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ABSTRACT

A phenomenological study was undertaken to explore school counselors’ lived experiences in supervision. Semi-structured interviews were completed with eight licensed or credentialed school counselors with at least three years of experience who use a State Model or the ASCA National Model (2019) for school counseling programs and have participated in at least two of the three modes of supervision (administrative, programmatic, clinical). Moustakas’(1994) modification of Van Kaam’s methods guided data collection and analysis to uncover the textural and structural descriptions to describe how each participant experienced the phenomenon of supervision. A process of reduction and elimination of the descriptive horizontalizations was used to identify the clusters of meaning and themes that included (a) supervision as professional growth and development, (b) how one understands supervision, and (c) how one experiences supervision. The essence of supervision for these school counselors provides support for a proposed suite of supervision (SoS; Bagwell, 2021) that integrates administrative, programmatic, and clinical approaches while supporting positive self-care strategies that nurtures an integrated school counselor professional identity through a "blending of influences" (Brott & Meyers, 1999, p. 346).
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ABSTRACT

The author presents a model to deliver supervision for practicing school counselors as part of an annual professional growth and development plan. Researchers have demonstrated that supervision leads to increased self-efficacy for delivering best practices in school counseling (e.g., Tang, 2020). However, previous findings indicate that school counselors experience barriers to and are not receiving the supervision they want (e.g., Sandifer et al., 2019). One significant barrier for school counselors is subscribing to a binary identity: counselor-first or educator-first (DeKruyf et al., 2013). Adopting an integrated professional identity as both counselor and educator through a “blending of influences” (Brott & Myers, 1999, p. 346) calls for a suite of supervision (SoS) that includes administrative, programmatic, and clinical supervision while supporting positive self-care strategies. The goal of the SoS is for school counselors to be competent school employees, program managers, and counselors who engage in wellness practices. Suggestions for implementation and recommendations for research are included.
Keywords: supervision, models of supervision, school counselors, professional identity, professional development
















