conceptual foundation in the study
of instructional quality, particularly due to its strong empirical
validation and theoretical coherence.

1.4 | Enhancing Counselor Competencies for
Classroom-Based Career Guidance Through Video
Vignettes

In teacher education, video-based learning formats are frequently
employed to enhance core instructional competencies, including
classroom management, teaching strategies, and feedback tech-
niques (Anderson and Lignugaris/Kraft 2006; Bonte et al. 2021,
Kramer et al. 2017; Muniz Rodriguez et al. 2018; Van Es and
Sherin 2002). Among these formats, video vignettes—short clips
depicting typical classroom scenarios—have proven particularly
effective in fostering reflective practice among (prospective)
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educators (Barter and Renold 1999; Bloor and Wood 2006; Hughes
and Huby 2002; Skilling and Stylianides 2020; Teese et al.
2020). In addition to general teaching scenes, such vignettes can
portray situations from classroom-based career guidance and thus
serve as prompts for domain-specific analysis and discussion
(Bloor and Wood 2006; Teese et al. 2020). A typical learning
sequence in higher education involves individual observation of
a vignette, guided reflection (often with prompts or structured
tasks), and subsequent collaborative discussion. Instructional
models such as think-pair-share or multilevel frameworks of
professional vision (e.g., Barth 2017) may guide the process.
Discussions can be conducted in pairs, small groups, or plenary
settings. In the context of counselor education, the benefits of
collaborative learning in small-group formats are particularly
emphasized (Vereen et al. 2019; Wells and Dickens 2020). By
directing learners’ attention to selected aspects of a teaching
situation, video vignettes reduce situational complexity while
maintaining ecological validity, which is especially helpful for
novices (Lindmeier 2013; Seidel 2022). Despite their simplified
focus, video vignettes are generally perceived as realistic and
representative of authentic classroom interactions (Miller and
Zhou 2007). They also allow for low-pressure engagement, as the
material can be paused, replayed, and analyzed from multiple
perspectives (Junker et al. 2022; Lenske et al. 2022). Although
video vignettes are well established in teacher education, their
use in counselor education—particularly in the field of career
guidance—remains relatively limited (e.g., see Schiersmann
et al. 2017; Softas-Nall et al. 1997). Boulden and Goodman-Scott
(2023), referencing recommendations by the National Council
on Teacher Quality (2014), advocate for incorporating video-
based classroom observations followed by guided discussion into
counselor preparation programs. They argue that this practice,
proven effective in teacher education, is transferable to counselor
education contexts as well.

2 | Methodological Considerations
2.1 | Aim of the Study

Although the relevance of counselor training—particularly in
the area of classroom-based career guidance—is widely acknowl-
edged, research on the effectiveness, strengths, and limitations
of counselor education programs remains limited (Bridgeland
and Bruce 2011). For instance, Dack and Merlin-Knoblich (2023)
identify a research gap in understanding school counselors’
perspectives on instructional approaches, as well as changes in
their self-efficacy regarding classroom instruction after receiv-
ing training. The current study addresses both a practical and
empirical gap. On the one hand, it responds to the need for
structured training formats in counselor education that specifi-
cally support classroom-related instructional competence. On the
other hand, it contributes to closing a research gap by explor-
ing how prospective career counselors engage with a specific
instructional format—namely, video vignettes—and how such
engagement relates to changes in self-efficacy in career guid-
ance (Vocational Orientation Competencies and Didactic Skills)
and teaching (Teaching Self-Efficacy, Classroom Management,
Personal Trust, and Cognitive Activation), as well as profes-
sional behavior. The study focuses on the following research
questions:

1. How do prospective career counselors engage with video
vignettes when preparing for classroom instruction?

2. What impact does working with video vignettes have on
different facets of prospective career counselors’ self-efficacy
and on their self-reported instructional practices?

2.2 | Design and Use of Video Vignettes

The design and implementation of the video vignettes were
guided by the principles of design-based research (DBR; McKen-
ney and Reeves 2018). This methodology is characterized by
an iterative process that closely links theoretical and empir-
ical research with the stepwise development and practical
testing of an educational intervention. DBR aims to achieve
two interrelated goals: (1) the development of a context-
specific intervention—in this case, video vignettes intended to
strengthen pedagogical competencies among prospective career
counselors—and (2) the generation of scientific knowledge
regarding the use and effects of such interventions in counselor
training.

In 2023 and 2024, the video vignettes were embedded in four
seminars at the University of Applied Labour Studies in Ger-
many. In Germany, career counselors are trained in dedicated
3-year bachelor’s degree programs with a dual-study structure,
combining academic coursework with practical placements at
units of the Federal Employment Agency. The seminars were part
of a module that takes place at the beginning of the final year
of the program. It is designed to prepare students for planning,
delivering, and reflecting on classroom-based career guidance.
In addition to lectures on relevant theoretical foundations, the
module included the implementation of an actual guidance
session in small groups, supported by preparatory coaching.
These sessions targeted secondary school students across all
school types, specifically those in grades 8 and 9 (typically aged
13-15 years).

As part of the instructional sequence, the prospective counselors
analyzed the video vignettes individually, using structured reflec-
tion questions targeting key aspects of instructional practice.
They subsequently discussed their analyses in small groups and
plenary sessions. The seminar incorporated five video vignettes,
each depicting a different stage of a classroom-based career
guidance event: (1) introduction, (2) instructions for group work,
(3) facilitation of group work, (4) student presentations of results,
and (5) event conclusion. Participants evaluated all vignettes
using questionnaires containing both open-ended and closed-
format items. Overall, the vignettes were rated as realistic and
effective tools for preparing classroom-based career guidance
interventions (Giek et al. unpublished manuscript).

