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Abstract

The American Counseling Association (Media Kit, 2023) records state that 62% of their
membership is made up of master’s level clinicians, with 18.92% holding a doctorate and
another 5.07% enrolled in a doctoral program. Membership is largely skewed toward
master’s level professionals and only 7.44% of ACA members report working in a
counselor education setting (Media Kit, 2023). However, most research regarding
supervision is based on supervisors practicing in an academic setting (Cook et al., 2018;
Jones et al., 2019; Kemer et al., 2014; Kemer et al., 2017; Kemer, 2020). The objective of
these studies is to understand how master’s level supervisors develop their expertise as
supervisors and how they broach and address multicultural issues and intersectionality in
the supervision relationship. These studies highlight how supervision skills are developed
when finding quality training in supervision is often challenging. These studies give
insight to the lived experiences of supervision skill development. Changes need to
happen to teaching and training expectations for supervisors to be better equipped to

support new counselors and create more consistency across states.

Keywords: clinical supervision, supervisor training, supervisor development,

multicultural competencies, broaching, expertise, expert clinical supervisor
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Section 1-Introduction

The following research studies explore the lived experience of master’s level
supervisors practicing in the field. According to the American Counseling Association
(Media Kit, 2023), 62% of their membership is made up of master’s level clinicians, with
18.92% holding a doctorate and another 5.07% enrolled in a doctoral program. The
membership is largely skewed toward master’s level professionals. Only 7.44% of ACA
members report working in a counselor education setting (Media Kit, 2023). However,
most research regarding supervision is based on supervisors practicing in an academic
setting (Cook et al., 2018; Jones et al., 2019; Kemer et al., 2014; Kemer et al., 2017;
Kemer, 2020). Supervision is a relationship which is evaluative and hierarchical, but also
one in which the supervisor is a consultant and model (Bernard and Goodyear, 2019).
Supervision is required for students who are learning to be counselors, but also
counselors who are post-master’s and working toward licensure. The goal of these studies
is to understand how master’s level supervisors develop their expertise as supervisors and
how they broach and address multicultural issues and intersectionality in the supervision
relationship. These studies are important because they highlight how supervision skills
are developed throughout counselors’ careers when finding quality training in supervision
is often more challenging. These studies can lead to a better understanding of supervision
skill development so that changes can be made to teaching and training expectations for
supervisors to be better equipped to support new counselors. This research may also

support new counselors in understanding what skills to look for when seeking a licensure



supervisor. Master’s students and new counselors may not know what questions to ask or

what skills supervisors should have before entering into a supervision relationship.

Supervision Training and Guidelines

In the ACA Code of Ethics (2014), there are guidelines for supervisors that state
they need pedagogical and theoretical knowledge, as well as knowledge about different
theories or models of supervision. It also states that supervisors are trained prior to
practice. However, the guidelines for supervisors vary greatly state to state (Hendricksen
et al., 2019). Each state has their own requirements for supervisors to be eligible to
practice, with some having higher standards than others. The training supervisors receive
will also vary depending on the source (i.e. a PESI training versus University of North
Carolina-Greensboro’s approved clinical supervisor training). Researchers have called
supervision a “signature pedagogy” (Bernard & Goodyear, 2019) for training new
counselors. In other words, supervision is the “instructional strategy that most
characterizes the preparation of mental health professionals” (Bernard & Goodyear, p.2).
However, the oversight and training supervisors receive may not be sufficient for the
expectations placed on supervisors. Not all supervisors have the time, interest, or ability
to pursue doctoral education. Access to doctoral training or costly supervisor training
may not be accessible to all potential supervisors. The current state of most research
reflecting that experts are only in academia ignores the skills and expertise of the
majority of supervisors practicing in the field.
Integrative Developmental Model

The Integrative Developmental Model provides a framework for supervisors to

track supervisee development of skill across various levels (IDM; Stoltenberg & McNeill,
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2010). IDM also has a model of supervisor development that assumes supervisors have
progressed through all the stages of counselor development. IDM can help supervisors
understand their development and expertise by providing clear markers of a supervisor’s
skill. The various stages of supervisor development can help to make the skills of an
expert supervisor more explicit for this study. Use of the IDM in these studies will
provide more clarity for understanding the skills and levels of development participants
have experienced in their journey to be an expert supervisor.
MSJCC and Broaching

These studies will explore how supervisors build their skills and expertise as well
as how they have built competencies when addressing multicultural issues and
intersectionality in supervision. The Multicultural and Social Justice Counseling
Competencies (MSJCC; Ratts et al., 2016) were developed for supervisors and educators
to use with counselors. Fickling et al. (2019) have since applied the MSJCC model to
supervisors and their work with supervisees. This model provides another framework for
the study when conceptualizing the skills and practices of supervisors. Broaching
behaviors are a skill addressed in the MSJCC. Broaching (Day-Vines et al., 2007) is a
consistent and ongoing behavior in which culture, identity, and socio-political issues are
addressed. These ongoing conversations with supervisees can create an openness or
safety for the supervisee, but also model these behaviors for the supervisee to use with
their client. Through these studies, I am seeking to understand how supervisors have
developed these skills to practice competently with diverse supervisees.

Professional Importance



11

These articles are important for counseling and supervision as they illuminate the
development of supervisors in the field. These studies can lead to more consistency of
expectations across states as well as provide models of how skills are developed for
master’s level supervisors to follow. These studies will also bring clarity to some of the
strengths and barriers of building supervision skills that are informed by multicultural and
intersectional practices. As the ACA and other entities continue to work towards an
interstate compact for all counselors, attention needs to be paid to the work of supervisors
and the training they are receiving. Supervisors need to be prepared for multi-state
supervision and better prepared for the growing diversity of counselors and clients.
Supervisors often have little oversight or support if they are not engaging with academic
programs. As site supervisors for CACREP programs, supervisors are provided training
and support (CACREP, 2018) that can help them to advance their practice and skills.
These studies can help to shape the training academic settings are providing to master’s
level supervisors as well as help current students have a clearer understanding of their
path to becoming a supervisor. Through these studies I hope that master’s level
supervisors' voices and experiences are given voice so that their skills and expertise can
be acknowledged and valued.

Article one, Broaching in supervision, will be submitted to The Clinical
Supervisor. This journal is a refereed journal for multiple disciplines, focused on
supervision and it being a “signature pedagogy” (Bernard & Goodyear, 2019). Article
one focuses on how expert supervisors are building their skills as a supervisor in the field,
without doctoral training. The Clinical Supervisor seeks submissions that seek to

understand supervisor education and advance practice, as well as submissions regarding
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cultural responsiveness. Article one addresses these topics clearly as it explores
supervisors broaching with supervisees and how they develop the skill or understanding
of it.

Article two, a call for supervisor training, will be submitted to Counselor
Education and Supervision. This journal focuses on research and preparation for the
development of counselors and supervisors. Article two speaks to the gaps in training and
preparation for master’s level supervisors practicing in the field. It also speaks to how the
majority of current supervision research is not reflective of the majority of the field. This
article is a call to action for academia to be more reflective in our research as well as to
broaden our understanding of an expert to include practitioners in the field and not just

academics.

Section 2- Articles

Study 1- Multicultural Broaching and Competence in Supervision

The supervision relationship is one of the most significant ways new counselors
are trained after graduation, as they put their counseling skills to practice in the field.
Supervision is considered a signature pedagogy that is responsive, individualized, and
effective in supporting the development of new counseling practitioners (Bernard &
Goodyear, 2019). Bernard and Goodyear (2019) also categorized the supervision
relationship as hierarchical and evaluative in nature and that supervision requires specific
skills. The ACA Code of Ethics (2014) outlines that supervisors should have knowledge
of supervision and its theories and frameworks. The ACA Code of Ethics (2014) also
ethically mandates that supervisors remain cognizant of and address multiculturalism and

diversity in supervision. Research of supervision is largely based on data collected from
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supervisors who have doctoral degrees or are doctoral students practicing under
supervision, most commonly in an academic setting. This is problematic as it does not
accurately reflect the counseling field. According to ACA’s media kit (2023), 62% of
their membership (~53,000 members) hold a master’s degree, while only 18.92% hold a
doctorate and another 5% are current doctoral students. If the majority of practitioners in
the field hold a master’s degree, research needs to reflect the practices of these
individuals and not only those in academia.

Research in supervision has begun to grow over the last several years looking at
multicultural competence and shifting more towards cultural humility and social justice
(Dollarhide et al., 2021; Fickling et al., 2019). Understanding the practices of current
master’s level supervisors in the field will better reflect the majority as well as more
accurately expose how individuals are being trained post-master’s degree for licensure.
Researchers and practitioners continue to look for more clearly defined structures,
methods, and procedures to promote practice from a multicultural and social justice lens
(Dollarhide et al., 2021; Fickling et al., 2019; Kemer et al., 2022; Mitchell & Butler,
2021). Current supervisors in the field may not have had exposure to broaching or the
Multicultural and Social Justice Counseling Competencies (MSJCC), as some of these
models and frameworks are more recently developed. Fickling et al. (2019) used the
MSJCC (Ratts et al., 2016) model to outline ways to incorporate social justice into
supervision, applying a multicultural framework to not just the supervision relationship,
but all of life. The purpose of the present study is to explore how supervisors in the field
experience broaching and addressing multicultural and social justice issues in the

supervision relationship.
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Parallel Process

The supervision relationship is a parallel process (Bernard & Goodyear, 2019), in
which the experiences that happen in supervision can mirror what happens in the
counseling/client relationship. The experiences supervisees have in sessions with their
clients can then be reflected in the relationship and experiences counselors have with
their supervisor. Supervision is a setting and a relationship in which supervisees should
have the freedom to talk about experiences with clients and concerns regarding identities
and the intersectionality of those identities (Crenshaw, K.W., 1989; Falender et al.,
2014). Issues that arise in the counseling relationship may also play out in the
supervision relationship. Supervisors must be attuned to this in order to effectively
address those issues and support supervisees as they care for their clients and for
supervisors to support the supervisee. The parallel process that plays out in both
supervision and the counseling relationship can inform skills and development of the
supervisees. The supervisory relationship can be impaired if supervisor or supervisee are
unaware of racial, ethnic or cultural issues impacting the relationship. However, due to
the power dynamics of the supervision relationship, it is the supervisor’s responsibility to
broach these issues and create an environment in which they can be openly and honestly
discussed. (Chopra, 2013; Bernard & Goodyear, 2019). Supervisees with marginalized
identities may be at risk of experiencing microaggressions both in the counseling room
and in the supervision relationship. If supervisors are not prepared to hear and support

their supervisees, the supervisees can experience harm.

Creating a trusting and open relationship in supervision is imperative to the

success of the supervision relationship. A trusting and supportive relationship can lead to
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increased supervisee satisfaction and confidence, as well as self-efficacy in the
counseling setting (Crockett & Hayes, 2015; Wong 2013). A supervisor’s multicultural
competence can contribute to the safety and support a supervisee experiences within the
supervision relationship (Fickling et al., 2019). Building trust in a supervision
relationship also leads to feelings of safety for supervisees. Supervisors have been trained
as therapists to build rapport and create safety for their clients. However, the skills and
practice in supervision may be a little different. When supervisees do not feel safe in
supervision, it may lead to intentional or unintentional nondisclosure or withholding of
information (Eklund et al., 2014; Cook et al., 2020; Cook & Welfare, 2018). Withholding
in supervision can then impact skill and professional development of the supervisee as
well as the care and clinical treatment clients receive. A supervisor’s ability to navigate
non-disclosure, safety, and trust are necessary for effective supervision. The supervision
relationship experience should create opportunities for supervisees to explore
intersectionality of their identities and those of their clients (King, 2020). Supervisors can
create more opportunities for learning so that supervisees can provide more culturally
reflective care to their clients, through ongoing conversations and reflective experiences.
If the supervisee does not feel they can trust their supervisor, then nondisclosure can
impact the client, the supervisee, and the supervision relationship. Therefore, it is
important to better understand how supervisors build skills and develop competencies for
addressing issues related to intersectional identities of their supervisees and addressing

social justice issues in the relationship.

Supervisor Responsibilities
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Supervisors need to attend to supervisee’s needs that may not be strictly related to
the client-counselor relationship. Supervisor’s attention to countertransference and
supervisee well-being can all lead to an increased working alliance (Vandament et al.,
2021). Addressing countertransference or personal issues that arise during supervision or
the counseling relationship are advanced skills in supervision practice (Nelson et al.,
2003). Paying attention to those details is a skill that takes training and practice. The
relationship between supervisor and supervisee is strengthened when supervisors practice
openness to feedback and a willingness to own up to mistakes. Humility in supervision,
on behalf of the supervisor can lead to an improved supervisory working alliance (Grant
et al., 2012; Nelson et al., 2003; Watkins et al., 2019). More specifically, when
supervisees perceive their supervisor to be multiculturally competent, it leads to a
stronger working alliance within supervision and supervisees who portray stronger

self-efficacy (Crockett & Hays, 2015).

In the supervision relationship, supervisors model behaviors and skills for
supervisees. Supervisees’ experiences in supervision has the potential to then impact
client care (Jones et al., 2019). If supervisees do not experience trust and support in the
supervision relationship, they may be unable to provide the care that is appropriate and
necessary for their clients. Eklund et al., (2014) found that supervisee’s who felt cultural
issues were ignored or avoided in the supervision relationship, led to situations in which
clients could then be negatively impacted. They found that supervisees were less likely to
bring up issues or ask for help if they were experiencing oppressive or racist behaviors
from the supervisor. Supervisees are less likely to bring up issues of race, ethnicity, and

culture if they fear a supervisor’s response and the risk or potential harm it may bring to
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them as supervisees (Jones et al., 2019; White-Davis et al., 2016). Understanding how
supervisors develop the skills and knowledge to have these conversations with
supervisees can inform better training and guidelines for future supervisors. On-going
discussions, prompted by the supervisor regarding race, ethnicity and culture, have the
potential to lead to supervisee’s increased agency within the supervision relationship
(White-Davis et al., 2016) because supervisors have begun to create a space in which
these conversations are welcome and accepted. Racial identity development is an
important part of a supervisor's individual work, necessary before and during the process
of supervision (Fickling et al., 2019). Supervisors and supervisees need to discuss racial,
ethnic, cultural and other identity differences (Chopra, 2013). Perceived sameness in
supervision also has potential to prevent supervisors from broaching issues or identities
that may be relevant to the relationship (Bernard & Goodyear, 2019; Fickling et al.,
2019). A supervisor’s cultural identity and awareness or lack thereof, can shape the work
they do with their supervisees. It influences the way supervisors conceptualize cases as
they are reported on by supervisees, as well as how they offer support and engage with
the power dynamics of the relationship. A supervisor’s multicultural self-awareness can
shape and drive the relationship (Bernard & Goodyear, 2019). Supervisors are
responsible for being attuned to a supervisee’s intersecting identities, as well as those of
the client (Falender et al., 2013). The supervisor’s ability to attend to the supervisee’s
identities models a skill for supervisees to then implement in the therapy relationship.
Supervisor training and continuing development often has less structure and oversight

than training for counselors. More research is needed to better understand how
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supervisors develop these skills, and what has been effective or ineffective to their

development as advanced practitioners in supervision.

Integrative Developmental Model

The Integrative Developmental Model (IDM) provides a detailed framework from
which a supervisor can practice and assess for growth and development in both their
supervisee and self. It categorizes counselor development in four levels (beginner,
intermediate, advanced, and integrated advanced), within each of these levels supervisors
are assessing for self-other awareness of the counselor, counselor motivation, as well as
autonomy (Stoltenberg & McNeill, 2010). IDM uses three markers (self-other awareness,
motivation, and autonomy) at each level of development, to assess eight particular skills.
This model of supervision allows supervisors to engage with their supervisees according
to the supervisee’s unique skills and competencies, tracking with growth over time and in
ways that target different client issues. New supervisors can feel challenged in practicing
IDM as they assess supervisees at differing levels of competence of skills using the
different markers (Stoltenberg & McNeill, 2010). However, expert supervisors use more
advanced thought processes and track more information in a supervision session (Kemer,
2020). Supervisors have to move across levels, markers, and skills within a single
supervision meeting when using the IDM. The framework, when applied to supervision,
assumes that supervisors have worked through all the levels of the IDM framework as a
counselor and have had training to provide culturally competent supervision (Stoltenberg
& McNeill, 2010). IDM is a helpful framework when considering expert or advanced
supervisory skills, especially related to multicultural competence. Despite its complexity,

it gives supervisors clarity in where to potentially focus time and attention. Gaining
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understanding of how supervisors track development of supervisees and what shapes or
influences their supervision practices helps to build consistency in counselor expectations
across states.