School Counselors’ Need for a Suite of Supervision
Since the inception of school counseling, there has never been a more critical time to advocate for ongoing school counselor professional growth and development that includes supervision. Historically, school counselors have had to overcome obstacles such as high student caseloads, competing professional identities, and inconsistencies in work responsibilities to support their students (Cinotti, 2014). School counselors are now facing unprecedented challenges to deliver effective services through an intentional school counseling program given the increasing needs of students and their families (Meyers, 2020; Savitz-Romer et al., 2020). These needs are currently tied to a global pandemic, heightened unrest regarding social and racial inequities, and a highly charged political environment (Meyers, 2020; Patel & Raphael, 2020; Savitz-Romer et al., 2020). For the first time, school leaders are adapting to virtual learning challenges and safety protocols for students attending in-person that impact the educational system (Meyers, 2020; Sheikh et al., 2020). This has affected students developmentally, socially, academically, and emotionally while they are experiencing less access to support services that include school counseling, which can help them understand and navigate these challenging times (Meyers, 2020; Savitz-Romer et al., 2020; Supriyanto et al., 2020). 
School counselors are key supports for students by providing academic support for those who have fallen behind; advising support to stay on track for promotion, graduation, and post-secondary plans; and counseling support for students experiencing a range of emotions such as isolation, anger, loss, grief, anxiety, and stress. (American School Counselor Association [ASCA], 2019a; Pincus et al, 2020). School counselors are struggling to adapt their school counseling program to a virtual delivery model (Savitz-Romer et al., 2020; Supriyanto et al., 2020). For the first time, school counselors are balancing the need to support students attending school both in-person and virtually (Meyers, 2020; Savitz-Romer et al., 2020). In addition to following up on virtual attendance and securing academic resources for their online learners, many school counselors need to find strategies for monitoring students’ mental health, provide counseling for students when requested, and reach out to connect with students who may be reluctant to ask for help (Meyers, 2020; Savitz-Romer et al., 2020). 
School counselors need support as they experience both professional and personal stress in these unprecedented times. Taylor et al. (2020) found that far more people are suffering from the emotional impact of COVID-19 than those who the virus has infected. In addition to delivering their services in creative and innovative ways, many school counselors are also experiencing worry and stress about their health and their loved ones related to COVID-19 (Savitz-Romer et al., 2020). Some are juggling their workload while providing support for their own children’s virtual learning at home. Others have faced family members’ loss or have battled the virus themselves (Barnum, 2021). School counselors have an ethical obligation to engage in self-care and wellness activities to maintain effective practice (ASCA, 2016). Although self-care during a pandemic is a considerable challenge, engaging in supervision can be a professional learning and development support.  
Traditionally, school counselors relied on a variety of professional development opportunities as support for themselves and their programs by attending conferences, participating in school in-service trainings, and engaging in consultation and supervision (Bickmore & Curry, 2013). For the past 35 years, school counseling supervision has included three modes of delivery: administrative, programmatic, and clinical (Barrett & Schmidt, 1986; Roberts & Borders, 1994). Researchers have demonstrated that this supervision trilogy has beneficial outcomes for school counselors, including self-efficacy (Cashwell & Dooley, 2001), professional identity development (Dollarhide & Miller, 2006), ethical practice (Page et al., 2001), intentional program delivery (Henderson & Gysbers, 2006), knowledge and strategies (Perera-Diltz & Mason, 2012), and wellness and self-care (Lenz et al., 2018). School counselors need the support provided through supervision to be productive employees, effective program leaders, skilled counseling specialists, and intentional self-care practitioners (Barrett & Schmidt, 1986). Now more than ever, access to and delivery of supervision as a professional support need to be adaptable to meet the ongoing and present-day challenges school counselors face.
School Counselor Supervision
	Supervision is a practice provided by a more experienced member of a profession, the supervisor, to another member of the same profession, the supervisee (Bernard & Goodyear, 2019). Supervision provides regular support, instruction, and feedback that enhances skills, reinforces ethical practice, safeguards client welfare, and aids in professional gatekeeping (Henderson & Gysbers, 2006; Perera-Diltz & Mason, 2012). Supervision is an opportunity for counselors to seek guidance and support as they carry out the responsibilities of their work (Black, et al., 2011; Tan, 2019). 
In the school counseling literature, researchers expand upon Bernard and Goodyear’s (2019) definition to include supervision topics such as school counselors’ role as an employee in a school setting and as a manager of a school counseling program (Tang, 2020). Supervision fosters school counselors’ wellness by mitigating stress and workplace challenges (Randick et al., 2018) and attends to the “blending of influences” (Brott & Myers, 1999, p. 346) that shapes one’s professional identity (Tang, 2020). These expanded topics reflect the supervision modes for school counselors as administrative, programmatic, and clinical (Barrett & Schmidt, 1986; Roberts & Borders, 1994). Administrative supervision, often provided by a school principal, refers to the direction provided to maintain school operations and includes performance evaluation (Dollarhide & Miller, 2001). Programmatic supervision supports the implementation of a comprehensive school counseling program and is usually offered by a district school counseling director or school counseling department chair (Page et al., 2001; Perera-Diltz & Mason, 2012). Clinical supervision provided by a trained supervisor encourages school counselors to utilize ethical practices, maintain counseling competencies, engage in self-care, and attend to their professional identity (Black et al., 2011; Brott et al., 2016; Cinotti, 2014).
Clinical supervision is first introduced to counselors-in-training (CIT) during their academic preparation programs. National accreditation standards for training school counselors, set by the Council of Accreditation for Counseling and Related Educational Programs (CACREP, 2016) and the Council for the Accreditation of Educator Preparation (ASCA, 2019b), require supervision of field experiences for CIT. This supervision provides CIT the opportunity to receive feedback and support as they are applying counseling skills and theories for the first time in a school setting (Black et al., 2011; Brott et al., 2016; Cashwell & Dooley, 2001; Cinotti, 2014; Henderson & Gysbers, 2006; Page et al., 2001; Tan, 2019). Supervision experiences help CITs apply feedback to develop sound counseling practices and their emerging professional identity (Gordon & Luke, 2016).
The supervision trilogy can provide the necessary support for a positive transition from CIT to practicing school counselors. Novice school counselors experience a process of induction or socialization into the school setting, generally receiving administrative supervision that focuses on being a successful new employee (Dollarhide & Miller, 2006). Brott and Myers (1999) purport that this socialization experience influences decisions made by the school counselor about program delivery and services provided to students and the school community. Expanded opportunities for programmatic supervision can support these school counselors in developing, implementing, and evaluating comprehensive school counseling programs to meet identified needs and demonstrate the effectiveness of services. Increasing clinical supervision can support entry-level school counselors as they begin using their professional judgment to meet student needs, navigate ethical dilemmas, and balance work responsibilities with self-care (Dollarhide & Miller, 2006). 
ASCA identified standards and competencies to ensure that school counselors have the skills needed to develop, implement, and evaluate an effective school counseling program (ASCA, 2019a). Effective supervision promotes school counselors’ professional growth and development by addressing ASCA School Counselor Professional Standards and Competencies (ASCA, 2019a; Brown et al., 2017). Examples of these competencies include (a) ensuring school counselors engage in ethical and legally sound practices (Competency B-PF 3); (b) understanding how cultural and social influences impact students’ academic success (Competency B-PF 6); and (c) being a change agent as they implement a school counseling program (Competency B-PF 9). Supervision goes beyond consultation services. This consultation typically refers to the school counselor seeking input from related professional disciplines for a singular case or short-term situation; whereas, supervision serves as an ongoing safeguard for school counselors to navigate the complex process of working with children in a school setting (Wilkerson, 2006).