To examine how prospective counselors engaged with the
vignettes and how this engagement influenced multiple facets
of their self-efficacy and instructional practice, an exploratory
mixed-methods design was employed, combining quantitative
and qualitative data collection and analysis strategies. Before par-
ticipating in the study, all participants declared written informed
consent. Additionally, approval was obtained from the ethics
board of University of Mannheim (EK Mannheim 51/2023). The
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quantitative component of the study is based on participants’ self-
assessments. However, questions persist regarding the extent to
which learners can accurately evaluate their own competence or
performance. Meta-analyses and reviews show that learners often
misjudge their abilities, either by overestimating or underesti-
mating themselves. This pattern has been consistently identified
across educational contexts (Leon et al. 2023; Panadero et al.
2015), including higher education (Boud and Falchikov 1989).
Leon et al. (2023) highlight overestimation as the more prevalent
tendency, whereas Boud and Falchikov (1989) report a lack of
a clear, consistent trend across all learners. Nevertheless, there
is a general consensus that high-performing students tend to
provide more accurate self-evaluations or slightly underestimate
their abilities, while low-performing students are more likely
to overestimate their performance (Boud and Falchikov 1989;
Panadero et al. 2015). More accurate self-assessments have been
linked to several contributing factors, including constructive
feedback, greater experience with self-assessment processes,
enhanced content knowledge, and the availability of well-defined
rubrics (Leon et al. 2023; Panadero et al. 2015).

2.3 | Quantitative Measures: Self-Assessed
Competencies and Sample Characteristics

To evaluate the impact of working with video vignettes, partic-
ipants completed self-assessments of their pedagogical compe-
tencies immediately before and after the intervention (pre-post
design). The conceptual framework for the assessment was based
on the TBD of teaching quality (Praetorius et al. 2018). As this
model is not tied to a specific instrument, relevant scales were
selected to capture overarching dimensions or core subdimen-
sions that are particularly relevant to classroom-based career
guidance. At least one scale per basic dimension was included.
In addition, two further constructs related to the content-
specific domain of career orientation were assessed, following
the argument that teaching quality also involves subject-related
dimensions (Praetorius et al. 2018). The final instrument included
the following scales (see Table Al for example items):

* Teaching Self-Efficacy (Schwarzer and Jerusalem 1999)

* Classroom Management (Tschannen-Moran and Woolfolk
Hoy 2001 as cited in Kunter et al. 2016)

* Personal Trust (Baumert et al. 2009 as cited in Kunter et al.
2016)

* Cognitive Activation (Baumert et al. 2009 as cited in Kunter
et al. 2016)

* Vocational Orientation Competencies (Dreer 2013; Dreer and
Kracke 2013 as cited in Dreer 2018)

* Didactic Skills in Vocational Orientation (Dreer 2017 as cited
in Dreer 2018)

All scales demonstrated at least acceptable internal consistency
at both measurement points (Cronbach’s a >0.70; for exact values
per scale, see Table Al).2

The treatment group consisted of 99 students enrolled in coun-
selor education programs. All participants voluntarily declared

their informed consent in writing before taking part in the
study. A total of 87 participants completed the pretest (MP1),
76 completed the posttest (MP2), and 62 completed both. The
average age was 24.65 years (SD = 5.59); 49 participants iden-
tified as female, 32 identified as male, and 18 did not specify
their gender. Most reported limited experience with classroom
teaching or similar group settings. A comparative group of
20 prospective vocational school teachers was also included.
Seventeen participants completed MP1, 19 completed MP2, and 16
completed both questionnaires. The average age was 23.88 years
(SD = 2.96); 11 identified as male, six identified as female, and
three provided no information on gender. These students were
enrolled in a teacher education program leading to qualification
for vocational school teaching. In contrast to the counselor group,
this cohort engaged with only one vignette and participated in
a short interview in addition to completing the same pre-post
self-assessments.

2.4 | Qualitative Measures: Interviews and
Reflections on Teaching Practice and Sample
Characteristics

To explore the perceived impact of the video vignettes on par-
ticipants’ classroom-based career guidance activities, qualitative
data were collected through semistructured group interviews and
written reflections. A total of 36 prospective counselors, orga-
nized into 12 groups, participated in interviews approximately
2 months after conducting their school-based guidance sessions.
The interviews were conducted online by three trained student
research assistants, with two to four participants per session.
Interview durations ranged from 15 to 27 min (M = 21 min).
All interviews were transcribed with minor language corrections
and analyzed using qualitative content analysis (Mayring 2022).
To ensure reliability, 40% of the transcripts were independently
coded by a second researcher, resulting in satisfactory intercoder
agreement (x, = 0.75; Brennan and Prediger 1981; see also
Landis and Koch 1977). In addition, 62 participants submitted
written reflections on a voluntary basis approximately 2 months
after the seminar. These texts provided further insights into
participants’ perceptions of the vignettes and their influence on
the planning, implementation, and evaluation of real-life career
guidance events.

A coding framework, developed deductively and refined induc-
tively (Mayring 2022), was applied to analyze the interview
transcripts and written reflections. The analysis focused on
three central dimensions: (1) participants’ perceptions of the
video vignettes, (2) their engagement with the vignettes, and
(3) the perceived effects of the vignettes on participants’ career
guidance activities. With respect to perception, participants
evaluated the relevance, realism, and overall utility of the
vignettes, highlighting both strengths and areas for improve-
ment. Engagement was examined in terms of how students
interacted with the vignettes, including their use of reflection
strategies and the perceived usefulness of specific seminar com-
ponents. Finally, the analysis investigated the vignettes’ influence
on different phases of the career guidance process—planning,
implementation, and postevent reflection—with particular atten-
tion to elements such as time management and instructional
strategies.
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3 | Empirical Findings
3.1 | Engaging With the Video Vignettes (RQ 1)

To address the first research question, qualitative data from
group interviews were analyzed to examine how prospective
career counselors engaged with the video vignettes and how
they evaluated the individual seminar components in terms of
their contribution to learning outcomes. These data were com-
plemented by participants’ written reflections on the experience
of working with the vignettes.

3.1.1 | Relevance of Collaboration in Working With
Video Vignettes

Participants were assigned specific tasks to guide their engage-
ment with the video vignettes, aiming to support their analysis
and highlight key aspects. Based on these tasks, they first worked
on the vignettes individually before collaborating in small groups.
The outcomes of the group work were then discussed in plenary
sessions, where questions were addressed collectively.