Within IDM, supervisors bring their own interpersonal skills and processes to the
supervision relationship. Therefore, different supervisors attend to different skills and
supervisory tasks across the developmental levels of supervisees (Stoltenberg & McNeill,
2010). This can be problematic if a supervisor is not actively addressing how race, culture
or ethnicity is present in assessments or interventions the supervisor is using, but rather
avoiding or glossing over these important topics. Sociopolitical and cultural factors shape
a client’s experience of life, as well as how a counselor engages with a client. A
supervisor’s inability or unwillingness to address these issues in supervision has the
ability to impact not only the supervisee and supervision relationship, but also the client
(Fickling et al., 2019; Jones et al., 2019). A supervisee’s inability to address their
individual differences in the counseling relationship can be problematic for the supervisee
to best support a client. If a supervisor is not culturally competent, they will be unable to
broach issues of race, ethnicity, and culture in the supervision process, therefore not
providing modeling or instruction for new clinicians who are then not learning skills
necessary for conceptualizing their work with clients (Jones et al., 2019). A supervisors
ability to track not only specific counseling skills, but also multicultural competencies is
necessary when supporting new counselors in developing skills and establishing ethical
practices.

Supervisors need to have sufficient skill and knowledge to effectively and

appropriately supervise clinicians. If supervisors themselves have not worked through the
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levels of the IDM model in their own counseling practice, they will not provide sufficient
supervision. Specifically, if supervisors have not been trained or learned how to work
with diverse populations, they will be unable to do so with their supervisees. Supervisees
need supervisors who can affirm their identities and support the supervisee’s emotional
and mental health along with the client’s (Bautista-Biddle et al., 2020). IDM is similar to
Day-Vines et al’s (2007) broaching continuum in that supervisors work across various
levels. If a supervisor is a level one supervisor, they will often present with more anxiety
in supervision and overlook addressing the necessary components of the supervisor's
growth. One weakness of IDM, is if there is a pairing of supervisor/supervisee in which
the supervisee is more advanced in clinical skills or multicultural competence,
supervisees may attempt to “wait out” the experience of supervision and little growth
happens for the supervisee (Stoltenberg & McNeill, 2010). Supervisors at level 2 of the
IDM supervision model may withdraw from their supervisees due to struggles with
motivation or conflict. This means the supervisor is not getting the necessary support
which due to the power differential, may inhibit the supervisor from providing feedback
to their supervisor for necessary changes or support (Bernard & Goodyear, 2019;
Stoltenberg & McNeill, 2010). Similarly with broaching, if a supervisor is not adequately
addressing issues of intersectional identities in supervision, a supervisee may be less
engaged, or not disclose in ways that would benefit both the client and the supervisee.
Supervisors need to recognize sociopolitical and cultural structures and influences
at play within both the supervision relationship as well as the counseling/client
relationship (Lenz, 2014). Supervisors who are unable to do this; risk stunting the

supervisee’s skill development and ability to best serve their client. Supervisors who lack
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multicultural awareness also risk doing harm to the supervisee and the supervision
relationship. A supervisor who is multiculturally competent can create a stronger working
alliance between supervisor and supervisee (Wong et al., 2013). IDM does not
specifically outline steps or skills for supervisors' multicultural competence, therefore use
of other frameworks to understand multicultural competencies may be useful for
SUpervisors.

Multicultural and Social Justice Counseling Competencies

The Multicultural and Social Justice Counseling Competencies (MSJCC) were
adopted by the ACA in 2015 as a way to continue to move the field forward as client,
counselor, students, and educators change (Ratts et al., 2016). Counselors and counselor
educators need to address the growing diversity and intersectional identities of people in
the counseling relationship and the MSJCC helps do that. It acknowledges the
complexities of identities and relationships, while providing a framework for individuals
to teach and practice. The MSJCC focuses on the intersectional identities of both
counselor and client, and the ways these identities play a role in the therapeutic process.
Intersectionality is a lens of understanding how and where power and oppression are
present in identities and our interactions (Crenshaw, 1989). Oppression involves not only
individuals' lived experiences, but also systems and organizations. Experiencing
oppression has a profound impact on an individual's mental health (Ratts et al., 2016).
The MSJCC helps to create a multilevel approach to the counseling relationship that
more accurately reflects the complexity of human relationships, emotions, and oppressive
systems. Attitudes, beliefs, knowledge, skills, and action are competencies within the

MSJCC framework (Ratts et al., 2016). Practitioners grow through these competencies as
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they learn and grow personally in their understanding of multicultural issues and social

justice, moving toward action in their application of skills and knowledge.

Supervisors need to be competent in navigating complex issues of identity,
oppression, and social justice with supervisees who may not identify exactly like their
supervisor. Fickling et al., (2019) applied the MSJCC to the supervision relationship
where both supervisor and supervisee should develop competencies in multicultural and
social justice approaches (Fickling et al., 2019). The four developmental domains of the
MSJCC applied to supervisors are as follows: supervisor self-awareness, supervisee
worldview, supervisory relationship, and supervision and advocacy interventions. The
supervisor self-awareness domain requires reflective work by the supervisor as they
assess their own identities and intersection of their many identities. The supervision
relationship being hierarchical and evaluative (Bernard & Goodyear, 2019) requires the
supervisor to take the lead with the Supervisee Worldview domain. Supervisors need to
educate themselves to better understand how systems, history, and identities play a role in
their work with supervisees. The supervisory relationship domain is one of the key ways
for clinicians to learn their practice. Supervisors need to be attuned to the supervision
relationship through intersectional approaches of building trust, heeding the parallel
process, and supporting counselor development. A supervisor’s ability to practice through
a multicultural lens can lead to a stronger working alliance (Crockett & Hays, 2015).
Cultural humility from a supervisor is a practice that is regularly seen from advanced
supervision practitioners (Cook et al., 2020; Grant et al., 2012; Nelson et al., 2008;
Vandament et al., 2021). Lastly, the MSJCC domain, (i.e., supervision and advocacy

interventions) looks at supervisors and supervisees exploring and understanding
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interventions from an interpersonal level all the way to a global perspective. Supervision
interventions can be different from interventions with clients as supervisors offer support,
training, and perspective. The MSJCC applied to supervision provides supervisors with a
framework for conceptualizing their own development as well as competencies to move
through and advance in their own multicultural skills and practices. Broaching is one of
those skills that can be applied at every level of the MSJCC and the supervision

relationship.

Broaching

Broaching research (Day-Vines et al., 2007) has mostly focused on the
counselor-client relationship. Broaching is an ongoing process of addressing race and
culture within the therapeutic relationship and how the intersection of identities may
impact client issues and the counselor’s interpretation of those (Day-Vines et al., 2007).
In the counselor-client or supervisor-supervisee relationship, broaching works best when
the individual holding power is consistently approaching the relationship with an open
and genuine manner, in which to learn more about the other person and openness to learn
more about self (Day-Vines et al., 2007; Fickling et al., 2019; Jones et al., 2019).
Broaching in supervision to address identities and the intersections of them can create a
collaborative and effective experience for both the supervisor and supervisee, as well as
improve the counseling work that supervisees are providing to diverse client populations
(Eklund et al., 2014). The genuine and ongoing nature of the conversations related to the
intersection of identities and the role of race and culture in the supervision relationship
sets the stage for the supervision relationship to be open and honest; creating more safety

for supervisees to explore the role of race and culture in the supervision relationship, but
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also in the counseling relationship. If the counseling relationship should create a safe
space for the client to explore topics that may be uncomfortable or not acceptable
elsewhere, the supervision relationship also needs to hold space for some of those same
conversations. This way supervisees can practice broaching and conversations related to
race, culture, and ethnicity with their clients. When supervisors broach, the supervisee
can choose to engage or not engage in topics (Day Vines et al., 2007; King and Jones,
2019), supervisees are not required to mutually disclose, especially if they feel unsafe to
do so. Wong et al. (2013) found that supervisees who did not feel safe or worried about
their experiences in the supervision relationship, disclosed experiences of harmful

supervision practices from their supervisor.

Research regarding broaching race, culture, and ethnicity in supervision tends to
be conceptual articles (Jones et al., 2019) or frameworks providing strategies for
addressing intersectionality in the supervision relationship (Dollarhide et al., 2021;
Mitchell & Butler, 2021). Few researchers have examined issues specific to the
supervisor's experiences of broaching or the training received to increase one's own
multicultural development and identity awareness. Day-Vines et al. (2007) developed
four broaching styles along a continuum to identify an individual’s practice of broaching
in counseling: avoidant, continuing/incongruent, integrated/congruent and infusing. Each
of these categories incorporate various degrees of skillfulness and awareness when
working with clients. The broaching styles for counselors were then applied to the
supervision relationship by Jones et al. (2019). Supervisors with an avoidant broaching
behavior to supervision may hold a race-neutral perspective and not address the role that

race, culture, and ethnicity plays in the supervision relationship or in the counselor-client
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relationship (Jones et al., 2019). Supervisors may minimize supervisee or client
experiences or perspectives as the supervisor does not deem racism or other differences

an issue in the counseling or supervision relationships.

An avoidant broaching behavior in supervision may look like a supervisor taking
a race-neutral perspective, avoiding conversations of race, ethnicity or culture (Day-Vines
et al., 2007). Conversations between supervisor and supervisee may gloss over deeper
issues at play in the supervision relationship (Jones et al., 2019). An avoidant style may
look more like a supervisor who addresses general issues in supervision, not discussing

personal or interpersonal issues that may arise.

Supervisors who use a continuing/incongruent pattern of broaching, may address
cultural identities within the supervision relationship. A supervisor’s anxiety or fear of
discussing certain issues has potential to impede the follow through of a supervisor to
have needed conversations on race, ethnicity, and culture (Jones et al., 2019). These
individuals may also possess some knowledge and acceptance of the role that race,
ethnicity and culture play in the relationship, but the supervisors lack of personal
reflection and awareness can limit the work done with supervisees or potentially lead to
harmful behaviors in supervision (Constantine & Sue, 2013; Fickling et al., 2019). King
and Jones (2019) found that both supervisor and supervisee experienced hesitancy in
broaching for different reasons. Yet, the prerogative to lead the broaching conversations,

still lies with the supervisor, who holds more power in the relationship.

Supervisors with an integrated/congruent or infusing practice of broaching often

have a more cohesive cultural identity. A more integrated cultural identity can lead to
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more effective conversations with supervisees regarding intersectional identities and the
role that race, culture, and ethnicity play in the supervision relationship. An integrated
and intersectional practice is more a part of an individual identity than a strict supervision
or relational technique to practice. (Day-Vines et al., 2007; Day-Vines et al., 2013; Jones
et al., 2019). Infusing broaching behaviors more specifically, recognize the impact of
larger systems on supervisor-supervisee relationships as well as the impact those systems
have on the clients their supervisee’s serve and bring attention to systems during
supervision. Infusing practitioners carry these behaviors beyond the supervision

relationship to their daily life.

Broaching for supervisors goes beyond supervision meetings. It is an ongoing
daily life practice in which their identity and way of moving through life is shaped by a
pursuit of equality and social justice. Fickling et al. (2014) outlined that broaching can
happen between supervisor and supervisee, in the supervisee’s conceptualization of the
client during supervision, and also in the counseling relationship between the supervisee
and the client. Understanding how supervisors have moved across the continuum and
continue to develop their skills, has potential to help shape expectations and practices of
counselors and supervisors and offer a model for how supervisors can develop MSJCC
and broaching skills and beliefs. Having more clarity of how supervisors develop these
skills and practices will benefit the field as we continue to advance skills and improve

practices.

Jones and Welfare (2017), through a phenomenological study, found that licensed
counselors took many approaches to broaching, both direct and indirect. Many of them

preferred for the client to take the lead in bringing up multicultural issues. In supervision,
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the power dynamics of the relationship, due to its evaluative nature, may prevent
supervisees from bringing up issues of intersectionality. Due to holding more power in
the relationship, supervisors are responsible for addressing these issues and creating an
environment in which intersectional identities can be openly discussed (Fickling et al.,
2019). Supervisors who have a successful practice of broaching are open and flexible
when working with their supervisees (King, 2021). Part of possessing a humble approach
as a supervisor is when a supervisor is capable of being open with themselves and able to
admit their own mistakes or limits to their knowledge or experience (Watkins et al.,
2019). A supervisor’s ability to be open, genuine, and respectful in supervision has the
potential to minimize a supervisee’s nondisclosure (Cook et al., 2020). Jones and Welfare
(2017) found that counselor willingness and openness to discuss culture is one of the keys
to broaching in counseling. Likely, it is the same in supervision when looking at the
continuum of broaching behaviors, MSJCC domains, and skillfulness of a supervisor. If
counselors are unwilling to broach or see value in broaching issues related to race,
culture, and ethnicity they will continue to ignore or avoid issues of intersectionality.
Broaching in supervision not only models the practice for supervisee’s but also can
address important parts of a supervisee's identity and how it impacts the counseling

relationship.

Research Question

The following research study uses Interpretative Phenomenological Analysis
(IPA) to explore participants' experiences of broaching in supervision and perceptions of
multicultural competency. Supervisors play an important role in the development of new

clinicians and shaping counselor identity and client care (Bernard and Goodyear, 2019).
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Broaching and the MSJCC (Fickling et al., 2019; Jones et al., 2019) serve as frameworks
for addressing intersectional identities within the supervision relationship. Yet, few
researchers have examined how supervisors build competency and practice skills of
addressing multicultural issues in supervision. Additionally, much of the research on
supervision explores supervision during a master’s or doctoral program. The field needs a
better understanding of the practices of supervisors outside of academia, not practicing in
academic settings. Supervisors in the field have less oversight and training expectations
vary by state compared to supervisors for CACREP programs. This research aims to
develop a better understanding of how expert supervisors experience broaching
(Day-Vines et al., 2007) in supervision.

RQ1: How do master’s-level supervisors experience the supervisor-supervisee

relationship when addressing multicultural issues?

RQ2: How do master’s-level supervisors develop skills in broaching and

addressing intersectional identities in the supervisory relationship?

Method

Paradigm Justification

IPA is a phenomenological approach to qualitative research that is interpretative
and is informed by hermeneutics as participants work to make sense of their lived
experiences (Smith, 1996). It is an appropriate fit for this research because it asks the
participant to consider fully their experience, taking into account their thoughts, feelings,
behaviors, and somatic responses (Miller et al., 2018). IPA explores in detail the
experience of the particular person and the particular event, in this case wanting to

understand the phenomenon of supervision through the eyes of the supervisor. Through
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an IPA approach, the supervision relationship and how broaching and multicultural
competencies inform supervision practices can be more distinctly explored, so that the
supervisor and their experience can “speak clearly” (Miller et al., 2018) to the
phenomenon. This embodied practice that comes from Merleau-Ponty (1962) is another
critical component of IPA, specifically to understand how social justice fits into the study,
as the lived experiences of people with different racial, ethnic, sexual orientation, etc.,
shape how individuals then encounter supervision relationships and move through the
world (Smith et al., 2009). An embodied perspective is also critical because participants’
bodies are interconnected with their identities. Between supervisor and supervisee, there
will be a conglomeration of various intersectional identities. Adding in the
supervisee/client relationship increases the number and variations of identities.
Participants being connected with their bodies in space and time shapes and influences
how they move through the world and their perceptions of supervision experiences. The
supervisor’s embodied identities shape how they interact in the supervision relationship,
what they broach, or how they view issues. Each participant’s experiences differ due to
their intersecting identities. Honoring their embodied experiences of moving through
time, space, and relationships, while working within systems are all important factors to
the research as each unique body shapes how the participant knows their world (Smith et
al., 2009).

As the supervisor/supervisee relationship is already one of power, hierarchy, and
evaluation (Bernard & Goodyear, 2009), supervisors need to acknowledge the privilege
and power associated with their intersecting identities and the role those identities can

play in further shaping the power dynamics. Awareness of their embodied experiences
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using IPA can illuminate how supervisors navigate power in supervisory relationships.
Supervisor and counselor attunement to power, is part of the decolonization process
discussed in the MSJCC (Singh et al., 2020). Fickling et al. (2019) advocate for the
supervision relationship to be a place in which both supervisor and supervisee grow and
develop competencies in multicultural and intersectional practices. This attention to detail
of a participant’s experience in IPA of the supervision relationship dynamics can provide
more depth of insight to their lived experiences, as well as give more comparisons across
accounts (Hays & Wood, 2011). Continuing to develop an understanding of various
unique experiences of broaching and addressing intersectional identities in supervision
will allow for the field to continue to improve practices, develop competent counselors,
and create spaces for individuals to fully show up in their unique identities as competent
and accepted counselors and supervisors.