	Although much of the literature on supervision for school counselors are focused on CITs and site supervisors, several studies have been conducted to assess supervision activities for practicing school counselors. Sutton and Page (1994) found that only 20% (n=97) of school counselor respondents received clinical supervision while 48% (n=337) desired it. Roberts and Borders’ (1994) study revealed similar findings: 37% (n=51) of the participating school counselors received clinical supervision although, 79% (n=120) wanted it. Page et al. (2001) reported that 24% (n=62) participated in clinical supervision, but 57% (n=146) of the participants indicated a desire for clinical supervision. In 2019, Sandifer et al. reported that 44% (n=83) participated in clinical supervision, however, these participants indicated that supervision was infrequent, sometimes only once per semester or year.           
	Barriers for practicing school counselors to engage in supervision as part of their professional growth and development plan include lack of qualified supervisors (Brown et al., 2017; Duncan et al., 2014; Herlihy et al., 2002; Tan, 2019), lack of training to provide supervision (Perera-Diltz & Mason, 2012), lack of time (Duncan et al., 2014; Perera-Diltz & Mason, 2012; Tan, 2019), misaligned responsibilities (Perera-Diltz & Mason, 2012), school leaders’ misunderstanding of school counselors’ professional training (Borders & Usher, 1992; Luke & Bernard, 2006), and lack of guidance from professional associations that addresses supervision practices (Black et al., 2011). These barriers may exemplify why some school counselors struggle to develop a clear professional identity (DeKruyf et al., 2013).
Professional counseling organizations have taken different views on school counselors’ professional identity. In 2009, ASCA failed to endorse the single definition of counseling as established by the 20/20 Vision of the Future of Counseling consensus work led by the American Counseling Association (ACA; Kaplan et al., 2011). This eventually led to ASCA dissolving its formal relationship with ACA and becoming an independent organization outside the umbrella of other counseling-related professional organizations (Brubaker, 2019). Further, ASCA partnered with CAEP (2019b) to endorse school counselor preparation standards as a new pathway to accreditation for counselor preparation programs that reflect an educator-first identity.  Professional counseling organizations are sending a mixed message to professionals and school leaders with regards to school counselor identity. Are school counselors educators-first, or are they counselors-first? The issue of professional identity is not just about semantics. A clear school counselor professional identity informs how other stakeholders understand and support the work of school counselors, specifically providing a supervision trilogy for their professional growth and development. 
School Counselor Professional Identity
	Professional identity is recognized as a crucial factor in how counselors approach their work (Brott & Myers, 1999; Gibson et al., 2010; Kaplan & Gladding, 2014; Luke & Goodrich, 2010). Gibson et al. (2010) define professional identity as the “integration of professional training with personal attributes in the context of a professional community” (p. 21). School counselors’ professional identity contributes to situating and applying their knowledge and skills to support complex student and system needs. School counselors’ experiences shape their professional identity and, by extension, supervision needs (Webber & Mascari, 2006).
Using grounded research, Brott and Myers (1999) described a school counselor’s professional identity model as a “blending of influences” (p. 346). These influences include their experiences as both a CIT and a professional school counselor within the context of their work environment, administrators’ understanding of school counseling, a myriad of student needs, and the presence or absence of school counselor colleagues (Brott & Meyers, 1999). School counselors evaluate these experiences and conditions and their responses inform and reflect their professional identity. Supervision provides a space for that process to take place under the guidance of an experienced supervisor.
Many school counselors are trained within an academic program that promotes a counselor-first professional identity (Webber & Mascari, 2006). The emphasis of these training programs is on applying counseling skills and theories through a curriculum that reflects a whole-person, wellness-focused counselor model (CACREP, 2016). However, as CIT become employed in a school setting, many shift their focus to an educator model. They may adapt their training to meet varying roles and responsibilities often assigned by administrators who may be unaware of their training, expertise as counselors, and program leaders (Leuwerke et al., 2009). In their educator role, school counselors implement a comprehensive school counseling program (e.g., ASCA, 2019a) that addresses educational competencies and standards, manages materials and resources, and uses accountability measures (Cinotti, 2014). As school employees, they participate in general education trainings and workshops for classroom teachers because opportunities specific to their work as counselors often do not exist (Robertson et al., 2016). Over time, school counselors may become more focused on appraisal and advisement and decrease counseling services due, in part, to administrators’ expectations, misaligned job responsibilities, and large student caseloads (Cinotti, 2014; Dollarhide & Miller, 2006).  
	Historically, the debate over school counselors’ professional identity has been from a binary position (Cinotti, 2014; Paisley et al., 2007; Warren et al., 2020; Webber & Mascari, 2006): Are school counselors counselors-first or are they educators-first? Authors are challenging the exclusionary use of binary terms and subscribing to an integrated school counselor identity that acknowledges school counselors as counselors and educators (Cinotti & Springer, 2016; DeKruyf et al., 2013; Watkinson, 2015). “Privileging one end of the professional identity spectrum over the other may unnecessarily restrict the ways in which school counselors may be able to promote the welfare of students with mental health needs” (DeKruyf et al., 2013, p. 273). Having an integrated identity means that school counselors use both identities as a counselor and an educator to equitably meet students’ needs across the three developmental domains (i.e., academic, career, and social/emotional) (ASCA, 2019a) and empowers school counselors to act and engage as both educational leaders and mental health professionals. An integrated professional identity begins to mitigate barriers school counselors face accessing appropriate professional learning and development, which includes supervision and clarifies the message about how school counselors comprehensively support their students.
Now more than ever, there is an urgency for an integrated school counselor identity. They are using their clinical skills in response to the growing mental health needs of children and adolescents (Duncan et al., 2014) and their leadership skills in planning and implementing programs that serve all students to meet identified needs (Randick et al., 2018). When school counselors adopt and advocate for an integrated professional identity, school leaders can better align school counselor responsibilities and expectations to their training and expertise (Warren et al., 2020). In turn, this will lead to role clarity that may be a protective factor to lessen stress and burnout (Blake, 2020; Cinotti, 2014; Kim & Lambie, 2018). The supervision trilogy addresses all aspects of school counselors’ work as an employee, program manager, and counselor through the lens of an integrated professional identity (Cinotti, 2014; Cook et al., 2012). 
   A Suite of Supervision (SoS)
	Supervision is an integral part of the school counselor’s professional growth, development, and expertise (Borders et al., 2012), which benefits students, teachers, and administrators (Somody et al., 2008). School counselors’ success is dependent not only on their training but also on their self-efficacy to apply that training to effectively support students (Cashwell & Dooley, 2012) and their ability to overcome challenges, achieve goals, and demonstrate outcomes (Bandura, 1984). School counselor self-efficacy influences engagement in, how they attempt, the effort they put forth, and their persistence in completing a task (Bandura, 1984). Supervision can bolster school counselors’ self-efficacy, which helps them to effectually address increased student need, manage demands on their time, and pursue continued growth and development (Cashwell & Dooley, 2001; Cook et al., 2012; Henderson & Gysbers, 2006; Page & Sutton, 2001; Tan, 2019).  