Primarily, the videos served as a basis for discussion, as men-
tioned by one participant in an interview: “The most important
thing for me was that the video vignettes created a basis for
discussion.” This aligns with the intended approach, as the
effectiveness of the videos lies not in their content itself but
in their capacity to stimulate reflection and discussion, thereby
fostering competence development. Both group work (six codes
from five interview groups) and mostly plenary discussions
(26 codes from nine interview groups) were largely viewed as
particularly beneficial to the participants’ learning processes.
They especially appreciated the broad range of perspectives,
experiences, and approaches shared by their peers as mentioned
in the interview: “I always found the plenary sessions very
valuable because they allowed me to hear and discuss different
perspectives from others.” Similarly, another participant stated,
“Hearing how others would have handled the situation was the
most valuable part for me.” Data from the written reflections
confirm that (group work: two codes from two written reflections,
plenary: 15 codes from 12 written reflections). One participant
stated: “In terms of social forms, group or plenary work was often
used to promote reflection and bring in different perspectives.
This approach supported a collaborative learning environment
in which participants could learn from each other.” Although
some participants expressed a desire for a “model solution,” the
variety of viewpoints and strategies was generally appreciated. In
contrast, individual reflection on the videos played a minor role
for most participants.

3.1.2 | Mechanisms for Learning

Three primary learning mechanisms were identified, which build
upon one another: (1) awareness, (2) anticipation, and (3) transfer
(see Table 1 for descriptions and examples). Awareness refers
to how working with the video vignettes increased participants’
recognition of aspects they might otherwise have overlooked.
Anticipation describes how the videos prompted prospective

career counselors to mentally place themselves in the situations
depicted in the video clips, enabling them to prepare strategies
that could later be applied in practice. Lastly, transfer involves
directly adopting behaviors demonstrated in the vignettes and
implementing them in practice.

While transfer appeared to play a minor role, this was intentional.
The vignettes were not designed to serve as best-practice exam-
ples, nor was the depicted behavior meant to be directly emulated.
Instead, they aimed to highlight both strengths and areas for
improvement. Some participants perceived the videos as negative
examples (33 codes in 25 written reflections), for example, “Above
all, it just made one think again, for example, about how to
deal with disruptions, [...] because one just saw how maybe one
shouldn’t do it, one dealt with it again, how one maybe could do it
better,” which helped them critically evaluate their own behavior
in similar situations. The primary objective was to raise partici-
pants’ awareness of relevant topics and encourage independent
reflection and engagement with the scenarios presented in the
vignettes (awareness and anticipation). While this objective was
not achieved in all cases, it was successfully met in many.

3.2 | Effects of the Use of Video Vignettes (RQ 2)

To evaluate the effects of working with video vignettes, students
were asked to provide a self-assessment of their competencies
immediately before (MP1) and after engaging with the vignettes
(MP2)via questionnaires. Complementary interviews and written
reflections gave qualitative insights into the effects on planning,
execution, and specific aspects of their own career guidance
events.

3.2.1 | Effects on Prospective Counselors’ Self-Efficacy

Prospective counselors assessed their competencies using two
scales related to career guidance (Vocational Orientation Com-
petencies and Didactic Skills) and four scales related to teaching
self-efficacy, including one general scale (Teaching Self-Efficacy)
and three specific subscales (Classroom Management, Personal
Trust, and Cognitive Activation). Descriptive statistics for all
measures are presented in Table 2. On average, participants
initially rated themselves at or above the midpoint across all
dimensions. Of particular note, the scale measuring Personal
Trust yielded the highest mean values by a considerable margin.

To examine changes in self-assessed competencies between the
two measurement points, paired-sample t-tests were conducted
(see Table 3). Results indicate that the self-efficacy of prospective
counselors increased significantly in all assessed dimensions
except for Personal Trust. The observed effect sizes varied by
dimension: small effects were found for Classroom Management
and Cognitive Activation, moderate effects for general Teaching
Self-Efficacy and Vocational Orientation Competencies, and a
large effect for Didactic Skills (Cohen 1992). Since a Shapiro-Wilk
test indicated that most variables were not normally distributed,
in addition, nonparametric Wilcoxon tests for paired samples
were calculated. These also showed significant changes in all
dimensions except from Personal Trust. Effect sizes were large
for the Vocational Orientation Competencies and Didactic Skills
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TABLE 1 | Mechanisms for engaging with video vignettes.

Exemplary participant’s
Mechanism Description statement Number of codings
Awareness This mechanism highlights how the Things that you wouldn’t necessarily Nine codes from five
video vignettes heightened participants’ have planned or considered interview groups; 26
awareness of challenges, situations, or yourself—but perhaps just became codes in 22 written
aspects that the participants might aware of. So, when something like this reflections
otherwise not have considered when would arise spontaneously in the
planning or conducting their career career guidance sessions, we already
guidance event. had two or three ideas in mind about
how to handle such situations. And the
vignettes were quite helpful for that.
Anticipation The videos encouraged the prospective When planning the event, we always Twelve codes from
career counselors to anticipate potential had it in the back of our minds that if eight groups; nine
future situations and consider in we use this method or working phase, codes in nine written
advance how to handle them. By something like this could happen. And reflections
mentally placing themselves in such we thought, okay, if that happens,
situations, they developed strategies for what would we do? We partly referred
action. These strategies could then be to examples from the videos about how
recalled and applied during the the career counselor dealt with these
planning or implementation of the situations.
events.
Transfer This mechanism involved adopting What was really helpful was how to Five codes from four
specific behaviors shown in the handle resistance, like when students interview groups; seven
vignettes and applying them directly in are on their phones or talking to each codes in five written
practice. other. I used that during the actual reflections
event when such situations occurred.
TABLE 2 | Self-assessed competence treatment group (descriptive interrelated facets of teaching-related competencies. In addition,
statistics). positive correlations were found among changes in Teaching

MP1 MP2
n M SD M SD

Vocational Orientation Competencies 62 2.9 0.5 3.1 0.5

Didactic Skills 62 24 05 29 05
Teaching Self-Efficacy 62 3.0 04 32 04
Classroom Management 62 29 0.6 31 0.5
Personal Trust 62 37 04 36 04
Cognitive Activation 62 3.0 04 31 04

Note: Self-reports were made on a 4-point Likert scale (1 = disagree; 2 = some-
what disagree; 3 = somewhat agree; 4 = agree). MP1 = immediately before
working with the vignettes; MP2 = after working with the vignettes.

and medium in the other significant dimensions (Cohen 1992)
(see Table A4).> Overall, the results indicate consistent increases
across most dimensions, with the strongest gains observed in
Didactic Skills and Vocational Orientation Competencies.