IPA will allow readers to understand broaching in supervision through a
participant’s specific and contextualized experiences. IPA is useful in social justice
research, like the present study, due to the two layers of analysis, first seeking to
understand the individual experience of the phenomenon, then the second moving toward
interpretation of the data while looking at the role systems and social context play on the
individual experience (Miller et al., 2018). This allowed the researcher to explore
challenges faced by participants in supervision relationships that may be part of a larger
systemic problem and not just the individual relationships. For the present study, it is
critical to view broaching in supervision from a larger systemic perspective like this in

order to understand practices and barriers or challenges that supervisors face within their
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supervision relationships, but also the larger systems and processes that shape their
work.

Researchers have used IPA in counselor education (Giegerich et al., 2020; Pulliam
et al., 2019) and supervision research (Cook & Sackett, 2018). IPA is different from other
phenomenological traditions in wanting to capture specific experiences of specific
people. It is less about discovering generalizable data that can be applied widely (Smith
et al., 2009). Hermeneutics, much of which comes from Heidegger’s (1927) work, shapes
the process of analysis, which is more iterative as the analyst shifts back and forth
between data and different levels of analysis (Smith et al., 2009). IPA’s multistep analysis
creates a process for more in depth work as well as looking more broadly at the systems
that influence the data. Lastly, idiography is a major component of IPA as it looks at the
particular experience of practicing multicultural awareness in the supervision relationship
(Smith et al., 2009), and how participants make meaning of their experiences addressing
multicultural issues in supervision. The focus on individual experiences of the particular
relationship and the particular process is what makes IPA’s idiography different from
other forms of phenomenology. In other words, generalization is less of a focus and done
in a more careful way than with other phenomenological inquiries. Idiography is
important to this study because each supervision relationship is unique to the individuals
in the relationship. Much can be learned from the individual experiences and help to
shape practices in supervision training and education through exploring the depth of
experiences of unique individuals (Chan et al., 2019). Participant experiences of
supervision and broaching are always happening in relation to other phenomena,

including the supervisee, the setting or system they work in, and the interpersonal racial
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dynamics. Nothing happens in a vacuum since all supervisory interactions are part of
larger systems. IPA allowed for individual evaluation of each participant report, therefore
allowing the unique context, identities and experiences of systems to shine through and
complexities of these things to be explored.

Critical theory is the paradigm that shapes this research study. White, male voices
have shaped education and much of higher education is still predominantly White.
Critical theorists recognize that phenomena are often shaped by social injustices and
inequalities in systems (Hays & Singh, 2012). This study brings light to individual
experiences of supervision and broaching, making known how race, ethnicity, and culture
may or may not intentionally show up in supervision. Use of critical theory framed
participants' own realizations of how they practice within social norms and expectations
or if they are practicing in ways that disrupt social norms and inequalities, they and their
supervisees experience (Heppner et al., 2016). Supervisor’s recognition of their power,
inherent to the relationship, but also regarding other identity factors can shape the
supervision relationship. Recognizing power structures within supervision relationships
as well as larger systems that influence supervisors, supervisees and clients is important
for making changes in practice (Fickling et al., 2019). Use of critical theory is appropriate
for this study to help change the practices of supervisors and counselor educators,
therefore moving the field forward and making impactful changes for all clients.
Participant Eligibility Criteria

Participants in this study identified as clinical supervisors in the counseling field.
They have completed those processes for the state in which they practice and supervise.

The participants have engaged in clinical counseling practice for a minimum of twelve
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years, with a minimum of five year’s experience as a supervisor. Previous supervision

expert studies have had eligibility criteria for expert supervisors range from 8-40 years of

experience, with a mean experience of 20-25 years of practice between two recent studies

on multicultural supervision (Kemer et al., 2014; Kemer, 2020). Another study identified

subject matter experts for supervision with a mean supervision experience of 14.78 years

(Neuer Colburn et al., 2016). For this study:

Participants hold a master’s degree in the counseling profession (e.g.,
clinical mental health counseling, marriage and family).

Participants had not completed a doctoral program. Some states require
doctoral supervision coursework to be eligible to supervise, therefore
those who have completed a course in supervision were not excluded
(Arkansas Board of Examiners in Counseling and Marriage & Family
Therapy, 2021).

Participants were actively practicing in the field, supervising individuals.
Participants self-identified as being wise, experienced, or an expert in
supervision.

Participants identified as being flexible in their cognitive thought
processes (e.g. nuanced awareness of supervisee needs, balancing
challenge/support, adjusting supervisor roles based on supervisee needs).
Participants were skillful with confrontation, conflict, and evaluation in

supervision.
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e Participants had knowledge of and practiced self-reflection regarding the
impact of power and privilege on the supervision and counseling
relationships.

Kemer (2020) defines an expert as having complex and high-level thought processes that
are flexible and refined and the ability to self-monitor their own skills and practice. Much
of the research on supervisors who are identified as experts have participants who are
primarily academics (Grant et al., 2012; Kemer et al., 2014; Nelson et al., 2008). Yet,
many of the supervisors practicing in the field do not have doctoral degrees. Doctoral
degrees require time and money that not everyone has the ability to access and pursue.
Experts can still exist in the field without a doctoral degree or formal doctoral training.
Therefore, in this research study, I sought to understand the experiences of experts
without a doctoral degree, as these individuals can provide a broader and more inclusive
definition of expert in ways that have not been previously researched. IPA studies look
for participants' homogeneity to allow for clearer exploration of convergence and
divergence in the experience (Smith et al., 2009). The participants in this study were
supervisors, trained in clinical mental health or marriage and family, who practice in a
clinical setting will allow for homogeneity.
Sampling & Recruitment

After IRB approval, participants were recruited through online media platforms,
including ACA Connect, Facebook, LinkedIn, and other mental health related social
networks. Snowball sampling, though not generally used with IPA (Smith, 2009), was
used as many supervisors have connections with peers who may qualify for the study and

be hard to reach with other sampling methods. Word of mouth through other counselor
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and supervisor colleagues was used so that intentional recruitment could take place to
find a diverse representation of supervisors in the field. Participants received $100 for
each interview they completed as compensation for their time at a level more equivalent
to how much they might charge clients or supervisees. An initial online survey link
(Appendix B) was provided to interested participants, collecting basic demographic
information as well as details about their length of time as a supervisor and supervisory
experiences. The initial survey allowed the researcher to evaluate potential participant fit
for the study and use purposive sampling to invite individuals who perceived themselves
to meet survey criteria. Participants were deemed an appropriate fit for this study based
on this survey if they had supervision experience, depth of knowledge of themselves as a
supervisor, and awareness of their intersecting identities. Participants completed a
semi-structured interview (Appendix C) through Zoom. I was intentional about creating
an open dialogue with participants that allowed them to reach out or contact me for
follow up discussion or if other details arose. Through setting expectations prior to the
interview, sharing a little about myself and my experiences, and using counseling skills to
communicate active listening and interest, participants engaged in sharing their
experiences (Miller et al., 2018).

The sample consisted of six participants, who each completed two interviews.
Three participants identified as White, one as Black, one as White/Hispanic, and one as
other/Hispanic. One participant was male identifying and five were female identifying.
Participants ranged in years of counseling experience from 13 to 34 years (M = 18.3)
years and as a supervisor for 6 to 16 years (M = 11.6). All participants were master’s

level clinicians. Participants lived in five different states and were licensed to supervise in
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six different states. Half of the participants were currently employed in a community
mental health agency, and the other half were in private practice. All of the participants
started off in community mental health agencies in their careers as a counselor. Those
currently in community mental health had a side business of providing supervision or
counseling, or provided supervision as a part of their current role. Participants had
supported a range of 16 to 50 (M = 26.6) supervisees over the course of their supervision
career. IPA looks at the quality of the data available versus the quantity of participants in
the study, considering instead the depth and range of data collected (Larkin & Thompson,
2012). Two rounds of interviews with participants allowed for more depth and quality of
data than one solo interview. A consideration for this study was identifying/recruiting
participants with interest in the topic and experience of supervision in order to lead to
greater depth in discussion and quality of data (Miller et al., 2018). The purpose of the
study as well as the procedures were clearly communicated with participants. The
researcher communicated to participants information about the study and offered them
the opportunity to be involved in the data analysis process. However, none of the
participants were interested in following up with data review or analysis.
Instrument & Data Collection Method

Data collection was conducted through semi structured interviews (Appendix C),
a common format in phenomenological studies (Larkin & Thompson, 2012). A brief
demographic and information survey (Appendix B) was also used as a part of participant
selection. Interviews being semi-structured allowed the researcher to engage with the
participants in the here and now to further explore answers to prompts and collect more

details as needed (Miller, 2018). The semi-structured interview also allowed for more
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in-depth conversations while also providing an outline to follow that helped to ensure the
research questions were addressed. There were two interviews of 45-60 minutes for each
participant, which allowed for building of the relationship between interviewer and
participant and to create depth of discussion. In depth interviews are the most common
format of IPA which allow for rapport to be established with the participants as they share
about their particular experiences and the researcher can engage empathically with the
participants (Smith et al., 2009). Interviews were conducted and recorded via a secure
zoom with participants, to allow for review of the data and transcription. Interview
recordings and data were stored on a password protected computer, on a secure server.
The interview protocol developed by the researcher followed structures and
guidelines for IPA (Smith et al., 2009) and was created prior to interviewing participants.
Participants received the interview protocol prior to the meeting in order to allow
participants time to reflect on their experiences or bring other artifacts/data with them
that were reflective of their experience. The protocol also included the following
definition of multicultural issues in supervision to help frame the conversation and
provide participants with more clarity on the topic. Multicultural supervision is
a working knowledge of the factors that affect worldview; . . . self-identity
awareness and competence with respect to diversity in the context of self,
supervisee, and client or family; competence in multimodal assessment of the
multicultural competence of trainees . . . models diversity and multicultural
conceptualizations throughout the supervision process; models respect, openness,

and curiosity toward all aspects of diversity and its impact on behavior,
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interaction, and the therapy and supervision processes; initiates discussion of
diversity factors in supervision. (Falendar & Shafranske, 2004, p.149)

Participants were not required to bring artifacts but encouraged to do so if there were
items that represent their supervision experiences or practices. Participants were provided
with examples of artifacts that may be salient with their experience (supervision notes,
emails, a video clip, a specific book, tool or learning material) of broaching in
supervision. Participants were reminded of strategies to maintain the confidentiality of
their supervisee and clients in sharing their artifacts. The interview protocol was a map
for the interview, which allowed the interview to be specific to the participant’s
experiences. The researcher used broaching at the beginning of the interview with each
participant, sharing parts of their salient identities (e.g., being a mom, a private practice
owner, having a life altering health condition). Broaching at the beginning of the
interview provided participants with more context as well as more connection with the
researcher and the research, further building trust and rapport (Smith et al., 2022). The
interview moved from more broad to more specific discussion, using open ended
questions with prompts for more details. Provided are a few questions asked during the
interview process:

e How have you experienced discussing multicultural issues in supervision?

e Tell me about your approach to broaching (discussing race, gender,

culture, etc.) in your supervision relationships.
e How do you feel your own identities influenced your broaching behaviors

or multicultural practices in supervision?
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The researcher consulted with the dissertation committee regarding the interview protocol
to determine appropriateness for [PA and for the study content. The researcher also
consulted with other counseling supervisors regarding their experiences of broaching in
supervision to help with question formulation.

The researcher followed up with participants, allowing them to review their
transcript and assess for accuracy of the data as well as provided the opportunity to add
corrections or edits (Creswell & Poth, 2013). Through email communication, the
researcher invited participants, if interested, to share what stood out to them within their
transcribed data, which allowed the participant to share what surprised them, emphasize
their words, or reframe what was previously stated.

Data Analysis

Data analysis looked at each participant’s experience of multicultural competence
and broaching in the supervision relationship and how they made meaning of it. Data
analysis using IPA allowed the researcher to first develop an account of the participant’s
lived experience and then interpret events and experiences of the participants within
social context as well as theoretical understandings (Larkin & Thompson, 2012; Miller et
al., 2018). Through the IPA data analysis, the researcher looked at similarities across
participant reports as well as where the data is diverse, using a process that was both
iterative and inductive in nature (Miller et al., 2018; Smith et al., 2009). The first round
of analysis carefully examined participants' individual experiences and the distinct data
from the individual participants, to gain a better understanding of how participants made
meaning of their lived experiences. IPA though takes the analysis experience further.

After a close round of analysis of the individual participant’s experience, a second round
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of analysis was completed by then doing more interpretation of the data with
consideration of how society, culture, theory or systems informed the participants'
experiences (Miller et al., 2018; Smith et al., 2009). Attention was given to the individual
participant experiences, so as to not lose the individual voices, while also exploring the
whole of the data and how participant’s experiences were unique across all participant
experiences.

The data was analyzed by the researcher reading through data that was collected
several times, as well as listening to the recorded interviews, making initial notes from
observations in the data and any personal observations that were made. Given the IPA
approach to analysis, an idiographic approach of focusing on each individual case in
detail took place first (Smith et al., 2009). Through multiple exposures to the data, the
researcher began making notes of linguistic, conceptual, and descriptive comments
related to details that appeared central to the participant’s experience to understand their
world, word choices, and how the participant made sense of multicultural components of
supervision (Smith et al., 2009). Each participant case was examined and analyzed
individually, to make sense of the particular experiences of each participant. Next,
analysis of the data moved back and forth between looking at the individual interviews
and the whole of the data from all participants, looking for similarities across participant
reports as well as where their experiences differed and were unique. Coding was done
according to each individual report, followed by an integrative approach to coding,
looking at codes across all the transcripts. The researcher continued to follow the same
framework, looking at descriptive, linguistic and conceptual details that were similar

amongst participant reports. Quotes from participants were used for coding purposes or a
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representation of themes, when they clearly captured how participants made meaning of
their lived experience as a supervisor (Alase, 2017). Quotes were used when they clearly
represented a participant's experience. After assessing for patterns in the transcripts,
themes were developed by sorting through notes and comments made to the participant
transcript, focusing on the participant's experience as a supervisor. Once each individual
case was analyzed, interpretation of the participant experience began, exploring how the
participant experience was positioned within society, culture, education, and other
frameworks. The interpretative component of IPA focused on the participant’s experience
as a supervisor in their particular context, to understand how they position themselves
and experience their supervision relationships. Themes arose out of each individual
interview transcript, focusing on the idiographic reports. Themes were also developed
based on the overall collection of interviews when there were similarities between
participant reports, therefore moving back and forth between the individual and the
whole. Within IPA, it is imperative to allow each individual case to develop its own
emergent themes and honor the individual voices (Smith et al., 2009). Themes were
based on repeating words, experiences, similarities amongst the data, looking for
commonalities amongst participants, but also where there was divergence in their
personal experiences (Smith et al., 2009). Once the themes were developed, the
researcher sorted through what had been developed to determine the superordinate
themes and other minor themes, grouping together similarities from each participant
report as the researcher explored patterns in participant experiences. Not all themes

applied to all participants, creating uniqueness to the data collected. The researcher
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continued to seek support from the dissertation committee throughout the course of the
analysis process in order to maintain reflexivity.
Reflexivity and Trustworthiness

Researcher reflexivity is important in [PA research, as it is in other qualitative and
phenomenological approaches (Hays & Singh, 2012). As a White counselor educator, |
have experiences providing supervision cross-racially and with individuals who have
different lived experiences than me. Having supervised students during practicum and
field, and counselors seeking licensure, I have encountered many opportunities for
broaching and building relationships with supervisees who are different from me in
various ways. I have practiced broaching with my supervisees as well as studied research
on broaching. I have had both positive and challenging supervision experiences. An
awareness of my identity and experience is important as it shapes my interpretation of the
data and considering my frames of reference can help me avoid missing important parts
of my participants’ experiences. I have done reflective work to grow and challenge my
understanding of sociopolitical and cultural structures and how my identities benefit or
are challenged by them. I have spent time reflecting on my own experiences as both
supervisee and supervisor, as well as discussed it with others, in order to bracket
thoughts, feelings, and assumptions about the supervision process.

To ensure trustworthiness of the data collection and analysis, I took several steps.
Through development of the study, dissertation committee members processed with me
emotional reactions to the data and my responses from reading and reflecting on
participant’s reports. Thick description was used throughout the data analysis process and

accounting of the research, to ensure that there was a depth of experiences and participant
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understanding gathered in the data (Hays & Singh, 2012; Smith et al., 2009).