School counselors should have access to supervision that reflects their varied responsibilities to provide academic, programmatic, and clinical services to address the needs of all students (Cinotti & Springer, 2016). Although the literature supports the need to differentiate supervision for school counselors (Borders & Usher, 1992; Brown et al., 2017; Luke & Goodrich, 2010; Walsh-Rock et al., 2017), there is no model or structure as to how to achieve this goal in schools. Authors propose a Suite of Supervision (SoS) to convey an integrated structure of support for school counselors that focuses on enhancing their professional identity and self-efficacy, transforming school counseling programs, and functioning as a valued member of the school community. The SoS includes administrative, programmatic, and clinical supervision that provides comprehensive support; delivered by trained supervisors; and included in every school counselors’ professional learning and development plan. Just as supervision is differentiated for school counselors’ various responsibilities, those providing supervision should also reflect that differentiation. School counselors have indicated that they want supervisors who understand their unique training, knowledge, and skills (Page et al., 2001; Perera-Diltz & Mason, 2012; Roberts & Borders, 1994). Figure 1 is a visual presentation of the SoS model.
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Administrative Supervision
   	 Administrative supervision is support intended for the development of the counselor as a professional member of the school community. Administrative supervision provided in the SoS can lead to multiple benefits for the school counselor as an educational leader and collaborator (Bringman et al., 2010; Dahir et al., 2010; Henderson & Gysbers, 2006; Yavuz et al., 2017). Most school counselors indicate that administrative supervision is provided by a building principal (Perera-Diltz & Mason, 2012). 
This type of supervision includes a professional evaluation and review of the school counselor as an employee of the school system (Henderson & Gysbers, 2006). Administrative supervision targets professional skills, standards compliance, applications of professional judgment, and work habits (Henderson & Gysbers, 2006). Additionally, administrative supervision provides school counselors and administrators the opportunity to collaborate on how the school counseling program can address student needs and contribute to meeting school improvement goals. The ASCA School Counselor Professional Standards and Competencies (2019a) can serve as a resource for administrative supervisors. These are the mindsets of a “collaborative process involving school counselors, ...administrators, other school staff and education stakeholders” (M5., p. 95) and behaviors as the professional foundation “to promote professional growth and development” (B-PF4.c., p. 97). The ASCA School Counselor Performance Appraisal template can be used to guide administrative supervision conversations about appropriate professional behaviors (ASCA, 2019a). 
When administrators and school counselors work together, schools are often physically, socially, and emotionally safer for all students (Yavuz et al., 2017). The principal-counselor teaming is a significant factor in determining the role school counselors play in student success (Dollarhide et al., 2007; Leuwerke et al., 2009; Stone & Clark, 2001). When administrators understand and advocate for school counselors and their programs, better results for students occur including decreased discipline issues, improved academic achievement, increased attendance and graduation rates, greater sense of safety, fewer inter- and intra-personal problems, and improved mental health functioning (Robertson et al., 2016). Administrative supervisors can be advocates for aligning school counselor job responsibilities to their training and expertise (Dahir et al., 2010; Edwards et al., 2014). This reduces role confusion and diffusion that often leads to increased counselor stress and burnout (Blake, 2020). 
Administrative supervisors should understand school counselors’ training and expertise and be familiar with state and national models for school counseling programs. Bringman et al. (2010) found that when administrators-in-training were introduced to the ASCA National Model (2019a) their perceptions of school counselors’ role changed to reflect the importance of aligning their responsibilities to their training as both a counselor and an educator. This knowledge aids supervisors in providing meaningful and actionable feedback through administrative supervision. School counselors, district school counseling coordinators, principals, counselor educators, and preservice administrator program faculty share the responsibility for ensuring administrative supervisors receive the appropriate training to facilitate effective administrative supervision, focusing on teaming and collaboration.
Programmatic Supervision
    	Programmatic supervision supports school counselors as managers of comprehensive school counseling programs that attend to all students’ academic success, social and emotional development, and college and career readiness (Sandifer et al, 2019). Working with a programmatic supervisor by managing, evaluating, and reporting program results can mitigate challenges in the delivery of a comprehensive school counseling program, such as a misunderstanding of the school counselor’s role and assignment of non-counseling responsibilities (Cashwell & Dooley, 2001; Dollarhide & Miller, 2006; Lambie & Williamson, 2004; McMahon & Patton, 2000). Programmatic supervision supports school counselors who are involved with initiating a comprehensive school counseling program and those with well-established and nationally recognized programs, such as the Recognized ASCA Model Program (RAMP; Sandifer et al., 2019). Effective programmatic supervision is often provided by a lead school counselor colleague, district school counseling coordinator, or district office leader (Bledsoe et al., 2019; Tang, 2020). 
School counselors are responsible for implementing comprehensive school counseling programs that serve all students in a developmentally appropriate way. ASCA’s National Model provides a template for the counseling program; however, each school’s program should be tailored to meet student and school needs, developed with stakeholder feedback, and aligned to school and district goals (ASCA, 2019a). Through programmatic supervision, school counselors examine student, school, and district data to identify needs and appropriate prevention and intervention activities. Then, align those activities to ASCA’s Mindsets and Behaviors for Student Success and utilize program management tools to organize, evaluate, and share the outcomes of program components with stakeholders (Sandifer et al., 2019). Programmatic supervisors support school counselors to use effective advocacy strategies that promote their comprehensive school counseling program. 
	The focus of programmatic supervision is on professional behaviors that “demonstrate leadership through the development and implementation of a comprehensive school counseling program” (B-PF7., p. 97) and “design and implement school counseling action plans aligned with school and annual student outcome goals and student data” (B-PE4.a., p. 101). The ASCA National Model (2019a) and School Counselor Professional Standards and Competencies (2019c) are valuable resources for programmatic supervisors to help individual school counselors align their programs to improvement goals. When programmatic supervisors understand school operations and instructional methods, they can guide school counselors who collaborate with teachers and school personnel to deliver individual and school-wide interventions (Perera-Diltz & Mason, 2012). 
Clinical Supervision
	Clinical supervision supports school counselors’ growth and development as a counselor: practicing ethically, protecting students’ well-being, focusing on empirically-based counseling skills, increasing self-awareness, assuring multicultural competence, consulting on specific cases, identifying issues that could impede one’s ability to deliver counseling services, and engaging in self-care (Bernard & Goodyear, 2019; Black et al., 2011; Page et al., 2001; Perera-Diltz & Mason, 2012). Clinical supervision can be a protective factor in addressing professional concerns (Bryant-Young et al., 2014; Cashwell & Dooley, 2001; Cinotti, 2014), such as role stress, lack of professional identity development, job dissatisfaction, and burnout (Perera-Diltz & Mason, 2012). A clinical supervisor has an ethical responsibility to ensure student welfare, demonstrate expertise in supervision models and techniques, and typically is a member of the counseling profession (Bernard & Goodyear, 2019), such as a school counselor, counselor educator, or licensed professional counselor (LPC) supervisor.
	With students’ increased mental health needs, school counselors need to examine and further develop their counseling competencies (Wilkerson, 2006). With ongoing clinical supervision, school counselors can be supported to appropriately identify student mental health conditions, provide effective interventions and resources to students, and practice ethically (Black et al., 2011). Page et al. (2001) found that school counselors want clinical supervision to improve counseling practice and techniques, acquire self-awareness, and identify appropriate strategies for specific cases. Participating in clinical supervision helps school counselors navigate complex circumstances working with children and youth in a school setting. School counselors can explore how their implicit biases may influence their cultural competency, impacting how they deliver counseling services (Merlin-Knoblich & Chen, 2018). When clinical supervision focuses on wellness, supervisees can increase awareness of their well-being and consider and practice appropriate self-care strategies (Meany-Walen et al., 2016).