To gain deeper insight into the relationships among the assessed
constructs, correlation analyses were conducted. At MP1, all
self-assessed dimensions showed significant positive intercorre-
lations (see Table A5). Participants who initially reported higher
perceived competence in one area also tended to score higher
on the other self-efficacy scales. These results are consistent
with theoretical assumptions, as the assessed dimensions reflect

Self-Efficacy, Cognitive Activation, and Classroom Management.
This is consistent with the interpretation that learning gains in
one aspect of instructional competence may be accompanied by
improvements in related areas. Similarly, changes in Vocational
Orientation Competencies and Didactic Skills were significantly
correlated, which is plausible given that both scales pertain to the
same content domain.

To examine whether the intervention had comparable effects
across all participants, Pearson correlation coefficients between
initial self-assessments (MP1) and the respective learning gains
(MP2 — MP1) in each dimension were calculated (see Table 4).
The results show significant negative correlations for all dimen-
sions except Personal Trust, indicating that participants with
lower initial self-efficacy benefited more from the intervention
than those with higher initial scores (“catch-up” effect). This
pattern may be explained by the fact that the instructional
content primarily addressed foundational aspects of teaching
and classroom practice, which participants with higher prior
self-efficacy may have already internalized. The absence of a
significant effect in the dimension of Personal Trust may be due
to ceiling effects, as participants’ initial ratings in this area were
comparatively high.

In addition to self-assessments across the various competence
dimensions, participants reported the extent of their prior experi-
ence working with school classes or comparable groups, using a
5-point scale (none, a little, some, a lot, not specified). Correlation
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TABLE 3 | Changes in self-reported competence over time (t-test for paired samples, treatment group).
M Sig.
(Diff., MP2 — MP1) SD t(62) (two-tailed) Cohen’s d
Vocational Orientation Competencies 0.25 0.47 4.25 <0.001 0.54
Didactic Skills 0.54 0.54 7.96 <0.001 1.01
Teaching Self-Efficacy 0.18 0.36 3.88 <0.001 0.50
Classroom Management 0.20 0.51 3.19 0.002 0.40
Personal Trust —0.04 0.43 —0.66 0.510 —
Cognitive Activation 0.15 0.46 2.53 0.014 0.32
Note: n = 62.

analyses revealed that higher levels of prior experience were
significantly associated with greater self-efficacy in the vocational
orientation-related dimensions: Vocational Orientation Compe-
tence (r = 0.263, p = 0.016) and Didactic Skills (r = 0.305,
p = 0.005). No significant correlations were observed between
prior experience and self-efficacy in the teaching-related dimen-
sions. This finding contrasts with earlier research that suggests
that previous instructional experience—such as internships—
can foster a stronger sense of competence in prospective coun-
selors (Buchanan et al. 2017). One possible explanation is that
participants with more practical experience may have a more
differentiated understanding of the complexities of classroom
teaching, which could lead to more critical self-assessments.

3.2.2 | Reflecting the Findings With the Data of
Prospective Teachers

To gain deeper insight into the potential effects of working with
the video vignettes, a group of prospective teachers (n = 20)
also participated in the study. No significant differences were
found between the two groups regarding the perceived realism
or appropriateness of the vignettes. The assumption that student
teachers would report higher initial self-efficacy in teaching-
related dimensions was only partially supported, as was the
case for prospective career counselors’ higher self-efficacy in
vocational orientation-related dimensions. At MP1, prospective
career counselors rated themselves slightly higher not only in
Vocational Orientation Competencies and Didactic Skills but
also—somewhat unexpectedly—in Teaching Self-Efficacy and
Personal Trust (for descriptive statistics, see Table A2). One possi-
ble explanation is that some prospective counselors lacked prior
teaching experience and therefore may have underestimated the
challenges of classroom instruction. In contrast, student teachers
rated themselves slightly higher in Classroom Management and
Cognitive Activation, which aligns with prior findings suggesting
that classroom management can be at least as challenging
for novice counselors as for novice teachers (Buchanan et al.
2017). Following the intervention, prospective teachers demon-
strated significant increases in self-efficacy within the vocational
orientation-related dimensions: a large effect was found for
Vocational Orientation Competencies and a moderate effect for
Didactic Skills (see Table A3). This may be attributable to the fact
that this topic received little attention in their training, making
even a brief exposure effective. No significant changes were
observed in the teaching-related dimensions, which is consistent

with expectations given their ongoing and intensive engagement
with classroom instruction during their studies.

3.2.3 | Effects on School-Based Career Guidance

Qualitative findings indicate mixed patterns regarding the per-
ceived influence of the video vignettes on participants’ planning
and implementation of school-based career guidance events. The
number of interview groups that reported the vignettes had
actively informed their planning (eight codes across five inter-
view groups) or implementation (two codes across two groups)
was equal to the number that indicated the vignettes had not
influenced their actions. A smaller number of groups described
a more passive or background engagement with the material—
such as having the vignettes “in the back of their mind”—during
planning (three codes from three groups) or implementation
(one code from one group). For instance, one participant noted:
“I primarily focused on the events we had to deliver, and
maybe it was somewhere in the back of my mind, but I didn’t
consciously think about it.” According to the written reflections,
approximately twice as many students reported that the vignettes
had influenced their planning (33 codes from 23 reflections) as
compared to those who perceived little or no influence (17 codes
from 13 reflections). A similar, though less pronounced, pattern
was observed for implementation: a substantial influence was
reported in eight codes from eight reflections, while little to
no influence was noted in three codes from four reflections. In
contrast, the role of the vignettes in postevent reflection appears
to have been minimal. No references to the vignettes were made
in the interview data regarding this phase, and only two written
reflections included corresponding mentions (two codes from two
reflections).