Journaling was an important part of the reflexivity process as I reflected on my own
assumptions and made notes of my own experience and thoughts (Miller et al., 2018).
Writing these notes took place after interviews. I used this writing after interviews in
order to reflect on thoughts, feelings, and themes. Note taking was used throughout as the
researcher listened to interview recordings. Finally, participants were invited to review
the transcripts once they had been recorded and offer corrections or additions to the
document. Participants were also invited to provide their own thoughts on the themes that
they saw in reflecting on their transcript. The participant involvement assures that the
data collected was correct and accurate to the participant report (Hays & Singh, 2012).

Results

The themes of direct approach, understanding a supervisee and their skills,
supervisor identity and experiences inform approach, and personal growth and
development were identified to explain master’s-level supervisors’ experiences of
broaching and how they developed skills to broach. Each of these themes are described in
more detail in the section below. Quotes from participants are used to demonstrate the
themes of the study.

Direct Approach

All of the participants expressed using a direct approach with their supervisees
when discussing multicultural issues, either within the supervision relationship or when
addressing the supervisee/counselor-client relationship. For many of the participants,
their direct approach in supervision developed over time with age and experience. The

participants shared that being open and honest with their supervisees, as well as setting
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clear boundaries and expectations up front led to a better supervision relationship.
Participant 4 used it as a way to share their own identities and begin discussions around
identities and multicultural issues that may arise in counseling or the supervision
relationship.
But for me, I found that I’'m [broaching] up front and just discussing what it is and
laying the foundation helps more as we move through [supervision]. And then
maybe at some times I’m challenging them, it gives us a, you know, a foundation
to say, remember when we talked about, I instead of just, like bringing it in all the

sudden. (Participant 4)

Participants used self-disclosure early in the supervision relationship, often during the
first few meetings to discuss their own intersectional identities and those that supervisees
felt comfortable disclosing. Self-disclosure or broaching of their identities, clarified who
they were as humans and as supervisors. It also modeled for supervisees as well as set the
tone for future conversations, allowing supervisors to directly address multicultural issues
that might arise in the counseling or supervision relationship. In the quote below, this
participant shared how they begin sharing and exploring identities with their supervisees
as a starting point for understanding the supervisee and their practice as a counselor.
Participant 4 disclosed why they share their identities with supervisees and how those
identities may present in the context of counseling as well.

What makes me who I am personally and professionally, what makes them who

they are, what's unique about them and then roll into the multicultural [issues]

okay. Let's talk about how that could influence our therapy and our supervision

and then just roll, you know, roll from there based on the conversation to get it
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started. And then once we discuss that and kind of lay that out and... I'll measure
how self-aware they are. It gives me an idea of okay, where are we going to go
with this? And then make my initial assessment because I'd be lying to say I didn't
and then kind of monitor as I'm doing case studies with them or reviewing tapes

and then I bring those to the surface. (Participant 4)

Participants carried those conversations forward in supervision, reflecting things they
noticed in the supervisee’s practice or case presentation, using direct questions to help
supervisees more carefully assess how their identities or the identities of the client were
showing up. Participants supported supervisees in acknowledging and understanding their
perspectives when working with their clients, helping them to make explicit what might
be more implicit or sometimes brushed over. Participant 2 worked to make it
conversational as they notice things and encourage further exploration. “I'll just say [to
my supervisee], hey, wait a minute, let's talk about this a little more. You made this
comment, what does this mean to you? What is your understanding, you know, kind of
asking that direct question” (Participant 2).

Through supervision, participants supported supervisees in understanding more about
their client’s identities, but also challenged supervisees when assessing their capacity for
working with clients. Participants challenged supervisees as needed regarding their
counseling work and awareness of their identities and their impact on the counseling

relationship.

Helping [supervisees] identify what their culture is and then . . . understanding
about the clients that they're working with. So looking at ethnicity, sexual

orientation, gender identity and racial background, age, sex, you know all the
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things that seem relevant. So when I'm reading their progress notes, I'm taking
notes like okay, it seems like they missed something here. And so I make a note of
that and then talk to them about it. What's your understanding of what's going on
with this client? The other thing is that I will have a supervisee do some research
on some cultural experiences and present it to the group. And then I've challenged
people's ability to work with some clients just based on their inability to really
understand. (Participant 5)
Supervisors beginning the supervision relationship from a place of openly and directly
discussing their identities, as well as the identities of their supervisees, facilitated ongoing
discussions. Supervisors were also able to address supervisee identity as it related to the
supervision relationship or to client care because they had previously addressed some of
these issues in the supervision relationship. Participant 6 used a direct approach as well as
curiosity in their approach to working with supervisees and addressing multicultural

issues in supervision.

As far as my approach, in most things direct, open, and curious. I try not to make
too many assumptions. I like to think of myself as an intuitive person. So when
my intuition doesn't feel like it's in conflict and let me just gently put this out

there and see if I'm right or not. (Participant 6)

Supervisors in the study engaged with their supervisees from a place of curiosity and

desire for their supervisees to learn and grow.

Understanding Supervisees and Their Skills
Participants expressed a desire for their supervisees to gain knowledge,

experience, and skill as clinical professionals. Participants often used education/teaching
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to inform supervisees of history or address current events, historical trauma, redlining,
LGBTQ+ history, gun violence, or immigration. Participants not only provided
information, but they also had supervisees participate in some of their own research or
learning. The following quote shares how a supervisor wanted his male supervisee to
understand how his presence can influence a counseling relationship, as well as the power
and privilege that comes from being in a male body:
[My supervisee], he's if I read it in a book then that's the way I'm going to do it
and he doesn't always look at these other pieces. That's something that I've had to
bring up with him quite a few times. Just because you read this technique or
something, I really want you to look at how this is going to impact the person that
is sitting in front of you...How is that woman sitting in front of you going to react
to you saying those things? You have to have an extra level of mindfulness of how
you're going to present that material to somebody...he's a much larger guy...your
presentation in the room and how you bring subjects up is going to have a big

impact on the counseling session. (Participant 1)

Through the supervision relationship, the participant used the supervisee’s book
knowledge to help him make sense of his work. The supervisee’s power and privilege as
a White man was also discussed in supervision as a way for the supervisee to understand
their identities and those of the clients they see. Participant 1 reported when they are
addressing multicultural issues in supervision they feel they “always have to be very
delicate, it has to be something where I have to give a lot of thought to how I'm going to
say something and how I'm going to bring the topic up.” The participant broaching power

and privilege with a supervisee and working to address their approach as a therapist is
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something the participant wanted to be intentional but careful in their discussions.
Broaching in supervision and discussion of ethics and the counselor role at the beginning
of the supervision set the stage for ongoing conversations in supervision, allowing
supervisors to address issues as they arose. Most participants discussed the importance of
addressing ethics during supervision. Ethics were discussed in the beginning as a
refresher, addressed when issues arose, or used as a framework for ongoing teaching and
learning in the supervision relationship. Ethics and counseling best practices were also
used as a way to explore with supervisees how to connect with the needs and experiences
of various cultures.
I like to start off my supervision sessions with ethics and multicultural issues. And
so I like to give a broad overview because sometimes we have green students
right. Then, sometimes we have very experienced people who have gone back to
school. So really doing a refresher and trying to set the stage for success...And
then I like to do some exercises sometimes...to kind of prompt and then share
together, where do I come from, right? What makes me who I am personally and
professionally? What makes them who they are, what's unique about them?
(Participant 4)
Supervisor Identity and Experience Informs Approach
All of the participants held at least one marginalized identity. All of the
participants' supervision practices were informed by their own identities and experiences.
All of the participants reported having participated in on-going training but many found
little help from training when it came to multicultural practices. For some participants,

their LGBTQ+ identities informed how they shared historical information, the questions
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they asked in supervision (making sure supervisees were asking about sexual and gender
orientation during intake), and how they helped supervisees to navigate gender or sexual
differences in the counseling-client relationship. Participants who held the identity of
mom, shared how it influenced boundary setting and values in regards to work/life
balance. One participant reported how her health status and neurodivergence influenced
her directness in supervision,
Once I was diagnosed with lupus, that was a turning point for me...I'm like, oh, I
could die out of nowhere. I should probably tell people how I feel and be open
with them because I don't want them to guess ... [ want to say that was probably
the turning point of where I kind of naturally did this. So the truth is more
important than anything to me and being able to communicate that and see that it
doesn't give me all these negative consequences. (Participant 6)
All of the participants shared experiences from earlier in their supervision career of
mistakes they had made or learning experiences that shaped their practice. The mistakes
made and the learning journey of the supervisor participants, has helped to shape not only
their identity as a supervisor but also the practices they implement. One participant had a
supervisee who had sex with their client. That led the supervisor to have boundary
discussions with supervisees at every meeting.
I insist every time I meet with the supervisee that they talk about a boundary
experience they had with a client. And I'm just as passionate and just as intense
about that because I want them to notice that they're dealing with boundaries.

Every interaction they have with clients, I don't want them to forget that it's not a
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boundary issue just because there's an ethical dilemma that we deal with

boundaries at all times. (Participant 5)

This experience of a boundary violation by one of her previous supervisees now informs
how she approaches all of her supervisee relationships and the expectations she has for
the supervisees: “I did feel betrayed. What that did for me was it helped me to understand
a little bit better what the relationship within the team was” (Participant 5). This
experience influenced how she moved forward as a supervisor, the decisions she made in
supervision, and ways in which she assessed counselor-client relationships. Participant 2
shared how she shares some of her identities with supervisees as well as sets boundaries

with her supervisees from the beginning of the relationship:

I'm very open that I'm a Latina counselor. This is who I am. . . in the beginning
[supervisees] know my values are my family. My family comes first and so we
talk a lot about this is what you can expect from me. I'm here for you and I'm
supportive, but I also have really clear boundaries with my schedule and so if you
miss supervision, then I don't have a lot of windows to make that right up. Things
like that, talking about what my boundaries are in relation to my culture and my
values...I don't know if it's luck but I think that because I feel like I'm pretty
transparent with people and I create this sort of open dialogue right from the
beginning that it's not hard for us to talk about hard things in supervision like we'll

often talk about. (Participant 2)

Participant 2 felt that through her honest and open approach to supervision, supervisees
were able to engage in supervision even when topics may be more challenging.

Participants also shared how their experiences and identities have given them a lens and
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an ability to see things that their supervisees may not yet see or recognize. Supervisors
used their knowledge to support supervisees in seeing client’s identities as well as their

own and how it might show up in supervision.

So cis, hetero. Pronouns are she/her for me and I identify as HSP (highly sensitive
person). Yeah, as well as a mom, I always kind of put that in the beginning of any
presentations or like supervisions I do, because that informs my work, how I do
my work, and how I balance my work with my life...So from the beginning, I like
to set that tone that I recognize that we are different and that you have a lot of
things that I may not know about or understand. And then it comes up in case
consultation for sure. I always have them identify as part of their case review
presentation whether it's a brief one or extended one. What are some cultural
issues that may be impacting this client? I also am realizing that I recognize a lot

of these things that maybe the supervisees don't. (Participant 3)

Supervisors, through embracing their identities and leaning in to their experiences,
changed their supervision practice over time. Most have made these changes due to trial
and error with supervisees and because they value practicing from a place that

acknowledges the many identities they, their supervisees, and the clients hold.

Personal Growth and Development

Participants reported that most of their growth and development in regards to
multicultural issues was due to their own work and education. All of the participants had
engaged in various trainings, however few found them helpful in regards to addressing
multicultural issues in supervision. Several participants said they needed to develop a

training to address this issue as a result of the training gaps they identified in their
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interviews. Only one participant reported still actively using supervision-of-supervision
throughout her career. Others used consultation with peer supervisors for support, but not
on a regular basis. Therapy and self-reflection helped the participants to have more
awareness of their identities and what that means within their supervision relationships.
It was just lots of trying things. And I mean being aware [that growth around
multicultural issues] needs to happen and it needs to be something that's like
brought into the supervision and I think that's the only piece. . . there are a lot of
trainings available about multicultural issues and things like that just because of
the diversity that's in our state. I think that it's something that is definitely talked
about a lot which is good. But there isn't that next kind of step into now how
[should this be applied] in supervision? (Participant 1)
Participants expressed humility in their practices as a supervisor, through not knowing
how to handle every situation, not having the lived experiences of their supervisees or
clients and being open to learning, or through admitting they messed up. One participant
shared how they have had limited exposure to different cultures. They identified as
growing up in the Army and moving many different places, but always on base
surrounded by other White people. Where they live now is primarily White. “I just don't
have enough experience with people of different cultures. I just don't. I think that's the
bottom line...I hope [supervisees] notice, but I don't know. I mean, I'm pretty transparent
about it” (Participant 5). Participant 5 shared about an early experience as a supervisor in
which she did not have the skills or understanding how to broach, relying on her

supervisee to confront her and address what ruptures may have occurred:
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I was relatively clueless and I was open to learning about her (supervisee)
experience and different tribes and the history around this area. I didn't count on
her to educate me, but I think there was enough that I didn't know that was
upsetting. So I probably made some assumptions that she didn't call me on and I
felt a kind of this pull back. (Participant 5)
Another participant shared about her incremental growth as a supervisor: “For me it's not
a lightbulb moment. For me it's much more of a progressive, like learning a little bit each
time and then putting that into a pattern of working differently with someone”
(Participant 3). She used each supervision relationship and the interactions she had with
her supervisees as an opportunity to continue to learn, grow, and make adjustments.
Another participant shared how she reflected and worked through some of her own

identities and experiences when a supervisee disclosed viewing her as ‘intimidating’:

It was a lightbulb for me. It's like I used to take things personally and I said wait a
minute, that could have gone a bad way, right? Because if I stayed offended and
didn't address that, it could have really been an impasse in our relationship
because of course I could get a little defensive. So it reminded me that [ need to
make sure that I continue to be self-aware... I tend to be over critical of myself
sometimes, back then a long time ago, which is why it was a lightbulb moment
for me. I recognized that night, as I went home and thought about it. |
immediately thought that what he said was critical, right and I had to do some
peeling back the onion there for a minute too. I connected it to my childhood and
some of the things that had happened and wait a minute, OK, I need to work

through this a little bit. (Participant 4)
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Participant 4’s ability to be reflective and acknowledge her own identities and
experiences, allowed her to engage differently with her supervisee the next session. What
could have been an ongoing rupture, the participant was able to repair and receive

feedback from the supervisee to understand and explore what the supervisee meant.

Discussion

The purpose of this phenomenological study was to understand the experiences of
master’s level supervisors broaching and addressing multicultural issues and
intersectionality in the supervision relationship. The research provides more
understanding of the lived experiences of how supervisors’ skills have developed over
time and how supervisors engage supervisees in issues of multicultural and intersectional
practices. The findings from this study provide insight into experiences of master’s level
supervisors practicing in the field where state guidelines vary. Due to the majority of
counseling practitioners in the field holding a master’s degree and not a doctoral degree
(ACA Media Kit, 2023), understanding their experiences can help to better shape training
of master’s students as well as the potential development of other training and clearer
expectations for supervisors. This research moves beyond existing conceptual models or
frameworks of multicultural supervision (e.g., Dollarhide et al., 2021; Fickling et al.,
2019; Jones et al., 2019; Mitchell & Butler, 2021) to look at lived experiences of site and
licensure supervisors not in academia. Much of the previous research looks at the
experiences of doctoral students or faculty providing supervision (Cook et al., 2018;
Jones et al., 2019; Kemer et al., 2014; Kemer et al., 2017; Kemer, 2020), but not of

supervision outside of academia. The themes from this study were: (a) supervisors used a
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direct approach, (b) understanding a supervisee and their skills, (c) supervisor identity
and experiences inform approach, and (d) personal growth and development.

All participants reported broaching throughout the supervision relationship,
including naming their identities, and inviting supervisees to as well. Participants used
broaching from the beginning of the supervision relationship, disclosing important
personal identities as well as setting boundaries and expectations for supervision. Despite
the importance of broaching in supervision cited by participants and in the research
literature (Jones et al., 2019; Jones & Branco, 2020; King & Jones, 2019; King et al.,
2020), the counseling field does not have formalized and standardized guidelines to
support supervisors in broaching identities and exploring intersectionality with
supervisees. Additionally, much of the research that supervisors outside of academia need
access to in order to learn about current practices and research regarding broaching and
multicultural practices in supervision require payments that limit their accessibility (Hays
et al., 2019; Murray, 2009). The ACA Code of Ethics only outlines that, “counseling
supervisors are aware of and address the role of multiculturalism/diversity in the
supervisory relationship” (ACA Code of Ethics, 2014). As participants in this study
described, application of strategies or approaches for broaching and addressing
multicultural issues in the supervision relationship was something they had to figure out
through trial and error. This study illuminates the need for the development of accessible
formalized guidelines for supervisors as well as more explicit training regarding
broaching supervision practices to support supervisor development outside of academia.