	Like school social workers, school psychologists, and school nurses, similar school-based personnel has professional position statements setting expectations for clinical supervision practices (Borders et al., 2014). The Association for Counselor Education and Supervision (ACES) developed Best Practices in Clinical Supervision (2020) to guide clinical supervision in counseling specialties, including school counseling. Clinical supervision helps school counselors demonstrate ASCA School Counselor Professional Standards and Competencies (2019c) to “stay current with school counseling research and best practices” (B-PF4.a., p. 96); “use personal reflection, consultation, and supervision to promote professional growth and development” (B-PF4.c., p. 97); and “understand personal limitations and biases, and articulate how they may affect the school counselor’s work” (B-PF6 f., p. 97).  
Practicing school counselors who serve as site supervisors for CIT need to meet specific requirements that include having “relevant training in counseling supervision” (CACREP, 2016, p. 16). The ASCA Ethical Standards for School Counselors (2016) set expectations that school counseling site supervisors “have the education and training to provide clinical supervision. Supervisors regularly pursue continuing education activities on both counseling and supervision topics and skills” (D.b., p. 8). This training equips site supervisors to also serve as peer clinical supervisors for their school counseling colleagues. 
SoS Implementation: Professional Growth and Development Plan
	The SoS creates a structure of supervision and a gateway for professional growth and development included in school counselors’ annual agreement discussed during an administrative conference (ASCA, 2019a). As part of an annual agreement, the school counselor and administrator collaborate to establish the expectations and outcomes that reflect the supervision trilogy (ASCA, 2019a). For each mode of supervision, consideration needs to be given to its unique focus by identifying professional goals, a trained supervisor, frequency of sessions, and access to supervision. 
Administrative supervision focuses on developing the school counselor as a school employee, educational leader, and collaborator (Dollarhide & Miller, 2006). A school principal most often provides administrative supervision. It is recommended that formal administrative supervision meetings between the school counselor and principal be held at least twice during the academic year. The annual administrative conference and the professional evaluation meetings are two important components of administrative supervision; however, monthly administrative supervision sessions may enhance the administrator-counselor team by improving communication and addressing school issues that impact student success. Specific supervision goals should be related to meeting the school counselor’s employment contract expectations and collaborating on prevention and intervention strategies. To ensure the school counselor receives administrative supervision, both parties should schedule regular meetings at the start of the academic year. There are no additional financial costs associated with administrative supervision.
Programmatic supervision supports the school counselor as a manager of the comprehensive school counseling program (Page et al., 2001; Perera-Diltz & Mason, 2012). Programmatic supervision should be held quarterly at a minimum; however, school counselors who are beginning implementation of a comprehensive school counseling program may need it more frequently. Programmatic supervision is typically conducted in groups with a district school counseling supervisor or lead school counselor as the supervisor. In the absence of a district supervisor or lead counselor, school counselors can take turns in facilitating peer programmatic supervision. Specific goals of programmatic supervision reflect needs identified from the ASCA School Counseling Program Assessment (2019a). Scheduling programmatic supervision during designated district professional development dates can ensure access for school counselors. Additionally, virtual platforms, such as Zoom, Microsoft Teams, and Google Meet, are viable options for conducting synchronous programmatic supervision and can decrease the amount of time a school counselor is unavailable for school and student matters. If programmatic supervision is coordinated through the school district, there should be no additional costs to the school or school counselor. 
Clinical supervision focuses on the school counselor’s ethical practice, counseling skills, client well-being, and self-care (Black et al., 2011; Brott et al., 2016; Cinotti, 2014). Clinical supervision should be held at least monthly and can be conducted individually or in small groups, depending on the school counselor’s needs. A trained clinical supervisor may be a school counselor, district coordinator, LPC supervisor, or university counselor educator. Training in clinical supervision needs to include the ethics, roles, foci, approaches, and delivery methods that support counselors’ growth and development in a school setting (CACREP, 2016). Counselors can access opportunities for this training through a university course, workshops, seminars, counseling conferences, or professional associations. School counselors who serve as site supervisors for CIT also need training as clinical supervisors. Goals for clinical supervision should focus on supporting the school counselor’s counseling skills and self-care practices. Clinical supervision can be conducted in person or synchronously using a virtual platform and scheduled at regular, on-going dates and times. In most cases, there will be no additional financial costs; however, there may be associated training fees that could be negotiated during the discussion of budget and materials as part of the annual administrative conference. A school counselor may request funding to attend clinical supervision training and, in return, will agree to conduct clinical supervision for other school counselors in the school or district. 
The SoS is a dynamic and responsive structure of supervision for practicing school counselors. When the three modes of supervision are included in the annual agreement, school counselors will have access to an important professional development component. Each mode may be necessary at varying degrees and points of time throughout the school year so that school counselors can be responsive to changing student needs and learning conditions. Once the SoS is fully implemented, supervisors and school counselors can reflect on access to and experience with supervision to identify areas of strength and improvement to ensure that school counselors’ growth and development remains relevant to professional, student, and school needs. 
SoS Recommendations and Needed Research
Studying the supervision experiences of school counselors may provide critical feedback for implementing the SoS and ensure school counselors have the necessary professional development support to provide effective school counseling programs. Researchers have reported on and made recommendations for site supervisor training (e.g., Brott et al., 2016), clinical supervision for practicing school counselors (e.g., Luke et al., 2011), how supervision is experienced (e.g., Cigrand et al., 2014), and the impact supervision has on student outcomes (e.g., Borders et al., 2014 ). Further, researchers have called for ways to identify maintainable supervision models for practicing school counselors (e.g., Walsh-Rock et al., 2017), such as the SoS. To determine if the SoS is an effective supervision model for practicing school counselors, an exploration of how school counselors (a) define supervision as part of professional growth and development, (b) experience each supervision mode, (c) perceive the value of the supervision experience in their practice, and (d) assess the impact of supervision on student outcomes is needed. Further, understanding how the SoS can be wrap-around support during a global pandemic can be explored by examining school counselors’ perceptions about delivering a school counseling program in a virtual environment. 
Summary
Conceptually, the SoS shows promise as a support system for the growth and development of school counselors with an integrated professional identity as both counselor and educator. The SoS is proposed as a model of comprehensive administrative, programmatic, and clinical supervision for practicing school counselors as a significant aspect of the annual professional development plan. The goal of this dynamic and responsive supervision model is for school counselors to have the agency and pathways to be valued school employees, intentional program managers, and effective counselors while mindfully engaging in self-care.  
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CHAPTER II: A Phenomenological Study of School Counselors’ Lived Experiences in Supervision












