Further analyses focused on which specific aspects of par-
ticipants’ classroom-based career guidance were perceived as
particularly influenced—or less influenced—by working with
the video vignettes. Several thematic categories emerged from
the interview and written reflection data. One central category
concerned participants’ general approach to classroom instruc-
tion, particularly their interaction with students and their self-
presentation. Interaction with students was most frequently cited
as influenced by the vignettes (14 codes from seven interview
groups; 25 codes from 22 written reflections). As one participant
explained: “When interacting with the class, I always had the
video sequences in mind, thinking about the importance of
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Correlation between MP1 and MP2 — MP1 (learning effect within the constructs).

TABLE 4

Teaching
Self-Efficacy

Cognitive
Activation (Diff.)

Personal Trust

Classroom
Management (Diff.)

Didactic Skills

Vocational Orientation
Competencies (Diff.)

(Diff.)

(Diff.)

(Diff.)

—0.59**

39

Vocational Orientation
Competencies (MP1)
Didactic Skills (MP1)

—0.51**

39
38

—0.43%**

Teaching Self-Efficacy

(MP1)

—0.61**

39

Classroom Management

(MP1)

—0.31

39
39

Personal Trust (MP1)

—0.47**

Cognitive Activation (MP1)

Note: MP1 = immediately before engaging with the vignettes; MP2 = after engaging with the vignettes; Diff. = difference (MP2 — MP1).

**p < 0.01; *p < 0.05.

valuing contributions from the class, for example, by allowing
sufficient time and expressing gratitude for their input.” A second
frequently mentioned theme related to counselors’ demeanor
and presence in the classroom (four codes from three interview
groups; 28 codes from 24 written reflections). The vignettes
prompted prospective counselors to reflect on how they wished
to present themselves during instruction. One participant noted:
“The vignettes made me realize how important a confident
demeanor is for students to perceive you as an authority figure.
At the same time, it’s essential to remain approachable and
empathetic to foster a cooperative relationship.”

In addition to these overarching themes, several specific instruc-
tional aspects were frequently referenced. One such aspect was
how classroom disruptions could be managed (11 codes from
seven interview groups; 18 codes from 16 written reflections).
Participants described how the vignettes helped them anticipate
and respond to various forms of student misbehavior. Another
recurring theme concerned the planning and facilitation of group
work (11 codes from eight interview groups; 16 codes from 14
reflections). Participants discussed challenges such as forming
suitable groups, choosing appropriate grouping methods, and
providing clear instructions. Related to this, giving instructions
effectively was also noted (nine codes from six interview groups;
13 codes from 12 written reflections), with several participants
reporting increased awareness of how to communicate expecta-
tions clearly and supportively. Other instructional elements, such
as time management, were mentioned less frequently and played
a more minor role in participants’ responses.

4 | Discussion

4.1 | Research Question 1: How Do Prospective
Career Counselors Work With Video Vignettes?

While prospective career counselors generally perceived the
video vignettes as a valuable tool for developing pedagogical
competencies and preparing for school-based career guidance
events, their perceived usefulness was closely tied to the visual
and auditory quality of the materials, as well as to their thematic
relevance. Conversely, these aspects diminished the perceived
benefit when they were insufficiently realized. Criticism was
particularly directed at the authenticity of the vignettes, with
some participants describing the scenes as exaggerated or overly
scripted. This reflects a general trade-off in instructional design:
staged video sequences allow for high production quality in
terms of visuals, lighting, and sound, as well as deliberate
selection and sequencing of key instructional moments. How-
ever, this often comes at the expense of perceived realism and
spontaneous interaction, which are more likely in recordings
of actual classroom settings. Furthermore, legal and ethical
considerations—particularly regarding data protection and pri-
vacy in real classroom recordings—pose additional challenges
that must be considered when deciding between staged and
authentic video material.

Despite certain limitations, the video vignettes encouraged crit-
ical reflection on instructional challenges and inspired partic-
ipants to develop their own strategies for managing difficult
classroom situations. Rather than promoting direct imitation,
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the vignettes primarily served to raise awareness of potential
obstacles and supported anticipation of scenarios that might not
have been previously considered by the participants. The direct
transfer of observed strategies into participants’ own classroom
practice played only a minor role, which is consistent with
the instructional intent: the videos were not designed to model
best-practice solutions but to stimulate reflection and discussion.

In a 1l-year professional development program focused on
classroom instruction, various aspects and components were
identified as most helpful by different participants (Dack and
Merlin-Knoblich 2023). In this case, the findings were largely
consistent: within the seminar, the social setting was of particular
importance to participants, especially as it provided opportunities
to engage with diverse perspectives and approaches from peers.
By contrast, individual work played a subordinate role and was,
in the participants’ view, dispensable. However, it remains an
open question whether the collaborative phases would have
been equally effective without prior individual engagement and
preparation.

4.2 | Research Question 2: What Effects Do Video
Vignettes Have on Different Facets of Prospective
Career Counselor’s Self-Efficacy and Behavior
Regarding Classroom Instruction?

Working with the video vignettes had an impact on both par-
ticipants’ self-assessments and the practical implementation of
school-based career guidance events. Self-assessments of peda-
gogical and career guidance competencies were already relatively
high prior to the intervention, with most mean scores exceed-
ing the scale midpoint. This partially contrasts with previous
research, which suggests that at least some school counselors
report insecurities regarding classroom instruction (Buchanan
et al. 2017; Morgan et al. 2014; Peterson et al. 2004). Particularly
noteworthy is the consistently high self-assessment in the dimen-
sion of Personal Trust—a subcomponent of student support—at
both measurement points. This finding corresponds with Aldrup
et al. (2018), who found that teachers often rate their student-
support competencies highly. One possible explanation is that
such competencies are closely tied to teachers’ professional self-
concept, making potential weaknesses in this area difficult to
acknowledge. This pattern may similarly apply to prospective
counselors, for whom supporting students is a central part of their
professional role, too.

Following engagement with the video vignettes, the prospec-
tive counselors demonstrated significant improvements in self-
efficacy across multiple dimensions: Vocational Orientation
Competencies, Didactic Skills, Teaching Self-Efficacy, Classroom
Management, and Cognitive Activation. These findings are
consistent with prior research indicating that targeted training
interventions can enhance self-efficacy in classroom instruction
(Dack and Merlin-Knoblich 2023; Ozdemir and Aydin 2021). No
significant change was observed in the dimension of Personal
Trust, which is unsurprising given the already high baseline
scores reported by participants. This suggests a ceiling effect
and indicates limited perceived need for development in this
area. In contrast, the relatively modest effect observed for cog-
nitive activation highlights a potential area for improvement.