Day-Vines et al. (2007) discussed broaching as a continuum and many of the

participants in the present study, due to their years of practice, worked more from an
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integrated/congruent or infusing approach. Participants’ conversations regarding culture
and identities were not a one-time occurrence, but recurred (Day-Vines et al., 2007; Jones
et al., 2019; King et al., 2020) as a part of ongoing interactions in supervision,
consultations, and case reviews. Participants in this study valued discussions of
intersecting identities and multicultural issues with their supervisees, which meant they
may have had more conversations than the average supervisor (Jones & Branco, 2020).
Although the MSJCC was never mentioned by participants, they still worked to address
various parts of the MSJCC with their supervisees throughout supervision. Broaching and
identity discussions of supervisor, supervisee, and client were ongoing to help
supervisees to build a better understanding of their own identities as a counselor and
human. The use of the case reviews helped the participants to support supervisees in
better understanding client perspectives and lived experiences (Ratts et al., 2016; Fickling
et al., 2019). Although participants in this study never used the words cultural humility,
they expressed openness and genuineness when approaching supervision and
multicultural identities. Supervisors also acknowledged they did not understand all of
their supervisees’ lived experiences and that differences in intersectional identities
created opportunities for curiosity and ongoing learning. Cultural humility, flexibility,
and openness are important characteristics of a supervisor practicing from a multicultural
perspective (Fickling et al., 2019; Jones & Branco, 2020). The journey for supervisors to
get to this point or specific factors that contribute to these characteristics is still unclear,
but participants in this study were intentional in their choices in developing and using
these skills. Further research is needed to understand how supervisors develop and

implement these skills in supervision relationships to more intentionally support this
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development. Participants in this study acknowledged their identities and those of their
supervisees, recognizing that supervisees pursued supervision relationships with them
due to their skills, identities, or experiences which validates other research,
acknowledging the importance of the working relationship between supervisor and
supervisee (Fickling et al., 2019; Hook et al., 2017; Wilcox et al., 2022). The supervision
relationship is an opportunity for supervisees to have skills and processes modeled for
them. This research answers calls for more understanding of supervision practices when
broaching and addressing identities in supervision (Jones et al., 2019). Supervisors in this
study intentionally and reflectively drew from their time and experience when they
established supervision relationships, used broaching skills, and addressed multicultural
issues in supervision. Their reflective practices and growth mindset as supervisors created
opportunity for expertise to be developed (Elvira et al., 2017; Kemer, 2020) and these
skills more consistently practiced. The reflective practices of participants also helped to
lead to more effective supervision relationships. Through intentionality with supervisees,
participants addressed ethical and cultural issues as they arose in supervision. This
attention to the relationship is a key domain within the MSJCC, further reflecting
participants skill and expertise as supervisors (Fickling et al., 2019).

Within a licensure-focused supervision relationship, supervisees have more
freedom to find supervisors who are meeting a specific need- skill set, theoretical
orientation, identities or values. Licensure-focused supervision is different from
supervision in counseling training programs as supervisees have more choice in who they
work with than in an internship placement experience. Having choice in a supervision

relationship also allows the supervisor to be intentional in choosing who they work with
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for supervision. In the present study, participants’ supervisees sought them out because of
their racial identities, gender presentation, age, experience, or specific skills. Supervisors
in this study intentionally and reflectively drew from their time and experience when they
established supervision relationships, used broaching skills, and addressed multicultural
issues in supervision. Their reflective practices and growth mindset as supervisors created
opportunity for expertise to be developed (Elvira et al., 2017; Kemer et al., 2017) and
these skills more consistently practiced.

The current practices of the participants in the study was shaped by their
experiences. All participants had some experience working in community mental health,
which provided a different learning experience than going straight into private practice.
Some participants found that being in a larger company created leadership and growth
opportunities. However, training for supervisors was not something they easily found
through their employer. Therefore, they pursued their own learning and further education
to improve their practices. Counselors in these settings encounter barriers to build
specific skills needed to be effective supervisors, and not just leaders in community
mental health or private practice groups. Participants in this study had to independently
apply the skills they learned from trainings, readings, and practice to improve as
supervisors with little support from their employers. For example, one participant shared
they used business leadership books to learn and translate to their clinical supervision
practice. Another participant was able to access leadership training through their large
mental health agency, however, they had to make the next step of application to their
supervision practices. Supervisors in community mental health and in private practice

both need support and oversight of their practices as supervisors. Without oversight or
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clear guidelines for learning and expectations, it can result in supervisees receiving
insufficient training and skill development. Those interested in supervision need more
access to materials regarding supervision, that are not just academic. The creation of
accessible materials and learning for those practicing in the field, has potential to benefit
not only practitioners but those seeking mental health support as well.

Expert supervisors in previous studies (Kemer, 2020) also supported supervisees
through connecting theory with practice by increasing multicultural awareness and using
the here and now to directly process supervisee experiences. According to IDM,
supervisor development happens through level progressions (Stoltenberg & McNeill,
2010). Participants in this study self-identified as experts in supervision, and their
practices reflect Level 3 or 31 supervisors. Participants' ability to be flexible to address
supervisee needs and shift between the role of consultant, teacher, evaluator, or counselor,
meant they were able to address ruptures, validate supervisees experiences, or teach
specific skills for supervisees to be effective counselors. Participants spoke of their
passion for supervision and desire for supervisees to grow, also reflective of a level 3 or
3i supervisor. All of the supervisors’ current practice was shaped by their experiences as
a counselor and a supervisor. Some participants found that being in a larger company
created leadership and growth opportunities. However, training for supervisors in
community settings was not something they easily found through their employer.

Participants in this study did not have doctoral degrees and were either in private
practice or community mental health. They supervised interns or individuals pursuing
licensure, as well as clinical teams of practitioners that were a mix of social workers and

counselors. These experiences vary from those found in other supervision research which
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mostly looks at supervision relationships that take place as a part of practicum or
internship, not those supervising for licensure or as a part of their clinical role in an
agency. Most of the participants reported that much of their growth and development
was due to their own pursuit of learning. Participants reported there was a lack of training
for addressing multicultural issues within the supervision relationship and how to support
supervisees in addressing multicultural issues in counseling (Borders et al., 2023). The
participants received multicultural training, through their agency or one-time programs.
However, the next step of applying their learning to supervision was often lacking.
Participants recognized the value of addressing race, culture, and ethnicity in supervision.
However, not all supervisors may hold those same values. This study is unique in that the
participants all saw value in addressing multicultural issues. Supervisors’ inability to
address multicultural issues in supervision has the potential to impact supervisee practice,
disclosure in supervision, and the overall feeling of safety supervisees might experience
in supervision (Jones & Branco, 2020). Understanding the process of a broader group of
licensure supervisors will be important to shape and build competencies for effective
supervision practices. One participant reported using supervision of supervision while
others would use consultation with peers for support when needing assistance to navigate
challenging supervision issues. Supervision of supervision is one way in which
supervisors can receive ongoing training and support, as is consultation. Supervision of
supervision is a key form of training for supervisors, though it is most often cited in a
group format versus individual experiences. (Bernard & Goodyear, 2009; Borders et al.,
2023). However, it is not always an easily accessible tool or method of learning,

especially for folks in non-academic settings. Supervision of supervision requires
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individuals to pay a fee for the service and finding a skilled supervisor with advanced
experience may not always be easy.

All of the participants shared various experiences of rupture and repair that
happened in their supervision relationships and discussed how they directly addressed
issues that arose in the supervision relationship. Most of the repair experiences took from
several supervision sessions up to several months to work through. In some cases,
ruptures led to the end of the relationship. Rupture and repair is a part of every
supervision relationship and can lead to important supervisee growth (Watkins et al.,
2016; Watkins, 2021). The clear examples of rupture and repair in this study offer new
learning experiences for researchers to better understand supervision relationship
dynamics. In the supervision relationship, broaching is the responsibility of the
supervisor, as we consider all the power dynamics that are at play. One participant shared
about an experience of a rupture that happened in supervision that they were unclear if
there was a specific incident or misunderstanding. However, the supervisor never
explicitly addressed it in supervision, but waited for the supervisee to do so. This
participant experience led to the supervisee pulling away in the relationship and the
supervisee’s identities and concerns when unaddressed. This supervisor has since
changed some of their supervision practices, asking more questions to have a better
understanding of others identities and advocating for clients and supervisees. This
participant experience provided a clear example of avoidant broaching behaviors as well
as the power dynamic that is at play in the supervision relationship. For practicing
supervisors, this is a reminder to check the power held in the supervision relationship and

to not expect supervisees to always address the issues they are experiencing in the
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supervision relationship. Being curious about how you are experiencing a supervisee or
naming the things you are noticing have potential to lead to discussion about the
supervisee experience and dynamics in the supervision relationship. It also speaks to the
importance of reflective work and learning from ruptures in supervision to improve
practices and do better (Borders, 2014). This study provides examples of supervisors who
used their own reflective practices and openness to growth, to improve and make changes
as they encountered different supervisees and relational dynamics, which may serve as a
helpful model for therapists in developing their own supervision skills.

Limitations and Directions for Future Research

IPA illuminates an individual’s unique lived experience, emotions and thoughts
utilizing participants from a similar group (Larkin & Thompson, 2012). This can make
broader generalization more challenging. However, it can help counselor educators
understand others' experiences and take those into account when it comes to teaching,
training, research, and policy.

One limitation to this study is participants self-identifying as an expert. Some
possible participants may have not been included due to not self-identifying as an expert.
The other perspective is that participants who did participate and self-identify as an
expert, may not have many of the skills reflective of an expert in their practices.

Self-report is a limitation in that participants may choose to not disclose or forget
important details. As a White, woman researcher, some participants may not have felt
comfortable sharing all of their identities or experiences with me. Participants in this
study worked in both community mental health agencies and private practice. Several

participants spoke explicitly about clinical versus administrative supervision, others more
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indirectly. Supervision experiences and supervision relationships may look different
between community mental health agencies and private practitioners. Future research
may be beneficial to explore more of the differences between these and the impact of
varying roles as a supervisor on the supervision relationship (Borders et al., 2023;
Hutman et al., 2021). Future research of other homogenous groups would allow for
exploring the unique experiences of various groups on broaching and how it shapes the
supervision relationship. A case study of a supervision dyad would also be beneficial
research to explore both the supervisor and the supervisee’s experiences of broaching in
the relationship.

Implications

Training

As counselor educators, intentional training of both master’s and doctoral students
in the use of broaching techniques and addressing multicultural issues in supervision is an
imperative (ACA Code of Ethics, 2014, Day-Vines et al., 2007, Jones et al., 2019). As
counselor educators, further exploration is needed for how to bridge the gap between
theories of broaching in supervision and the informed practice of supervisors in the field
(Jones et al., 2019, Jones & Branco, 2020). How can information be made more
accessible to supervisors with clear guidelines to support their intentional practices? As
frameworks for practice are created, how can counselor educators better disseminate
information to those that may actually benefit from the structure or knowledge that has
been discovered?

Supervision information on the ACA website is often difficult to find and

supervision trainings often require payment. For example, searching for “ACA
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supervision guidelines” on Google finds the information more quickly than trying to
navigate the ACA website. Academic institutions often place less value on book
publications for purposes of promotion and tenure, but that format may be more
accessible for those practicing in the community to be able to learn about supervision.

For counselor educators training doctoral students as supervisors, doctoral
students need to have intentional training and practice using these skills with students
they are supervising. Through training doctoral students to intentionally address
multicultural issues, new counselors can have better examples of qualities to look for in a
future supervisor. Intentional conversations with master’s students regarding expectations
of supervisors and ethical practices gives master’s students and new counselors more
opportunities to advocate for themselves and seek healthier supervision relationships
when possible (Vandament et al., 2021; Wind et al., 2020).

When training master’s level students, who are still in early stages of their skill
development within an IDM framework (Stoltenberg & McNeill, 2010), it may not seem
appropriate to be teaching them supervision skills. However, counselor educators can use
practicum and internship as opportunities to discuss the importance of supervision and
qualities to look for in a supervisor. Internship courses present an opportunity to provide
an initial introduction to students of various supervision frameworks, supervision best
practices, and supervision contracts. Although master’s students are still building their
skills as a counselor, exposing them to information about supervision can help to shape
their expectations for supervision, provide an understanding of the supervision
relationship, and potentially give students more voice to advocate for their own needs

when they have a better understanding of what is expected. These discussions during
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internship courses can help prepare students for finding a licensure supervisor and

potentially plant a seed for future development as a supervisor.

Practice

For current and future supervisors, building a reflective practice as a supervisor is
a good starting point to creating multicultural practices in supervision (Jones & Branco,
2020; Kemer et al., 2014). Self- awareness in a targeted area of development within the
IDM model of supervision (Stoltenberg & McNeill, 2010). Individuals who are still
developing their skills as a counselor within an IDM model can create intentional
practices of self-reflection to build awareness of their own identities and how they may
show up in counseling relationships. Connecting with other supervisors in the field is an
important way in which current supervisors can seek support. That can be done via live
virtual or in person groups, through Facebook groups, or within a larger agency setting.
Seeking out professionals a few steps ahead of you for supervision or consultation allows
supervisors to also grow their skills through intentional support (Bernard & Goodyear,
2009; Kemer et al., 2014). Many of the participants used consultation as a way to seek
support and gain perspective on their experiences. Supervision consultation groups or
supervision of supervision can also create opportunities for discussion and feedback from
other professionals. Motivation is another marker within the IDM framework
(Stoltenberg & McNeill, 2010) and an ongoing pursuit of further skill development and
learning from others may help individuals continue to advance through the IDM model to
become more effective supervisors. Another strategy for current supervisors is to make
sure you are using evaluation tools (e.g., Bernard & Goodyear, 2009; Falender &

Shafranske, 2004) to gauge your supervisee’s experience in the supervision relationship
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and what they are getting from the experience. This can open up the potential for
dialogue to make changes in the supervision relationship that can benefit both the
supervisor and the supervisee.
Conclusion

Supervision is a fundamental part of training and teaching new counselors
(Bernard & Goodyear, 2019). The ACA Code of Ethics (2014) states that supervisors
remain cognizant of and address multiculturalism and diversity in supervision. This
research explores the experiences of master’s level supervisors practicing in the
community as they have developed expertise in their multicultural practices. This
research is unique as it explores the experiences of those who do not hold doctoral
degrees as well as those who are practicing in the community and not a part of academia.
As supervisors work to practice from a multicultural perspective, supervisors can be
reflective of their own identities and skills and how it informs their supervision practice.
Speaking directly with supervisees regarding multicultural issues while taking into
account the supervisees skills and abilities, has potential to help supervisees grow.
Supervisors must be open to ongoing growth and learning as multicultural practices are a

lifelong journey.

Study 2- A Call for Supervisor Training

Supervision of new counselors is a key component of counselor training and
development (Bernard & Goodyear, 2019). Nationally, new counselors are expected to
obtain a required number of hours practicing under the supervision of an experienced and

licensed counselor. However, expectations of supervisors vary greatly across the United
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States and territories (Hendricksen et al., 2019). Most research regarding supervision
explores the experiences of doctoral students and academics who are supervising students
in a master’s program. There is little research about supervision that takes place during
the licensure process by those practicing in the community. Once counselors are
practicing in the field, there is often less oversight regarding their development.
Variability in supervisor training and experience can contribute to new counselors
experiencing a wide range of training and support. Research has previously looked at the
experiences of doctoral trained supervisors deemed to be experts and how their skills
differ from newer supervisors (Kemer, 2020). However, few have researched the
expertise of supervisors practicing in non-academic settings without doctoral training.
Due to supervision being a key component of counselor development, a better
understanding of non-doctoral supervisor skills development and expertise is needed.
This knowledge can lead to better training and guidelines to support supervisor growth
and development, as well as more intentional training of new counselors. Understanding
how expertise in the field is developed can also shape how supervision is explained and

taught.

Supervisor Expectations & Training

Few have researched post-masters supervisors training in supervision. Many
researchers have examined supervisors-supervisees working together, the impact the
supervisor can have on the supervisee and the client, and supervisor expertise (Jones et
al., 2017; Cook et al., 2018; Crockett & Hays, 2015). Doctoral trained professionals who
are supervising as a part of an academic expectation or doctoral students practicing in an

academic setting under the supervision of faculty make up a majority of research
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participants (Cook et al., 2018; Kemer et al., 2017; White-Davis et al., 2016). Supervisee
relationships in the research literature tend to focus on individuals in a master’s or
doctoral program who may not be fully licensed clinicians. Yet, supervisors across the
U.S. provide quality supervision and training to post-master’s clinicians and they are

mostly ignored in the research literature.