ABSTRACT

The proposed research will be a phenomenological study of school counselors’ lived experiences in supervision. The researcher will conduct semi-structured interviews with at least eight licensed or credentialed school counselors with at least three years of experience who use a State Model or the ASCA National Model (2019) for school counseling programs and have participated in at least two of the three modes of supervision (administrative, programmatic, clinical). Moustakas’(1994) modification of van Kaam’s methods will guide data collection, analysis, and report of the findings.

School Counselors’ Lived Experiences in Supervision

Professional school counselors who participate in comprehensive supervision have access to an integral component of their professional growth and development (American School Counselor Association [ASCA], 2019a; Bledsoe et al., 2019; Brown et al., 2017). Supervision is an intentional professional practice in providing support, direction, and feedback that enhances a counselor’s skills, reinforces ethical practice, safeguards student welfare, and aids in professional gatekeeping (Henderson & Gysbers, 2006; Perera-Diltz & Mason, 2012; Tan, 2019). In 1975, Boyd and Walter likened a school counselor’s career to that of a cactus: “Both survive on a minimum of nutrients from the environment” (p. 103) and without proper support school counselors would not reach their potential. Boyd and Walter (1975) go on to say that supervision can facilitate professional growth and development that leads to becoming a “master practitioner” (p. 104).  
Comprehensive supervision is essential to the school counselor’s integrated professional identity as counselor and educator (Cinotti, 2014; Cook et al., 2012). The three modes of comprehensive supervision available to school counselors include administrative, programmatic, and clinical (Luke & Bernard, 2006; Roberts & Borders, 1994). School counselors are more likely to participate in administrative supervision provided by the school principal with the focus on meeting employee responsibilities and expectations (Henderson & Gysber, 2006; Perera-Diltz & Mason, 2012). Some school counselors receive programmatic supervision to support the development and implementation of their comprehensive school counseling program, usually facilitated by a district or lead school counselor (Dollarhide & Miller, 2006). Clinical supervision to enhance counseling skills, promote self-care, and protect the well-being of students is often infrequent at best (Bledsoe et al., 2019). The benefits school counselors receive from comprehensive supervision include increased self-efficacy (Cashwell & Dooley, 2001), professional identity development (Dollarhide & Miller, 2006), attention to ethical practice (Page et al., 2001), knowledge and strategies for program delivery (Perera-Diltz & Mason, 2012), and awareness of self-care and wellness (Lenz et al., 2018).
Researchers have found that school counselors recognize the value of supervision for their professional growth and development (Roberts & Borders, 1994; Sutton & Page, 1994) and most frequently participate in administrative supervision although they would like greater access to clinical supervision (Page, et al., 2001; Perera-Diltz & Mason, 2012; Roberts & Borders, 1994, Sutton & Page, 1994). Further, school counselors prefer to receive supervision from someone knowledgeable about school counseling  (Page et al., 2001; Roberts & Borders, 1994). Primary barriers to supervision for school counselors include time, cost, access, qualified supervisors, and a commitment to ongoing professional development through supervision (Dollarhide & Miller, 2006; Perera-Diltz & Mason, 2012; Sutton & Page, 1994).  
In a recent content analysis of school counseling supervision literature (N=69) spanning the past 50 years (Bledsoe et al., 2019), the researchers suggest that “school counseling supervision research has been scattered and inconsistent” (p. 1). Over 55% of the articles in the content analysis were conceptual articles most frequently presenting reviews or commentaries and introducing or modifying supervision models. A little over one-fifth describe the practice or training of supervisors. The methods reported for empirical studies (n=31) were overwhelmingly quantitative (65%) and approximately 25% were qualitative. Research topics address multicultural supervision and advocacy, students’ presenting issues, and supervision modalities. However, scant school counseling supervision literature includes how school counselors experience supervision, their perceptions of the value of supervision in their practice, and how supervision is a part of their professional growth and development. 
	Research is needed to understand how school counselors experience supervision and how it informs their professional growth and development. Understanding the lived experiences of school counselors who participate in supervision can provide meaningful insights and extend what we know about school counseling supervision. The current study has the potential to uncover the nutrients that provide sustenance for school counselors to not only survive but thrive. Thus, the following research question will guide this study: What are school counselors’ lived experiences in supervision?
Methods
The researcher is proposing a qualitative approach as the means to examine the specific phenomenon of school counseling supervision by those who have experienced it and through a summary description of common experiences to identify a “universal essence” (Creswell, 2013, p. 76) of the phenomenon (Merriam & Tisdell, 2015). A phenomenological lens using Moustakas’(1994) modification of van Kaam’s methods will guide data collection, analysis, and report of the findings. 
Participants
	Phenomenological studies often include three to 15 participants who as a heterogeneous group have experienced the phenomenon (Creswell, 2013). Upon receiving the university’s institutional research board approval, the researcher will initially recruit at least eight participants who meet the following criteria:  (a) a current licensed or credentialed school counselor in the respective state where they are employed, (b) at least three years of experience as a school counselor, (c) use either a State School Counseling Model or the ASCA National Model (2019) as the framework for the school counseling program, and (d) participate in at least two of the three modes of supervision (administrative, programmatic, clinical). The researcher will select at least eight participants from a convenience sampling to recruit a heterogeneous sample of participants who are reflective of maximum variation. Recruitment will consist of emails, social media announcements, and professional organization listservs inviting school counselors who meet the selection criteria to participate in the study by clicking on a link to indicate their interest. An online questionnaire (see Table 1) will be used to screen participants: (a) Those who do not meet the selection criteria will receive a response thanking them for their interest or (b) those who do meet the selection criteria will be routed to the informed consent. 
Procedures and Data Collection 
	Once identified participants have assented, they meet the qualifications to participate in the study and agreed to informed consent, they will complete an online demographic questionnaire (see Table 2). Background and career information will be requested to include the following: participant’s gender, racial/ethnic identity, and age; years of experience as a school counselor and years at their current school; current school profile (e.g., level, student enrollment, location);  school counselor caseload, number of school counselors working in their school, and whether they have a school counseling supervisor in their school district. Brief descriptions of the three modes of supervision (administrative, programmatic, and clinical) will be included so that the participants can indicate the modes of supervision they have participated in.
The initial group of at least eight participants will be selected as a heterogeneous sample from those who have expressed an interest in participating in the study. These participants will be sent an email thanking them for their interest and notifying them they have been selected for an interview. A link to Calendly www.calendly.com will be provided so that each participant can 
     Table 1
Participant Screening Survey
	Screening Question
	Answer Format