Given the importance of fostering higher-order thinking and
reflective engagement in classroom-based career guidance, future
iterations of the intervention should place greater emphasis
on strategies that support Cognitive Activation. No statistically
significant changes were observed in the group used as a control
across any dimension, underscoring the conclusion that the
improvements in the treatment group could be attributed to
working with the video vignettes.

An equal number of interview groups reported that working with
the video vignettes informed either the planning or implementa-
tion of their school-based career guidance events, while a smaller
number indicated that they had the vignettes “in the back of their
mind.” Participants noted that the vignettes primarily influenced
their general approach to classroom instruction—particularly
regarding interaction with students and their own professional
demeanor. The emphasis on student interaction and relationship-
building may have had an indirect effect on other aspects of
classroom practice. For instance, previous research suggests that
positive student-counselor relationships can facilitate classroom
management, as they contribute to a more cooperative learning
environment (Buchanan et al. 2017). In addition, participants
identified effects on specific instructional elements, including the
facilitation of group work, handling of classroom disruptions,
and delivery of instructions. Nonetheless, it remains uncertain
whether all participants were fully able to assess the extent
to which the vignettes influenced their classroom practices.
Given the complex and often implicit nature of instructional
decision-making, some effects may have gone unnoticed or been
underestimated in self-report.

Building on these findings, the results highlight the broader
relevance of instructional competencies for career counselors
working in educational contexts. While classroom-based career
guidance requires pedagogical skills that overlap with teaching,
it also involves distinct counseling-related objectives, such as
supporting students in reflecting on their interests, abilities, and
future pathways. The present findings suggest that strengthening
these instructional competencies through structured training
approaches, such as video vignette-based learning, can enhance
counselors’ confidence and preparedness in delivering career
guidance in classroom settings.

Our results underscore the importance of equipping career
counselors with instructional competencies that enable them to
effectively support students in navigating career development
processes within educational settings. In this regard, classroom-
based career guidance represents a critical interface between
counseling practice and students’ career development, particu-
larly during key transition phases such as SWT. By fostering
both pedagogical and counseling-related competencies, training
approaches such as the one examined in this study may contribute
to more effective career guidance and, ultimately, to students’
career readiness and more successful transitions into further
education or employment.

4.3 | Limitations and Further Research

Several limitations affect the validity and generalizability of
this study. One central challenge lies in the definition and
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operationalization of the competencies required for effective
classroom-based career guidance. All instruments were adapted
from teacher education, as both professions share core instruc-
tional competencies (Akos et al. 2007). However, the multifaceted
nature of pedagogical skills makes comprehensive coverage
through standardized instruments difficult. In this study, the TBD
framework was used to capture key dimensions of instructional
quality. While classroom management, student support, and
cognitive activation are central to effective teaching, they may
not fully represent all relevant aspects of instruction. Additional
constructs, such as structuring of learning content, formative
assessment, and knowledge consolidation, may also be important
but were not included (Kleickmann et al. 2020; Praetorius et al.
2018). Furthermore, two scales—Error Culture and Monitoring—
were excluded due to insufficient internal consistency, which
aligns with prior findings on variability in the psychometric
quality of TBD subscales (Praetorius et al. 2018).

Another limitation concerns exclusive reliance on self-
assessment data. Although self-efficacy is a relevant predictor
of behavior, it does not necessarily reflect actual performance,
as individuals may not accurately assess their competencies
(Boud and Falchikov 1989; Ledn et al. 2023; Panadero et al. 2015).
Participants may therefore have over- or underestimated their
abilities, potentially biasing conclusions about the effectiveness
of the video vignettes. Future research should incorporate
additional data sources, such as classroom observations, expert
ratings, or standardized performance assessments. Collecting
data from students receiving career guidance could further
strengthen insights into behavioral outcomes and perceived
counselor effectiveness. Such multimethod approaches would
enable a more comprehensive understanding of training effects
and allow triangulation of self-assessments with external
indicators.

The composition and size of the sample also limit the study. The
use of a convenience sample and voluntary participation may
have introduced self-selection bias. In addition, the small sample
size—particularly in the control group—Ilimits statistical power
and generalizability. Attrition between measurement points fur-
ther reduced the number of complete data sets. Future studies
should employ larger and more balanced samples, including
comparable control groups exposed to identical conditions except
for the intervention. Moreover, the study was conducted within
a single degree program at one university in Germany, which
further restricts external validity. Broader sampling across insti-
tutions and national contexts would enhance generalizability.
Finally, the short-term pre-post design does not capture longer-
term development. Longitudinal research is needed to examine
how counselors acquire, apply, and refine classroom instruction
practices over time (Dack and Merlin-Knoblich 2023).

Finally, beyond methodological considerations, the findings
should also be interpreted in light of the German educational
and vocational training system, which is characterized by a
strong dual system and relatively institutionalized structures for
career guidance. These contextual features may influence both
the implementation and perceived relevance of classroom-based
career guidance as well as the effectiveness of video vignette-
based training. In educational systems where career guidance
is less formalized or structured differently, the applicability and

impact of such approaches may vary. Future research should
therefore examine the transferability of these findings across
different national and institutional contexts, particularly with
regard to varying structures of career guidance and counselor
education.

4.4 | Recommendations for Counselor Education

Despite the limitations outlined above, the findings of this study
suggest that video vignettes represent a promising and versatile
instructional tool for preparing prospective career counselors for
classroom-based career guidance. Based on the results, several
recommendations can be derived for counselor education and
training practice.

Video vignettes should be systematically integrated into coun-
selor education programs as structured learning tools rather
than used as illustrative add-ons. Their effectiveness depends
on a combination of guided observation, individual reflection,
and collaborative discussion. Counselor educators should there-
fore design learning sequences that explicitly link these phases
and align them with clearly defined instructional goals. The
findings further indicate that learning processes were primar-
ily driven by reflection and discussion rather than by passive
viewing, which is consistent with prior research emphasizing
the importance of collaborative and reflective learning formats
in counselor education (Vereen et al. 2019; Wells and Dickens
2020). Accordingly, video-based learning should be accompanied
by structured reflection prompts that direct attention to key
dimensions of instructional quality, such as classroom manage-
ment, student support, and cognitive activation (Praetorius et al.
2018, Praetorius et al. 2020). Small-group and plenary discussions
appear particularly beneficial, as they expose learners to diverse
perspectives and alternative approaches to handling classroom
situations.