Training expectations for clinical supervisors for post-master’s students vary
greatly across states and most supervisors have not received formal training (Bernard &
Goodyear, 2009; Hutman et al., 2021). More research is needed to determine what makes
for an expert supervisor without a doctoral degree and what training is accessible to
supervisors. Understanding supervisor training and requirements across states can make
supervisors better equipped as the portability of a counseling license continues to shift.
Portability of a counseling license is most often the context for looking nationally at
supervisor requirements (Henricksen et al., 2019). Portability allows for the transfer of a
counseling license and/or a supervision distinction across state lines. More conversations
need to address the disparities of training expectations for supervisors as well as the
amount or types of training supervisors participate in prior to becoming supervisors, and
their ongoing learning to continue growth and sustain skills (Hutman et al., 2021). For
example, supervisors may not discuss multicultural and social justice issues in
supervision, due to lack of training or awareness (Fickling et al., 2019) which could lead
to harm of the client or supervisee. The disparity between supervisor and supervisee
training is drastic and one that needs to shift (Hutman et al., 2021). Counselors spend
years in training to develop their skills, have several years of oversight in their clinical

practice, and are required to obtain CEUs. Supervisors however, may or may not be
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required to practice under supervision of supervision, receive extensive skill training as a
supervisor, or have supervisor specific CEU expectations (Hendricksen et al., 2019;
Hutman et al., 2021). Supervisors may not provide competent modeling and teaching if
they have not been trained in supervision theory and techniques. It puts undue
expectation on a supervisee to have knowledge and experience in a relationship in which
they inherently have less power due to the evaluative and hierarchical nature of
supervision (Bernard & Goodyear, 2019; Fickling et al., 2019; Stoltenberg & McNeill,
2010). Supervisors need to be competent in counseling skills and practice in order to
communicate effectively those skills to new practitioners. If supervisors are ill prepared
or equipped to do so, supervisees may have to seek knowledge and support elsewhere or

they may not feel adequately prepared for independent practice.

Supervision is an integral part of counselor development and through the
supervision relationship, counselors hone their skills and refine their identity as a
counselor (Bernard & Goodyear, 2019). Supervision of counseling is a requirement for
master’s student counselors and post-master’s counselors who are pursuing licensure.
Supervision of supervision is believed to be effective and necessary for training
supervisors (Bernard & Goodyear, 2019), but little research has been conducted regarding
the supervision of supervision outside of an academic setting (Grant et al., 2012; Hutman
etal., 2021; Nelson et al., 2008). Steward and Johnson (2021) categorize Supervisors in
Training (SIT) into four hierarchical categories of development. However, those
categories are shaped by an academic setting, with proficient (the highest level)

supervisors being postdoctoral licensure candidates in psychology. Do supervisors
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without doctoral experience have the potential to still be proficient supervisors? If so,

what are the skills and or experiences that make them proficient or expert?

Vandament et al. (2021) expressed a need for supervisors to have more than a
textbook or academic training experience when it comes to providing clinical
supervision, they also need to know and understand cultural humility. Just because
supervisors are trained to work with diverse clients, does not mean they have training to
work with diverse supervisees (Constantine and Sue, 2007). Supervisor training needs to
be different from the training counselors receive, as the skills of a supervisor are different
from that of a counselor. Supervisors who lack the ability to effectively address those
developmental needs can do damage to the supervisee's competency and supporting
counselor identity growth and development, as well as potentially putting the client at
risk. Competent supervision involves more than just teaching and evaluation of skills, but
also modeling of professional behaviors (Wong et al., 2013). Professionalism and ethical
practice are a critical component to counseling and supervisees often need support in

navigating multicultural components of the relationship (ACA Code of Ethics, 2014).

Supervisors need to have the ability to recognize the sociopolitical and cultural
structures and influences at play within both the supervision relationship as well as the
counseling/client relationship (Lenz, 2014). Supervisors who are unable to do this, risk
stunting the supervisee’s skill development and ability to best serve their client.
Supervisors who lack multicultural awareness also risk doing harm to the supervisee and
the supervision relationship (Jones & Branco, 2020; Soheilian et al., 2014; Vandament et
al., 2021). A supervisor who is multiculturally competent, can create a stronger working

alliance between supervisor and supervisee (Wong et al., 2013).
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Integrative Developmental Model

The Integrative Developmental Model (IDM; Stoltenberg & McNeill, 2010) is a
helpful framework when considering expert or advanced supervisory skills. IDM helps
supervisors to effectively track the growth and development of their supervisee through
specific skill areas and targets as well as help supervisors gauge their own skill growth
and development. The IDM, when applied to counselor development, happens in four
levels (beginner, intermediate, advanced, and integrated advanced), within each of these
levels supervisors assess for self-other awareness of the counselor, counselor motivation,
and autonomy; while also paying attention to skills (Stoltenberg & McNeill, 2010). IDM
as a supervision framework can feel challenging for new supervisors to follow as they
assess supervisees at differing levels of skills competency (Bernard & Goodyear, 2009;
Stoltenberg & McNeill, 2010). To be effective, supervisors have to be skilled enough to
assess all of the IDM components in a single supervision meeting, therefore making it a
useful tool for considering the skills of expert supervisors. IDM helps supervisors track
their skills and behaviors more clearly. In other words, using IDM as a framework for
determining skill level can give clarity to the practices of supervisors.

IDM also provides a helpful framework for conceptualizing supervisor skill
growth and development. By using the IDM, supervisors can assess their own levels of
skill development. At different stages of supervisor development, different supervisors
attend to different skills and supervisory tasks across the developmental levels of
supervisees (Stoltenberg & McNeill, 2010). This can be problematic if a supervisor is not
actively discussing how race, culture, or ethnicity impacts supervisor assessments and

interventions, but rather avoiding or glossing over these important topics. Supervisees
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who are unable to address their individual differences in the counseling relationship can
lead to the supervisee being unable to fully support a client’s identity and needs. If a
supervisor is not culturally competent, they will not broach issues of race, ethnicity, and
culture in the supervision process, therefore not providing modeling or instruction for
new clinicians to learn skills necessary for conceptualizing their work with clients (Jones
et al., 2019). IDM relies on the supervisor to be skilled in addressing multicultural issues
with the supervisee.

IDM for supervision states that expert supervisors have themselves worked
through all levels of the framework as a counselor and as a supervisor (Stoltenberg &
McNeill, 2010). When considering advanced supervisor skills, training to provide
culturally competent supervision is also necessary. If supervisors themselves have not
worked through the levels of the IDM in their own counseling practice, they will not be
able to provide sufficient supervision. Specifically, if supervisors have not been trained or
learned how to work with diverse supervisee populations, they will be unable to do so
with their supervisees. Supervisees need supervisors who can affirm their identities and
support the supervisee’s emotional and mental health along with the client’s
(Bautista-Biddle et al., 2020). IDM is similar to Day-Vines et al.’s (2007) broaching
continuum in that supervisors work across various levels. This developmental broaching
continuum provides more clarity for understanding more advanced or expert skills in
supervision. A level one supervisor will present with more anxiety in supervision and be
less able to address the necessary components of the supervisor's growth. One weakness
of IDM, is if there is a pairing of supervisor/supervisee in which the supervisee is more

advanced in clinical skills or multicultural competence, supervisees may attempt to “wait
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out” the experience of supervision and little growth happens for the supervisee
(Stoltenberg & McNeill, 2010). Supervisors at level 2 of the IDM supervision model,
may be less engaged with their supervisees due to struggles with motivation or conflict.
This means the supervisee is not getting the necessary support and due to the power
differential, may inhibit the supervisor from providing feedback to their supervisee for
necessary changes or support (Bernard & Goodyear, 2019; Stoltenberg & McNeill, 2010).
Similarly, with broaching if a supervisor is not adequately addressing issues of
intersectional identities in supervision, a supervisee may be less engaged, or not disclose
in ways that would benefit both the client and the supervisee.

Expertise

Expertise is often built over time and through the course of learning, practice, and
building skills (Attri, 2019). Researchers have outlined many varying factors as to what
characteristics experts possess. One study exploring the expertise of pediatric
rehabilitation therapists (King et al., 2008) defined expertise as “the ability to show
appropriate, exceptional, or adaptive performance/behavior in response to a situation that
contains a degree of unpredictability or uncertainty, based on a set of skills, knowledge,
personal qualities and characteristics, and skills and abilities” (p. 7). Wallin et al. (2019),
in a cross disciplinary, integrative literature review exploring work-based higher
education, found these skills to be the most prevalent: knowledge and the ability to
integrate it, problem solving skills, reflection, learning from mistakes, and managing
boundaries. Wallin et al. (2019) found that to develop expertise individuals need to be
supported but also have freedom to work independently as they build agency and explore

their skills.
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Expertise development is unique to each individual, as each person experiences
various challenges that shape their skill development. Ongoing support of an individual
helps to shape and build their expertise (Wallin et al., 2019). Expertise can be built over
time, though it is not a guaranteed part of skill development (King et al., 2008). It is also
something that is on-going and depends on the context and the individual. Five to fifteen
years of experience is needed to build expertise (Manley & Garbett, 2000; Goodyear,

1997).

Individuals who are considered experts in their field hold several different types
of knowledge: conceptual, practical, and self-regulative (Elvira et al., 2017).
Conceptual/theoretical knowledge is information that is learned often though formalized
education like a counseling master’s program. Practical knowledge comes through
experience and exposure in the counseling practice. This is the hands-on experience
individuals gain from working with clients in unique settings and addressing specific
issues. Lastly, self-regulative knowledge includes the individual’s ability to reflect, track
their own progress, and engage in a meta process of learning and action (Elvira et al.,
2017). Experiencing the support of a more advanced practitioner while navigating the
various types of knowledge helps individuals to move into the role of expert. Supervision
can create an opportunity for individuals to have the space to reflect and receive feedback
on the skills and knowledge learned as well as practiced to develop all three of these
kinds of knowledge. Supervision is an integral part of learning for counselors (Bernard &
Goodyear, 2019). Expertise has been studied more explicitly within counseling

supervision.

Expertise in Counseling Supervision
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Researchers have conducted several studies to assess skills or practices of
“expert” or “wise” supervisors (e.g., Grant el al., 2021; Kemer, 2020; Kemer et al., 2017;
Kemer et al., 2014; Nelson et al., 2008). Participants in these studies are mostly doctoral
trained, academic professionals with the majority of the supervision being with
pre-licensed, master’s students with a range of supervision experience from 6-40 years
(M=20). These previous studies provide data regarding the practices of experts in the
field and a useful framework for defining an expert supervisor. Supervision that happens
outside of an academic setting for licensure may not be provided by an individual with a
doctoral degree. Therefore, this study will examine non-doctoral trained supervisors and
their experiences of building skills and expertise in the role as a supervisor. Due to most
supervisors in the field not holding doctorates (ACA Media Kit, 2023; Hutman et al.,
2021) understanding their skills or experiences toward developing their expertise can
help to determine better strategies for training supervisors and creating policies to best

support supervisors and new counselors.

Kemer et al.’s (2017) study of 16 expert supervisors aligned with previous
research on expert supervisors (Grant et al., 2012; Nelson et al., 2008), reporting that
expert supervisors are open and humble, maintain flexibility in their practice and are
responsive to their supervisees and the clients’ needs. Expert supervisors also practice
regular self-reflection and self-evaluation in their work with their supervisees and on their
own time. Nelson et al. (2008) found that relational approaches in supervision were one
of the keys to addressing conflict in supervision. Supervisors must work to develop trust
in the supervision relationship. Supervisors’ humility and willingness to admit mistakes

also plays a key role in commonalities amongst expert participants.
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In a mixed methods qualitative study through in-depth interviews with 16
participants, Grant et al. (2012) found four approaches in how supervisors managed
challenges that arose in supervision: relational, reflective, confrontation, and avoidance.
The relational approach involved supervisors using their counseling skills to build
rapport, but also to directly address difficulties in the counseling or supervision
relationship, parallel process, or supervisor missteps. Humility when working with
supervisees was a key component to expert supervisor practice. A reflective approach had
supervisors engaging in their own process of reflection on their supervision work and
responses, as well as supporting the supervisee in reflection. Confrontation was most
often used by supervisors when the relationship and reflective approaches were
ineffective. Avoidant approaches were used most infrequently amongst participants. The
supervisor’s ability to be reflective and flexible were key characteristics of the

participants.

The supervisor role requires one to pay specific attention to the supervision
relationship and how that can shape working alliance and the functioning of the
relationship, as well as maintain awareness of the evaluative and hierarchical nature
(Bernard & Goodyear, 2019). Kemer et al. (2014) used concept mapping to explore
cognitions of supervisors and, similar to Nelson et al.’s (2018) findings, determined that
expert supervisors were self-reflective and practiced humility. Kemer et al. (2014)
acknowledged that none of their 18 participants supervised in practice settings, as
participants were chosen based on academic performance criteria, which limited their
research findings. Kemer (2020) evaluated cognitions of expert supervisors versus early

practitioners through concept mapping. Newer supervisors in this study were doctoral
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students who had participated in one class for supervision, one semester of supervision
practice, and no prior training in clinical supervision. The study found that expert
supervisors had more complex thought processes and comprehensive practices in
supervision. Expert supervisors also had a more nuanced and intentional practice when
meeting with supervisees. Expert supervisors in the field may not have explicit clinical
supervision training depending on the state in which they earned their supervisor
credential. However, some of these supervisors may have pursued other forms of training
and skill development that have built skills and expertise that mirror the skills and
expertise of doctoral trained ‘experts’ in supervision. Due to the majority of supervisors
in the field not having doctoral training in supervision, an understanding is needed of
how supervisors develop skills and expertise as they practice from a multiculturally
informed approach. The current research will explore experiences of supervisors in the
field to understand how their skills are developed and the similarities and differences to

the skill development of supervisors in academia.

Training Guidelines for Supervisors

Supervision training and guidelines vary across the United States and territories,
with less than 25% of these requiring any specific type of training prior to becoming
supervisors, as well as variability in the number of years of required practice before
becoming a supervisor (Henriksen Jr. et al., 2019). This is problematic as supervisors
providing supervision to new clinicians are going to present variable outcomes.
Supervisors with varying degrees of training and experience may also lead to
inconsistencies in adhering to the ethical guidelines set out by the ACA (2014).

Guidelines and standards for supervisors are often recommended practices and vague
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guidelines, lacking clarity for specific supervision training requirements (Borders et al.,

2023).

Council for Accreditation of Counseling and Related Educational Programs

According to the Council for Accreditation of Counseling and Related
Educational Programs (CACREP; 2016), supervisors for practicum may be a faculty
member, a student supervisor practicing under supervision, or a site supervisor who is
under contract working with a counseling program. A clinical mental health site
supervisor is required to have a minimum of a master’s degree in counseling or a related
profession, be licensed, have two years’ experience, have knowledge of program
expectations and requirements, and have attended “relevant training in supervision”
(CACREP, 2016). Relevant training in supervision is a vague statement which leaves
room for interpretation for programs. According to CACREP (2016), clinical mental
health programs are required to provide training to site supervisors. Programs have the
freedom to determine the extent and content of training for site supervisors. This creates
inconsistencies across programs and site supervisors as different programs may offer
different levels of training or resources to site supervisors. Additionally, site supervision
may be time consuming and poorly compensated. Site supervisors, by being part of an
academic training site, may have access to more training resources or information than

other licensure supervisors.