	Are you currently licensed or credentialed as a school counselor in the state where you are employed? 
	Yes or No

	Do you have at least three years of experience as a school counselor? 
	Yes or No

	Do you use either a State School Counseling Model or the ASCA National Model as the framework for your school counseling program?
	Yes or No

	Please indicate which model you use. 
	State, ASCA, Both

	Have you participated in at least two of the three modes of supervision (administrative, programmatic, clinical)?
Administrative supervision is support intended for the development of the counselor as a professional member of the school community; targets professional skills, standards compliance, applications of professional judgment, and work habits; may include professional evaluation; and is usually provided by a school administrator.  
Programmatic supervision supports school counselors as managers of comprehensive school counseling programs that attend to all students’ academic success, social and emotional development, and college and career readiness and usually provided by a lead school counselor colleague, district school counseling coordinator, or district office leader. 
Clinical supervision supports school counselors’ growth and development as a counselor: practicing ethically, protecting students’ well-being, focusing on empirically-based counseling skills, increasing self-awareness, assuring multicultural competence, consulting on specific cases, identifying issues that could impede one’s ability to deliver counseling services, and engaging in self-care member of the counseling profession. Clinical supervision is often provided by someone with counseling training such as a school counselor, counselor educator, or licensed professional counselor (LPC) supervisor.
	Yes or No





Table 2
Participant Demographics Questionnaire
	Questions
	Answer Format

	Name
	Short Answer

	Gender
	Male/Female/Prefer not to answer

	Race/Ethnic
	White; Black/African American; American Indian; Asian; Native Hawaiian/Pacific Islander; Hispanic; Two or More Races

	Age
	20-24; 25-34; 35-44; 45-54; 55-59; 60-64; 65+

	Years of Experience as a School Counselor
	Short Answer

	Years at Current School
	Short Answer

	Grade Level of School
	Elementary (K-5); Middle (6-8); High (9-12); K-8; K-12; Other (please specify)

	Location of school
	City, State

	School Counselor Caseload
	Short Answer

	Total School Counselors in School
	Short Answer

	Does your district have a School Counseling Supervisor?
	Yes or No

	Have you participated in Administrative Supervision?
Administrative supervision is support intended for the development of the counselor as a professional member of the school community; targets professional skills, standards compliance, applications of professional judgment, and work habits; may include professional evaluation; and is usually provided by a school administrator.  
	Yes or No

	Have you participated in Programmatic Supervision?
Programmatic supervision supports school counselors as managers of comprehensive school counseling programs that attend to all students’ academic success, social and emotional development, and college and career readiness and usually provided by a lead school counselor colleague, district school counseling coordinator, or district office leader. 
	Yes or No

	Have you participated in Clinical Supervision? 
Clinical supervision supports school counselors’ growth and development as a counselor: practicing ethically, protecting students’ well-being, focusing on empirically-based counseling skills, increasing self-awareness, assuring multicultural competence, consulting on specific cases, identifying issues that could impede one’s ability to deliver counseling services, and engaging in self-care member of the counseling profession. Clinical supervision is often provided by someone with counseling training such as a school counselor, counselor educator, or licensed professional counselor (LPC) supervisor.
	Yes or No

	Please share your email address and phone number so that we can contact you regarding participation in this study.
	Email/Phone Number






select a day and time that is convenient for an online interview. A confirmation email will follow.
	Individual interviews will be conducted by the researcher, recorded through Zoom, and stored on a password-protected computer using two-factor authentication. It is anticipated that each interview will last between 30 and 60 minutes. A semi-structured interview protocol will be used based upon previous school counselor supervision literature and designed to address the current study’s research question (see Table 3). The researcher will have conducted pilot interviews with two school counselors to gather feedback on question clarity and to provide the researcher an opportunity to practice the interview protocol before launching data collection. Each participant in the study will be asked the same interview questions with probes and individualized follow-up questions used to extort rich descriptions of the participant’s lived experiences in supervision (Hays & Singh, 2012).  
Once the data has been collected, each interview will be transcribed. First, the Zoom transcription feature will be used to create a Word file of the text. Second, Otter AI will be used to cross-check and verify the verbatim transcription by uploading the Zoom MP4 file into Otter AI and exporting a text file. The two transcriptions will be compared and discrepancies will be resolved by reviewing the original video recording. A master Word file for each participant’s verbatim transcription that has been certified as accurate by the researcher will be stored on a password-protected computer using a two-factor authentication process. Data analysis will begin once all interviews have been completed, transcribed, and verified as accurate. 
Positionality and Bracketing
	The researcher is a white female doctoral candidate in counselor education and supervision in a southern university. She has more than 20 years of cumulative experience as a 
Table 3
Semi-structured Interview Questions
	Questions
	Probes

	How do you define supervision?

	Describe a supervision experience that stands out to you.

	What are your perceptions of this experience?

	
	What has worked? Why?

	
	What is missing or what would you like? Why? 

	
	In what ways has Covid impacted the supervision you receive? 

	
	What constitutes a “good” supervisor?

	In what ways was this supervision experience a part of your professional growth?

	[Provide brief descriptions of administrative, programmatic, and clinical supervision.] 
Which mode of supervision does your experience reflect? 