In addition, video vignettes can support prospective counselors
in anticipating typical classroom situations and developing initial
strategies for action before entering real-world practice. This
anticipatory function appears especially valuable for novice
counselors with limited prior teaching experience, aligning
with previous research highlighting the importance of practice-
oriented and experiential learning opportunities in counselor
training (Buchanan et al. 2017; Ohrt et al. 2016). The use of video
vignettes is therefore particularly recommended prior to future
counselors’ first implementation of classroom-based career guid-
ance, as it may reduce uncertainty and increase perceived
preparedness.

Given that improvements in Cognitive activation were com-
paratively modest, future training interventions should place
greater emphasis on this dimension. Counselor educators may
incorporate specific strategies to foster cognitive activation, such
as pause-and-analyze sequences in which prospective counselors
identify missed opportunities for deeper student engagement,
tasks requiring the development and comparison of alternative
instructional responses, and guided prompts that encourage
justification, perspective-taking, and critical reflection. Such
approaches are consistent with research on cognitively activating
instruction and its role in promoting deeper learning processes
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(Klieme et al. 2009; Lipowsky et al. 2009) and may support
prospective counselors in designing learning environments that
actively engage students in higher-order thinking processes.

Beyond their use as learning tools, video vignettes may also
serve as a basis for formative assessment in counselor edu-
cation. By analyzing learners’ interpretations, reflections, and
proposed actions, counselor educators can gain insights into
their developing professional competencies and provide tar-
geted feedback. This may contribute to a more comprehensive
evaluation of training outcomes beyond self-reported measures,
which have been shown to be limited in their accuracy (Boud
and Falchikov 1989; Panadero et al. 2015). The findings further
suggest that video vignette-based approaches may be transferable
to other training contexts, including interprofessional educa-
tion and continuing professional development. Collaboration
with teacher education programs appears particularly promising
given the overlap in instructional competencies required for
classroom teaching and career guidance (Buchanan et al. 2017;
Geesa et al. 2022). Prior research on interprofessional train-
ing highlights that future counselors may initially experience
“fear, anxiety, or worry when faced with working interprofes-
sionally” (Johnson 2020, 159). It also demonstrates, however,
that such formats can lead to increased self-efficacy and skill
development. Integrating video-based learning into collabora-
tive training contexts may therefore not only support instruc-
tional competencies but also facilitate interprofessional learning
processes.

In general, these results support existing calls for a stronger inte-
gration of career guidance content into counselor education—
particularly in areas such as classroom management, which are
known to foster self-efficacy in instructional contexts (Slaten
et al. 2024). More broadly, the results align with longstanding
recommendations to strengthen practice-oriented and instruc-
tional components in counselor education (Bridgeland and
Bruce 2011; Watts and Sultana 2004). Video vignettes offer a
flexible and scalable approach that can help bridge the gap
between theoretical knowledge and practical application for
career counselors’ preparation. By strengthening counselors’
ability to deliver effective classroom-based career guidance, such
training approaches may ultimately contribute to students’ career
readiness and more successful SWTs (Nief3en et al. 2022; OECD
2024).
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Endnotes

!The term student support is from Praetorius et al. (2018); however,

different authors use alternative terms such as student orientation,
supportive climate, personal/individual learning support, or social
support.

2Scales for the respectful and patient handling of errors/error culture
(Baumert et al. 2009 as cited in Kunter et al. 2016) and monitoring
(Baumert et al. 1997; Gruehn 2000 as cited in Kunter et al., 2016) were
excluded from any analyses because of insufficient internal consistency
(Cronbach’s a <0.70).

3For a sounder interpretation of the found effects, data were collected
from some prospective counselors from the same year who did not
work with the vignettes (for descriptive statistics, see Table A2). These
students also dealt with topics of career guidance, but did focus on
teaching quality, did not work with video vignettes or organize school-
based events, but instead participated in a seminar focused on planning
events for adult groups. This group can cautiously be considered a kind
of control group. No significant changes were observed in this group
across any dimension, neither in the t-tests nor the Wilcoxon tests for
paired samples (see Table A3). This indicates that working with the
vignettes could be causal for changes in the treatment group.
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Appendix

TABLE Al | Overview of all scales with internal consistencies (2023 and 2024).

Number of Cronbach’s alpha
Scale items Source of items® MP1/ MP2 Sample item

Self-Assessment of Competence (Self-Efficacy): Vocational Orientation

Self-Assessment of 7 Dreer 2013; Dreer and 0.79 / 0.80 I currently feel competent in
Competence in the Area of Kracke 2013° organizing career guidance events at
Vocational Orientation (short: school myself.
Vocational Orientation [Ich fithle mich zurzeit kompetent
Competencies) darin,

Berufsorientierungsveranstaltungen
in der Schule selbst zu gestalten. ]

Didactic Knowledge and Skills 6 Dreer 2017° 0.80/0.84 I know suitable forms of learning
in Vocational Orientation and methods for designing
(short: Didactic Skills) high-quality learning opportunities

in vocational orientation.

[Ich kenne geeignete Lernformen
und Methoden zur Gestaltung
qualitédtsvoller Lerngelegenheiten in
der Berufsorientierung. |

Self-Assessment of Competence (Self-Efficacy): Teaching

Teaching Self-Efficacy 7 Schwarzer and 0.75/0.75 I am confident that I can engage
Jerusalem 1999 students in their career choice
process.

[Ich traue mir zu, die Schiiler:innen
fiir ihren Berufswahlprozess zu
begeistern. |

Self-Efficacy Regarding 7 Tschannen-Moran and 0.90 / 0.86 Ican do a lot to respond to
Classroom Management Woolfolk Hoy 2001¢ disruptive students.
[Ich kann einiges tun, um auf
storende Schiiler:innen zu
reagieren. |
Personal Trust 4 Baumert et al. 2009° 0.82/0.88 I build trust with the students.