The variability of training for supervisors needs to be considered from a
multicultural lens as well. Students pay a lot of money to pursue a doctorate degree and

take many years to complete it. These factors mean that a doctoral degree is not
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accessible to all counselors who have an interest in supervising. Clinicians practicing
daily in the field may have more experience, or more recent experience than some
clinicians with a doctoral degree who have been out of the clinical setting for many years.
Access to doctoral education assumes access to resources that are not equitable. Master’s
level practitioners in the field make up the majority of the ACA membership at 62%
(ACA Media Kit, 2023). Supervisors in the field have experience that needs to be better
reflected in research as few studies have examined counseling supervisors outside of
academic settings. Understanding master’s level supervisors knowledge can help
illuminate what is shaping and guiding supervisor development so counselor educators
can better prepare future clinicians and supervisors for competent practice. There were
2,917 doctoral students enrolled in CACREP programs in 2018 (CACREP, 2019). In
2017, there were 2,561 enrolled in doctoral programs, with 71.38% of faculty identifying
as White and 55.33% of doctoral students and 59.75% of master’s students identifying as
White. The field continues to remain predominantly White in its practice even as client
populations are more and more diverse. When most supervision research is based in
academia, privilege is centered. White supervisors, holding a doctoral degree, do not
represent the majority of clinicians in the field practicing or providing supervision.
Therefore, research focusing almost exclusively on supervisors in academia continues to
marginalize voices of non-White practitioners. Research needs to reflect the practices that
are happening in the field and not just academia. Practitioners who have not received a
doctorate may be just as effective and advanced in practice. The privilege and power held
by those with the various degrees shapes the direction of the counseling field and yet

those individuals are not the practicing majority of supervisors (Dollarhide et al., 2021).
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ACA

The ACA outlines in their Code of Ethics (2014) guidelines for supervisors that
supervisors are expected to have theoretical and pedagogical knowledge of supervision,
including models of supervision, as well as an understanding of boundaries in
professional supervision relationships. Supervisors competence, supervisor and
supervisee responsibilities, care for clients, boundaries in supervision, evaluation,
gatekeeping, and endorsement also are all outlined within the ACA Code of Ethics
(2014). Supervisor exposure to the Code of Ethics may be limited to their ethics class
during their master’s degree, unless their state requires regular ethics training for
continuing education. Supervisors may be unaware of the knowledge they need to
possess in order to fulfill the role of a supervisor. Supervisors are expected to be trained
in supervision techniques and methods and pursue continuing education related to their
counseling and supervision skills (ACA, 2014). Many of the guidelines provide direction,
and yet allow for interpretation. Newer supervisors or those with minimal formal training
may be unaware of what is required in their role. The guidelines for ACA are set forth for
members of the organization at all levels of practice and in various practice settings.
However, not all supervisors are members of ACA or closely track what is laid out within
the codes regarding the role of a supervisor. This lack of clarity in training expectations
may create disparities in how supervisors develop their skills and expertise, in turn,
creating supervisors who may not have adequate training to support the needs of

supervisees and clients.

State Boards
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Henriksen Jr. et. al. (2019) found a complex array of requirements for supervision
across all 50 states and US territories. The type of professional background, the
frequency of supervision, the number of supervisees per supervisor, and the training
required to supervise all varied. There were some similarities between state requirements,
but no overall consistent expectation for supervisors of post-master’s counselors in
training. This is problematic for the counseling field as there is no overarching standard
of practice or structure in supervision for developing counselor identity and practice,
other than the ACA Code of Ethics. CACREP oversees the training and education of
counselors and counselor educators, once practitioners are in the field there is little
oversight or direction for counselor development. Supervisor training varies greatly
across states, therefore the skills or expertise required of supervisors is not regulated to
maintain a standard of practice in the field. In order to create more consistency, more
research is needed to determine what type of training supervisors are receiving and what
is most effective. Research will help determine what skills supervisors are being taught

and how those skills are then applied to the supervision relationship.

Understanding supervisors’ experience of training and development will provide
more data for future guidelines to be developed and gaps in supervisor and supervisee
needs to be addressed. If supervisors across states are being trained consistently with
clear guidelines and expectations, it can lead to supervisees receiving more consistent
guidance in their counselor identity and skill development. Neuer Colburn et al. (2016)
looked at what skills, knowledge, and attitudes new doctoral student supervisors needed
to provide effective supervision. A similar study focused on expert supervisors who

provide clinical supervision to post-master’s counselors in their licensure process, like the
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present one, would illuminate targets for shaping training and development based on how
experts built their skills in the field. Understanding the knowledge and skills that create
expertise in the field has the potential to help create consistency in supervision teaching
and training across all states and territories, as well as create standards of practice for
supervisors across levels of academic education. This study provides examples of how
supervisors develop skills and expertise without having doctoral training. The present
research provides information on skills and knowledge necessary supervisors in the field
have developed as experts in practice. Supervision during a master’s program is often
provided by doctoral students, who may or may not hold a counseling license, but
supervise with oversight from the faculty. Post-master’s supervision requirements are
different and those that are unlicensed are often not acceptable supervisors, but those that
are licensed may not be trained in supervision to the same extent that doctoral supervisors
are (Henriksen Jr. et al., 2019). This can create disparities in power and privilege when
those that are unlicensed but pursuing a PhD are considered to have more skills and
knowledge in supervision than those who have been practicing in the field for 10-20

years.

As mentioned, the inconsistencies in supervision requirements across states are
complex and create standards for supervisors that are disparate (Henriksen Jr. et al.,
2019). For example, comparing Alabama and Missouri licensure board requirements
gives a brief look at how different expectations are for supervisors. Missouri regulations
state: “Training and experience in counseling and in supervisory activities involving
counseling with a resume or vitae detailing course work, workshops, supervision training,

and experience as a supervisor of professional counselors or other mental health
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disciplines” (20 CSR 2095-2.021, 2023). The state of Missouri provides no clear
requirements for what type of training or how much training. Two years of licensed
practice is a minimum requirement. Another document on the website states supervisors
need “activities or experiences,” but not that both are required. It also stated that
“oversight of student interns, practicum or internship students, employment or personnel
oversight” (Committee for Professional Counselors, n.d.) is sufficient to meet the
requirements to be a supervisor in Missouri. It also does not specify a requirement for
ongoing training after approval. The minimal requirements for a supervisor in Missouri
are problematic in that supervisors may have no training or knowledge of supervision
frameworks, roles or expectations of a supervisor, or how the supervisor role differs from

the role of a counselor.

In the state of Alabama, supervisors need five years of continued full-time
practice in the field before they are eligible to supervise. They also outline three specific
forms of training in order to qualify as a supervisor: university coursework, certification
from a governing body (e.g. NBCC), or a state board approved training that is a minimum
of 24 education hours (255-X-3-.03, 2022). On top of specific training requirements,
supervisor applicants in Alabama must also have three endorsements and a statement of
their supervision philosophy, expressing knowledge of supervision knowledge and
modalities. A study of supervisors in the state of Alabama found that of respondents, all
held a graduate degree, 44% a master’s degree and only 26% held a doctorate (Evans et
al., 2021). The study only had a 35% response rate for the 502 supervisors in the state of

Alabama. Despite the low rate of response for this study, it still speaks clearly to the need



84

for research to be reflective of the field, where the majority of supervisors hold a master’s

degree.

The Alabama guidelines provide more clear guidance and direction for
supervisors than the Missouri guidelines. Supervisors' development of skills and
knowledge may be more consistent when more clear expectations are defined. If
supervisors are not required to receive specific training as a supervisor, how then are the
skills and expertise developed? This study will explore how supervisors are developing
their expertise and skills to look at similarities and differences that may be useful in

creating more specific guidelines for supervisors.

Multicultural Competence and Training

Fickling et al. (2019) suggested that supervision is a place in which both the
supervisor and the supervisee develop multicultural and social justice practices. When
considering IDM, supervisors grow in their skills and develop in stages. The
Multicultural and Social Justice Competencies (MSJCC; Ratts et al., 2015) has been
applied to the supervision relationship as a way to explicitly integrate practices into the
supervision relationship (Fickling et al., 2019). In a scoping review of supervision
training by Border et al. (2023), half of the programs reviewed covered topics of
multicultural and diversity issues. If supervisors are not being consistently trained in
these topics, it may decrease the likelihood of supervisors addressing these topics in the
supervision relationship. Research is needed to understand how supervisors develop skills

and increase their own cultural identities and awareness. With a better understanding,
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training programs and policies can be created to better support the needs of the

SUpervisors.

Research Question

The following research study uses Interpretative Phenomenological Analysis
(IPA) to explore participants' experiences of multicultural competency and training for
supervisors. Most site supervisors receive further training from CACREP programs and
are often vetted by counseling programs (CACREP, 2016). Outside of a master's program
there are varying guidelines for supervisor training and expectations across the various
states (Hendriksen et al., 2019) and this can lead to inconsistencies in supervisors having
training and instruction. Supervisors in many states have the ability to choose their own
training path before embarking on the role of supervisor. With no clear and consistent
guidelines for supervisors and the counseling compact becoming more of a possibility for
more states (Hendricksen et al., 2019), supervisors need to have training and experience
beyond what their supervisees have. State regulations and guidelines at this point vary for
both counselors and supervisors. The Counseling Compact, is an interstate agreement,
allowing licensed counselors to practice across state lines, as long as the state is a part of
the compact (Counseling Compact, 2023). More consistency across all states regarding
the expectations of not only counselors but supervisors will be necessary to promote safe
and effective care for clients and appropriate supervision support for new clinicians. This
study explored the experiences of supervision training of expert supervisors who hold a
master’s degree as their highest degree. Understanding the experiences of supervisors in
the field (i.e., outside of academia), is necessary to better understand needs and direction

for future training and support.
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Much of the research on expert supervisors uses data from participants who
identify as having doctoral degrees, however many of the practicing supervisors
throughout the US do not have doctoral degrees. According to the ACA, of their more
than 53,000 members, 62% hold a master’s degree, while only 18.92% hold a doctorate
degree. (ACA, 2023). The aim of this study is to explore what makes an expert supervisor
amongst individuals who have not earned a PhD. In current research, participants who are
considered to be experts in the field hold a doctoral degree. However, privilege and
access is currently shaping how an expert is defined when doctoral level degrees are
linked to expertise despite so many supervisors in the field holding a master’s degree and
decades of experience supervising. This study will illuminate how master’s level
supervisors develop expertise. Exploring the training experiences and practices of
supervisors holding a master’s degree without doctoral training, expands knowledge in
the field beyond academia to those who are daily practicing and make up the majority of
the field. Focusing on master’s trained supervisors can provide a more accurate reflection
of skill development and practices of supervisors. Supervisors play an important role in
shaping and supporting the growth of new clinicians (Bernard and Goodyear, 2019) and
many may still be highly qualified for the work, despite not holding a doctorate. This
study looks specifically at non-Doctoral supervisors with over 10 years of experience
because these individuals make up a majority of the counseling field. Understanding how
supervisors develop their skills and expertise can help shape how CACREP programs
support field placement supervisors as well as others practicing in the field.

RQ1: How do master’s-level supervisors experience building expertise?
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RQ2: How do master’s-level supervisors experience learning as they build their
own multicultural competence?

Method

IPA is a phenomenological approach to qualitative research that is interpretative
and is informed by hermeneutics as participants and the researcher work to make sense of
the lived experiences of participants (Smith, 1996). IPA can provide in depth reports of
the experiences of individual participants as supervisors and of their experiences of
supervision training, so that the participant and their experience can “speak clearly” in the
study’s findings (Miller et al., 2018). IPA uses a smaller sample size than other
phenomenological inquiries, allowing for single-case analysis, looking at each specific
case before then comparing across all participants' experiences (Miller et al., 2018).
Participant experiences of building expertise as a supervisor and training in supervision
happen in relation to other phenomena: the model of training and the trainer, the setting
or system they work in, and racial dynamics are just a few that shape the individual's
experiences. Nothing happens in a vacuum since every experience and interaction is part
of larger system interactions. Acknowledging and honoring participant's intersectional
identities is key when understanding how participants make meaning of their experiences
in a specific context. Participant’s unique identities and perspectives, as well as the
systems they move through that shape their context are all central to IPA. IPA is helpful
in illuminating each of participants’ individual voices as supervisors while also
acknowledging similarities or differences across the experiences of all participants.
Understanding the idiographic roles of supervisors and the training that shaped and

informed their practices, can help the field begin to establish clearer expectations for
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supervisors across states. Using IPA and paying close attention to the individuality of
participants will also help promote diversity in voices and experiences, while also finding
commonality amongst the data (Miller et al., 2018).

Critical theory is the paradigm that shapes this research study. Use of critical
theory with IPA will help to identify and highlight the voices and experiences of
participants as well as interpret their lived experiences as supervisors (Alase, 2017).
Education has been shaped by White, male voices and much of higher education is still
predominantly White. Critical theory recognizes that phenomena are often shaped by
social injustices and inequalities in systems, as well as the various constructs of
economics, politics, and history (Hays & Singh, 2012). Use of critical theory in this study
acknowledges the systems and hierarchies in place in society and provides a framework
through which to understand participant experiences and bring voice to those
experiences. Supervisors are the individuals who often hold more power in the
supervision relationship, due to its hierarchical and evaluative nature (Bernard &
Goodyear, 2019). Supervisor training and development is often shaped according to their
own interests and theoretical leanings. Supervisors' ability to acknowledge their own
frameworks, identities, and those of their supervisees is part of the modeling and teaching
process of supervision (Jones et al., 2019). Acknowledging power and privilege in the
supervision relationship, and how it shapes supervisors, supervisees, and the relationship
through critical theory is crucial to research as we continue to work to advance equity in
the field. In this study, critical theory will allow me to examine power and privilege and
acknowledge systems and social justice as a lens through which I analyze and report the

data.
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Methodology Justification

IPA asks the participant to consider comprehensively their experience, taking into
account their thoughts, feelings, behaviors, and somatic responses (Miller et al., 2018).
Supervision training is an individual journey for each supervisor, impacted by what
learning opportunities were available or accessible, as well as experiences in various
settings. Supervisors pursue training based on their interests and often what they are
exposed to in their counseling practice. Embodied practice that comes from
Merleau-Ponty (1962) is another critical component of IPA (Smith et al., 2009) and is
applicable because supervisors experience training and training paradigms based on their
own intersectional identities. Embodiment is a way in which we view the world through
our own interactions and experiences, and our intersectional identities shape how we
interact and move through life (Merleau-Ponty, 1962, Ratts et al., 2016). Training is then
applied to individual and unique supervision relationships, based on the identities of
supervisor/supervisee/client. Intersectionality of individuals is a multicultural and social
justice practice, as people with different racial, ethnic, sexual orientation, etc. identities,
experience training, supervision, and their lives differently (Crenshaw, 1991; Ratts et al.,
2016; Singh et al., 2019). Therefore, it is important to bring attention to intersectionality
in research to better understand the lived experiences of individuals as they practice
intersectional approaches and build their expertise in these practices. Supervision and the
training of supervisors is based on knowledge which is a form of power. The supervision
relationship is based on power dynamics of the supervisor/supervisee. IPA as a research
approach seeks to understand how individuals make sense of their experiences.

Understanding the identities of participants and how they have experienced training and



90

development through each of their unique perspectives can bring a better understanding
to how supervisors are trained and what changes need to be made in the field.

Using IPA in the present study allows readers to understand multicultural
development and training through a participant’s specific experiences, as well as social
justice applications to research and policy, due to the two layers of analysis, with the
second looking at systems and social context (Miller et al., 2018). This allows the
researcher to explore challenges participants faced in training and development that may
be part of a larger systemic problem and not just the individual experience.

Researchers have previously used IPA in counselor education research (Giegerich
et al., 2020; Pulliam et al., 2019) and supervision research (Cook & Sackett, 2018). The
individualized report of supervisors’ training experiences may help to paint a better
picture of what is accessible to supervisors, as well as how expert skills are developed by
supervisors. Exploring individual experiences of supervisors' multicultural growth and
development allows for the researcher to address both the individual experience and the
experience of supervisor training at a more systemic level. Lastly, idiography is a major
component of IPA as it looks at the particular experience of supervisor’s
acknowledgement and development of multicultural competence and supervisor skill
(Smith et al., 2009). The need to explore individual experiences of a supervisor’s
development and the particular training processes is what makes IPA’s idiographic
components important to this study. The individual intersectionality of supervisors and
the systems of power lends a complexity to the issues of access, power and privilege that
needs to be explored as this can shape practices in supervision training and education.

Participant Eligibility Criteria
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Participants in the study were individuals who provide clinical supervision in the

counseling field. If the state in which they practice required approval for supervision,

they had completed those processes to be supervisors. Specific participant criteria

included:

Participants have practiced counseling for a minimum of twelve years,
with a minimum of five years’ experience as a supervisor.

Participants hold a master’s degree in the counseling profession (clinical
mental health counseling, marriage and family).

Participants have not completed a doctoral program. Some states use
doctoral supervision courses as a requirement to be certified as a
supervisor, therefore coursework for supervision will not prohibit
interested individuals from participating. (Arkansas Board of Examiners in
Counseling and Marriage & Family Therapy, 2021).

Participants identified as holding advanced skills, being wise, experienced,
or an expert in supervision.

Participants identified as being flexible in their cognitive thought
processes (e.g. nuanced awareness of supervisee needs, balancing
challenge/support, adjusting supervisor roles based on supervisee needs).
Participants identified as skillful with confrontation, conflict, and
evaluation in supervision.

Participants reported knowledge of and practice self-reflection regarding
the impact of power and privilege on the supervision and counseling

relationships.