	
	Why?

	Describe another supervision experience that may reflect another mode of supervision.

	What are your perceptions of this experience?

	
	What has worked? Why?

	
	What is missing or what would you like? Why? 

	
	In what ways has Covid impacted the supervision you receive? 

	
	What constitutes a “good” supervisor?

	In what ways was this supervision experience a part of your professional growth?

Which mode of supervision does your experience reflect? 


	
	Why?

	
Can you describe a third supervision experience that reflects the third mode of supervision? 

	What are your perceptions of this experience?

	
	What has worked? Why?

	
	What is missing or what would you like? Why? 

	
	In what ways has Covid impacted the supervision you receive? 

	
	What constitutes a “good” supervisor?

	In what ways was this supervision experience a part of your professional growth?

	Which mode of supervision does your experience reflect? 

	
	Why?

	Is there anything else that you would like to share with me?






K-12 school counselor, district school counseling coordinator, and director of school counseling for a state education agency. Throughout her career, she has delivered district, state, regional, and national trainings specific to school counseling, developed policies to remove barriers to delivering comprehensive school counseling programs, and created regional networks with school counseling coaches to provide programmatic and clinical supervision to school counseling colleagues. Her work includes consultation with school administrators and district school counseling coordinators.
A hallmark of phenomenological research is the bracketing of researcher experiences and bias to prevent influence or interpretation of the participants’ lived experience of the phenomenon being studied (Creswell, 2013). The researcher will collect and maintain detailed field notes of contacts with participants, interview protocols, and research meetings to create an audit trail. Additionally, the researcher will use reflexive journaling and participate in debriefing interviews with committee members to minimize biases and assumptions.
Trustworthiness
	Strategies to establish trustworthiness address the credibility of the data, the validity of the findings, and the rigor of the study (Creswell, 2013; Hunt, 2011). Member checking will be used to confirm identified themes from the interview transcript analysis (Hays & Singh, 2012). The researcher is the primary instrument of data collection in phenomenological studies (Creswell, 2013), so debriefing interviews with a committee member will be conducted throughout the collection, analysis, and interpretation of the data (Onwuegbuzie & Leech, 2007). Thick descriptions will be used to establish credibility and transferability (Creswell, 2013; Merriam & Tisdell, 2015). Transcription software and multiple reviews of transcriptions will confirm dependability. Finally, the researcher will maintain a detailed audit trail as documentation of adherence to research protocols. 
Data Analysis Procedures
Phenomenological studies seek to understand a specific experience by adhering to procedural consistency throughout the data analysis process, which enhances methodological rigor (Flynn & Korcuska, 2018; Glesne, 2016). Moustakas’ modification of van Kaam’s method for analysis provides a structure for analyzing data that will prioritize each participant’s experience, leading to a composite description of the essence of the phenomenon (Moustakas, 1994). Belk (2019) notes Moustakas’ modifications include attention to writing both textural and structural descriptions of each participant’s experiences. van Manen described phenomenological analysis as an exercise of writing to “compose a story that captures the important elements of the lived experience” (Starks & Trinidad, 2007, p. 1376) so that any reader will “feel that she has vicariously experienced the phenomenon…[and] come to similar conclusions about what it means” (p. 1376). Using this method of analysis may lead to a new perspective in school counseling supervision. 
Moustakas’ data analysis begins with horizonalization, which is the listing of every significant and relevant expression from the interview transcript that is a “moment of the experience that is necessary to understand it” (Moustakas, 1994, p. 121). Each expression, or horizon, is given equal significance and will be reviewed so that vague or repetitive horizons can be removed. The unique horizons will be clustered into thematic labels, which are the core themes of the experience. The researcher validates the themes by cross-checking them against the original transcript, then writes individual textural and structural descriptions by integrating the themes. After the individual textural and structural descriptions have been verified for each participant, the researcher will compose a combined textural-structural description of the essence of the phenomenon using the invariant constituents and themes as support. All participants’ textural-structural descriptions will be merged to construct an essence of the experience that reflects the group of participants as a whole.
The data analysis procedures for this study begin with horizonalization and the creation of the textural-structural description for the essence of school counseling supervision for each participant’s interview. The analysis will follow in the order that interviews will be completed. All written analyses will be maintained on a password-protected computer using two-factor authentication. 
The researcher will review the Word document of an interview transcript and highlight each significant expression. Horizonalization will be conducted multiple times to ensure all statements have been identified and to minimize researcher bias. Once identified, each statement will be tested against the following questions: (a) “Does the statement contain a moment of the experience that is necessary for understanding the phenomenon?” (Moustakas, 1994, p. 121) and (b) “Is it possible to separate and label the statement?” (Moustakas, 1994, p. 121). When both questions are affirmed, then the statement will be recorded as a horizon of the experience. Statements that do not affirm the two questions will be eliminated and overlapping or repetitive expressions will be disregarded. The remaining horizons are the invariant constituents or unique qualities of the phenomenon that have been experienced by the respective participant. The researcher will develop “clusters of meaning” (Creswell, 2013, p. 82) from these invariant constituents that will become the emerging themes. These emerging themes will be cross-checked against the original transcript to validate that they are expressed explicitly or compatible with the complete transcript. Any invariant constituent or theme that is not explicit or compatible is irrelevant and will not be considered. The invariant constituents and themes will be used to write textural descriptions that describe what the participant experienced. Verbatim examples from the transcription will be used as the voice of the participant that supports the textural description. From the individual textural descriptions, an imaginative variation or structural description will describe the context that influenced how the participant has experienced the phenomenon with verbatim examples to highlight the participant’s voice. The textural and structural descriptions will be shared with the respective participant as part of a member-checking process to support trustworthiness. Where new information emerges from the participant, the researcher will use horizonalization to determine if new invariant constituents contribute to understanding the participant’s experience. If so, these will be incorporated into the textural and structural descriptions and checked with the respective participant. Once all interviews have been analyzed, captured with textural and structural descriptions, illuminated with participant quotes, and verified by participants, a composite description will be written of the meanings and essences of the experience that reflect the entire group of participants.
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