[Ich baue Vertrauen zu den
Schiiler:innen auf.]

Respectful and Patient 3 Baumert et al. 2009° 0.49 / 0.65 I am patient when students get

Handling of Errors/Error things wrong.

Culture! [Ich bin geduldig, wenn
Schiiler:innen etwas falsch machen.]

Cognitive Activation 6 Baumert et al. 2009° 0.76 / 0.78 I ask the students to justify their

solutions or views.
[Ich fordere die Schiiler:innen auf,
ihre Losungen oder Ansichten zu
begriinden.|

Monitoring? 3 Baumert et al. 1997; 0.45/0.52 I always know exactly what’s going
Gruehn 2000° on in the classroom.

[Ich weify immer genau, was in der
Klasse vor sich geht.]

Demographic Data

Demographic data 3 — — Age, gender, previous experience
with school classes/comparable
groups

2All items were slightly adapted to the context of school-based career guidance.

bAs cited in Dreer (2018).

¢As cited in Kunter et al. (2016).

4Too low internal consistency (Cronbach’s alpha <0.70) led to the exclusion of the scale from the analyses.

Journal of Employment Counseling, 2026 157

35UB017 suoWIWoD dAIea1D a|gedl|dde ayy Aq pausienob are sajone YO ‘9sn Jo sajnJ Joj Akiqi auluQ AS]IA UO (SUOIIIPUOD-PUR-SWLIBILIOD A3 | 1M Ase g pul|Uuo//:sd1y) SuoiIpuoD pue swid | 3yl as *[9z02/60/70] uo Ariqi]auluQ A(IM “pylolgigseiseaiun Ag 6T00. 9901/Z00T OT/I0p/wod A8 |1m Arelqpul|uo//sdiy wo.j papeolumod ‘€ ‘9202 ‘026TT9TZ



TABLE A2 | Descriptive statistics on self-assessed competence.

Treatment group

Control group

Future teachers

MP1 MP2 MP1 MP2 MP1 MP2

n M SD M SD n M SD M SD n M SD M SD
Vocational Orientation Competencies 62 2.9 0.5 31 0.5 6 2.8 0.6 31 0.2 16 2.7 0.5 3.2 0.4
Didactic Skills 62 2.4 0.5 2.9 0.5 6 2.8 0.4 2.7 0.3 16 2.2 0.5 2.7 0.7
Teaching Self-Efficacy 62 3.0 0.4 3.2 0.4 6 31 0.4 3.0 0.5 16 3.0 0.3 31 0.4
Classroom Management 62 2.9 0.6 31 0.5 6 2.9 0.5 2.7 0.5 16 3.0 0.4 3.0 0.4
Personal Trust 62 3.7 0.4 3.6 0.4 6 3.9 0.2 3.8 0.3 16 3.6 0.5 3.6 0.5
Cognitive Activation 62 3.0 0.4 31 0.4 6 33 0.5 31 0.3 16 3.2 0.4 33 0.4

Note: Self-assessments were made on a 4-point Likert scale (1 = disagree; 2 = somewhat disagree; 3 = somewhat agree; 4 = agree). MP1 = immediately

before engaging with the vignettes; MP2 = after engaging with the vignettes.

TABLE A3 | T-test for paired samples.

Treatment group

Control group

Future teachers

Sig.
Sig. (two- Sig. (two- Cohen’s
M SD t(62) tailed) Cohen’sd M SD t(5) (two-tailed) M SD t(15) tailed) d
Vocational Orientation 0.25 0.47 425 <0.001 0.54 0.38 0.58 1.61 0.169 0.48 047 410 0.001 1.03
Competencies
Didactic Skills 0.54 0.54 7.96 <0.001 1.01 —0.06 0.55 —0.24 0.817 0.47 0.61 3.06 0.008 0.77
Teaching Self-Efficacy 018 0.36 3.88 <0.001 0.50 -0.01 0.39 -0.09 0.929 0.10 0.21 190 0.077 —
Classroom Management 0.20 0.51 319 0.002 0.40 -0.21 0.52 -1.01 0.358 0.03 031 039 0.700 —
Personal Trust —0.04 0.43 —0.66 0.510 — —-0.17 0.38 -1.08 0.328 0.02 030 0.21 0.835 —
Cognitive Activation 015 0.46 2.53 0.014 0.32 —-0.17 0.44 -0.92 0.402 0.03 030 042 0.682 —
Note: Treatment group: n = 62; control group: n = 6; future teachers: n = 16.
TABLE A4 | Wilcoxon tests for paired samples.
Treatment group Control group
Sig. Sig.
Mdn  Mdn (two- Mdn Mdn (two-
Pre Post w Z tailed) r Pre Post W zZ tailed)
Vocational Orientation 271 3.14 368.0 4.03 <0.001 0.51 286 3.07 25 1.53 0.125
Competencies
Didactic Skills 2.33 2.83 133.5 5.59 <0.001 0.70 275 275 10.0 0.00 1.000
Teaching Self-Efficacy 2.75 3.00 352.0 3.80 <0.001 0.48 28 294 80 045 0.656
Classroom Management 2.86 3.00 329.0 283 0.005 0.36 264 257 50 -1.01 0.312
Personal Trust 3.75 3.75 313.5 0.58 0.561 — 4.00 3.88 1.0 -0.67 0.500
Cognitive Activation 3.00 3.00 433.5 2.50 0.012 0.32 325 317 50 -1.08 0.281

Note: Treatment group: n = 62; control group: n = 6.
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TABLE A5 | Correlation matrix of all constructs (treatment group, MP1, immediately before engaging with the video vignettes).
n 1 2 3 4 5
1. Vocational Orientation Competencies 87 —
2. Didactic Skills 87 0.65** —
3. Teaching Self-Efficacy 87 0.45%* 0.51%* —
4. Classroom Management 87 0.49** 0.49** 0.68** —
5. Personal Trust 87 0.52** 0.32%* 0.37** 0.32** —
6. Cognitive Activation 87 0.48** 0.38** 0.30** 0.40** 0s.22*

*p < 0.01; *p < 0.05.
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