92

Much of the research on supervisors who are identified as experts or wise have
participants who are primarily academics (e.g., Grant et al., 2012; Kemer et al., 2014;
Nelson et al., 2008). Yet, many of the supervisors practicing in the field do not hold
doctoral degrees. Doctoral degrees require access to time and money that is not feasible
for all. Experts can still exist in the field without a doctoral degree or doctoral training.
IPA studies look for participants to be homogenous in some form to allow for clearer
exploration of convergence and divergence in the experience (Smith et al., 2009);
therefore, this study achieves homogeneity by requiring participants to hold a master’s
degree in clinical mental health or marriage and family, and have practiced in a clinical
setting for at least twelve years to allow for maximum homogeneity. One aspect of IPA is
promoting the individual voices of participants and this study promotes the unique
experiences of the individual and the perspective their intersectional identities contribute
to the data.

Sampling & Recruitment

After IRB approval, participants were recruited through online media platforms
(e.g., Facebook supervision groups, ACA Connect, and LinkedIn), and word of mouth
through other counselor and supervisor colleagues. Recruitment of participants was
purposive so as to recruit participants that would provide detailed and rich experiences of
their training as a supervisor as well as diverse perspectives. Word of mouth through
other counselor and supervisor colleagues was also used so that intentional recruitment
could take place to find a diverse representation of supervisors in the field. Participants
received $100 for each interview they completed as compensation for their time at a level

equivalent with how much they might charge clients or supervisees. Participant
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recruitment targeted individuals who had 5-20 years of supervision experience and
identified as being skilled in the practice of supervision. They had completed self-study
or training in supervision. The participants in this study were in five different states, with
supervision training hour requirements ranging from 6 clock hours to 45 clock hours of
training. However, when individuals in this study were pursuing state supervision
certification, the states may have required fewer hours to obtain supervision certification.
Potential participants were invited to participate through an initial online survey
(Appendix A), to collect basic demographic information, as well as details regarding
years of experience as a supervisor, number of supervisees, and training(s) completed for
supervision. The initial survey allowed for purposive sampling to best determine fit of the
individuals for the current study, making sure they met minimum experience
requirements, state supervision requirements, as well as various training experiences.
IPA design emphasizes the quality of the data available versus the quantity of
participants in the study, considering instead the depth or richness and range of data
collected (Larkin & Thompson, 2012). The sample consisted of six participants, who
each completed two interviews. Three participants identified as White, one as Black, one
as White/Hispanic, and one as other/Hispanic. One participant was male identifying, five
were female identifying. Participants had a range of counseling experience from 13-34
years (M = 18.3) and had practiced as a supervisor for 6 to 16 years (M = 11.6). Only one
participant held an Approved Clinical Supervisor (ACS) title through NBCC.
Participants pursued training through the Clinical Supervision Academy, ACS approved
trainings, or other state approved supervisor trainings. Only one participant officially held

the ACS credential offered through the Center for Credentialing and Education (NBCC).
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Four of the participants completed enough supervision training hours or courses to
qualify for the ACS credential. It is unclear how many hours of supervision training the
final two participants had completed, however, both had completed the hours and
material required to be approved supervisors in their state. All participants were master’s
level clinicians. Half of the participants were employed in a community mental health
agency, and the other half in private practice. All of the participants started off in
community mental health. Those currently in community mental health have a side
business of providing supervision or counseling. Participants had supported 16 to 50 (M
= 26.6) supervisees over the course of their career. The purpose of the study as well as the
procedures were clearly communicated with participants prior to and after each interview.
The researcher communicated to participants information about the study and offered
them the opportunity to be involved in the data analysis process. However, none of the
participants were interested in following up with data review or analysis.
Instrument & Data Collection Method

Data was collected via semi-structured interviews, a common format in
phenomenological studies (Hays & Singh, 2012). A brief demographic and information
survey was used as a part of participant selection. Zoom interviews being semi-structured
allowed for the researcher to engage with the participants in the here and now to further
explore answers to prompts and collect more details as needed (Miller, 2018). The
semi-structured interview (Appendix C) allowed for more in-depth conversations while
also providing more consistency between interviews. During interviews the researcher
invited an open dialogue with participants, through acknowledgement of my own

identities and experiences, as well as using counseling skills to create an environment in
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which participants feel safe to share their lived experiences. Openness in the interview
process was created through clear communication with participants, keeping them
apprised of the research process and how the data will be collected and used.

Two 45-60-minute interviews were conducted for each participant, to allow for
depth of discussion. In depth interviews are the most common format of IPA which allow
for rapport to be established with the participants as they share about their particular
experiences and the researcher can engage empathically with the participants (Smith et
al., 2009). Interviews were conducted and recorded via a secure zoom with participants to
allow for review of the data and transcription. Interview recordings and data were stored
on a password protected computer, on a secure server. Transcription will be completed by
the researcher using software. The researcher will review each interview and the
transcription provided by the software for accurateness.

The interview protocol developed follows structures and guidelines for IPA to
clearly communicate the data and provide an interpretation of it (Smith et al., 2009). An
interview schedule was created prior to interviewing participants. The interview schedule
was provided to participants prior to the meeting in order to allow participants time to
reflect on their experiences. When communicating with participants about the interview,
they were encouraged to bring other artifacts/data with them that may be reflective of
their experiences of training and supervision. Artifacts were another way for participants
to communicate and share their experiences of training and development as a supervisor.
Participants had an opportunity during the interview process to share about their artifacts
and what those artifacts meant. Provided are a few sample questions asked during the

interview process:
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e Tell me about your journey of development as an expert supervisor.

e What skills and dispositions do you possess that make you an effective
supervisor?

e What steps do you think you need to take to continue to build your
expertise?

Consultation with the dissertation committee was ongoing regarding the interview
protocol to determine appropriateness for IPA and for the study content. Consultation
with other counseling supervisors regarding their experiences of broaching in supervision
was used to help with formulation of the interview protocol. Follow up with participants
after transcription allowed them to review their transcript and assess for accuracy of the
data as well as provided the opportunity to add corrections or edits. Participants were
invited to share what themes they saw within their recorded and transcribed data.

Data Analysis

Data analysis considered the participant’s experience of developing their
multicultural competencies and expertise in supervision, and how the participants make
meaning of their experiences. Data analysis through IPA allowed me to interpret events
and experiences of the participants within their social context as well as theoretical
understandings (Larkin & Thompson, 2012). Similarities across participant reports as
well as where the data is divergent across participant accounts was determined (Miller et.
al, 2018).

IPA analysis is broken down into two major components (Miller et. al, 2018). The
first round of analysis carefully looked at the participants' individual experiences of

training and development and how the data is distinct for individual participants at a more



97

surface level. This type of analysis is similar to transcendental phenomenological data
analysis (Miller et al., 2018). The second round of analysis included interpretation of the
data (Smith et al., 2009). IPA takes the analysis experience further by doing more
interpretation of the data with consideration of how society, culture, theory, or systems
inform the experiences participants report (Miller et al., 2018; Smith et al., 2009). IPA
looks at the unique account of each individual participant and then compares across
accounts to explore the similarities and differences of each experience.

The first step in analyzing the data was to read through the data several times, as
well as listen to the recorded interviews, making initial notes from observations in the
data, as well as my own reflections of what I heard. Second, through multiple exposures
to the data, I began making notes of linguistic, conceptual, and descriptive comments
related to details that appeared central to each individual participant’s experience of
supervision to understand their world, word choices, and how the participant makes sense
of their development as a supervisor (Smith et al., 2009). Analysis of the data was
initially case by case reviewing the participant’s idiosyncratic experiences. Third, after
each case was evaluated, analysis moved back and forth between the individual
interviews and the whole of the data from all participants. Notes were made regarding
client language, context, units of meaning, as well as details that stood out or were similar
or contradictory, generally falling into the same categories of descriptive, linguistic, or
conceptual details for all the transcripts (Smith et al., 2009). Through the review of the
data, quotes and specific words from the participants were used to attempt to capture the
essence of the participants' lived experience as a supervisor (Alase, 2017). Direct quotes

and words from participants were used to shape themes and summarize experiences.
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Fourth, after ongoing note taking, patterns in the transcripts were assessed, themes were
developed from each individual participant account and then compared across all
participants. Themes were developed from individual interviews as well as the overall
collection of interviews, and based on repeating words, experiences, and similarities
amongst the data. Themes were built keeping hermeneutics in mind, as the individual
parts were interpreted in relation to the whole data set, and the whole data set also
considered the individual participants (Smith et al., 2009). Within an IPA framework and
considering critical theory, each participant's unique voice was honored in the creation of
themes. Fifth, themes were ordered according to how they appeared in the transcripts and
mapped according to how they fit together. Sixth, interpretation of the data looked for
larger meanings or connections within systems. Looking at larger systems and processes
allowed for the application of interpretation that is a component of IPA as well as uses
critical theory to explore the unique and collective experiences of participants. Each
participant was a unique data set, just as together the total data set was unique and
provided insight at a more generalized level (Smith et al., 2009). Through the process,
continued support from the dissertation committee was available to maintain reflexivity.
Reflexivity and Trustworthiness

As a White licensed counselor and counselor educator, I have had many
opportunities to provide supervision to students during both practicum and internship,
supervising upwards of 40 students over the course of nine school semesters. I have
participated in community-based supervisor training provided by local agencies, a
university training collective for social work supervisors, and doctoral course work. |

have participated as a supervisor in a community mental health setting as well as a
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private practice. [ have also provided supervision for licensure. My experiences of
supervision training have varied in accessibility, depth, and breadth of knowledge, as well
as their level of engagement in issues of multicultural competence as a supervisor. I do
not yet consider myself an expert in supervision but have a desire to continue to build my
skills and knowledge. An awareness of my identity and experience is important as it
shapes my interpretation as well as my frames of reference.

To maintain reflexivity and bracket my own experiences and thoughts, I had
ongoing conversations with my committee chair. Codes and themes were developed
through my own work, in collaboration with a doctoral student also reviewing and coding
all the interview transcripts. Through development of the study, faculty members and
other research colleagues discussed my emotional reactions to the data and my response
through reading and reflecting on participant’s reports. Outside perspectives from other
supervision researchers and practitioners in the field, chosen based on their research or
expertise on supervision, created further opportunity to process the data and the accuracy
of analysis. Two opportunities to meet with participants created rich and detailed
accounts of their lived experience. Note taking was an important part of the reflexivity
process as [ made notes and reflected on any personal assumptions (Miller et al., 2018).
Note taking was implemented after interviews, to reflect on thoughts, feelings, and
themes. Note taking was also used throughout as interview recordings were watched and
transcribed. Triangulation of the data was used to assess the accuracy of themes and of
participants' similarities between data and the unique experiences of the same
phenomenon and reviewed using an external auditor (Hays & Singh, 2012; Larkin &

Thompson, 2012). Participants had the option to participate in a transcript review to
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provide clarifications or additions, however, none engaged in the opportunity. An audit
trail was kept and the research process closely tracked of how data was collected, themes
developed and then analyzed.

Results

In this study, the themes of advancement through opportunity or need, the
experience of good or bad supervision, the participant desire to learn or be better, as well
as characteristics of an expert demonstrated how master’s level supervisors developed
and view their expertise as a supervisor practicing in the field. In the sections below, each
theme is explored further with quotes from participants used to explain the themes.
Advancement Through Opportunity Or Need

All six participants started their career in a community mental health setting. Two
participants remain in a community mental health setting, another participant works for
the military, the remaining three are in private practice. Participants in the study who
worked in agency/government settings all had side businesses as supervisors. Each
participant shared experiences of moving up through the ranks within a community
mental health setting, taking on more leadership or supervising individuals without any
training or experience. Two participants shared their experiences of moving up in
respective agencies as young professionals and, once being licensed, they were quickly
placed in supervision roles. Both participants had no clinical supervision training though
were expected to provide supervision to individuals in their agency. Participant 1 pursued
the step towards being a supervisor due to him having met the qualifications and the
agency where he worked had an open position. However, in this role, he found little

support or direction when it came to providing clinical supervision and support to the
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staff below him. This experience was shocking and overwhelming as he worked to find

his footing with the new role expectations;
I started working for a nonprofit that was a bigger nonprofit. They had an
opportunity for a supervisor position and I had done supervisory stuff in my
previous careers before getting my master's degree. I'd been a team leader, those
kind of things. I was excited to try it and I had my independent license and not
many of the providers there did. So [the agency] gave me a supervisor position. I
had no idea what I had gotten myself into. I had zero training. They did no on the
job training. It was literally like here is your new office, here are the people you
are supervising. They said at some point this year you just need to get the CEU

that you need to be a supervisor. (Participant 1)

Participant 3 was placed in a supervisory position in an agency setting as a
bachelor’s-level clinician. She made the decision to pursue more learning to improve her
clinical skills and be better equipped to support her staff. Once she had completed the
necessary things, her state at the time had very few requirements for supervision so was
very quickly placed in a clinical supervisor position. For this participant, there was a very

steep learning curve with little support:

I've been in the counseling mental health field for 25 years. I started in
community mental health and was very quickly put into a management role. I still
had my bachelor's degree so I hadn't even gotten my master's yet, but within a
couple years was put into a management/supervisory role and I had no idea what I
was doing at all and eventually decided to go back and get my master's degree. I

got my clinical degree and then I got licensed. Maybe not the day I was licensed,
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but a few months after I was in a supervisory role where I was providing clinical
supervision because this was back in 2008 where they just didn't have any

requirements. (Participant 3)

These participant experiences of becoming supervisors early in their careers were similar
for five of the six participants. All of the participants were promoted during their time in
agency settings, taking on leadership roles and providing clinical supervision.

Participants who took these leadership positions and became clinical supervisors
experienced opportunities for growth and development that may not have been planned or
expected, but they took those opportunities to learn and grow their skills. In ways that
were similar to other participants, participant 4 entered into her role as a clinical

supervisor and clinical director to support her friends who were running the agency:

Of course, with no training or anything, just hey, here is your office and we don't
even know what we're doing as an organization, but you're the clinic director and
the clinical supervisor. Figure it out. So I would say that too shaped me, believe it
or not, in a positive way when you look at it because being forced into this
position, I don't think I would have taken it because I'd have been terrified.

(Participant 4)

Participant 4 felt that the push into a leadership role and clinical supervisor shaped her
career path in a positive way. As a young professional, at 27 she did not have the
confidence in her skills and abilities in the ways that she does now. She had to learn to
supervise individuals who were older and had more experience than her. Individuals in
this study experienced a “trial by fire” type of learning. The necessity of their agencies or

work environments placed them in a path that challenged them to be clinical supervisors
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whether they were ready or not. Once thrown into those roles, participants made the best
of it and pursued learning to grow in those roles, build their skills, and make themselves

into stronger clinicians and supervisors.

Desire For Growth, Learning Or More

All of the participants in this study expressed a desire to improve as a supervisor
and to gain the knowledge necessary to excel as a supervisor. All of the participants
pursued their own learning regarding clinical supervision and worked to develop the
skills necessary to the position. Learning varied amongst participants as they sought
training through SAMHSA, state approved trainers, national cohorts for supervision,
agency leadership training, university professors or workshops, and business or
leadership books. When working at an agency, some participants’ trainings were covered
by agency funding while others had to pay out of pocket to participate in supervision
training. All six participants have completed over 45 hours of training and would be able
to qualify for the Approved Clinical Supervisor credential. However, only one individual
had completed the certification process to hold the credential. Participant 6 decided to
pursue supervision training after taking a break from her role as a counselor. When she
returned to her role as a therapist she decided she was ready to use her experiences in the
field to help train new clinicians. Her identity as a Black woman also drove her desire to
learn and grow so she could mentor other Black counselors:

About 2016 is when I started the training and it was a 40 hour training over a

weekend. As in half of it was done individually [on your own time] and the other

half was in vivo a very long, long weekend. We learned a lot and that trainer had a

lot of different theories that they showed us a lot of different techniques using
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case studies...And it just kind of reiterated what I already felt as an intern was
like, yeah, I have not had a lot of people that look like me, train me to do this.

(Participant 6)

Participant 5 received training through her agency setting as she was in a leadership role.
The TIP-52 program was one of the most influential for her learning and shaped her
supervision practice to be competency based. They then pursued their own learning for a
competency-based supervision model that did not include substance use so that they
would be able to better support supervisees not working in a substance treatment setting.
After being thrown into a leadership role, Participant 1 decided to seek out more training

to grow his skills as a supervisor:

But for me, I needed to seek out more. So, I started searching and found they had
just started a program here in the state for people that are working towards a
national supervisory certification and I got set up with their program. I had to pay
for it out of pocket. It was a year-long leadership and clinical supervision
program. It was really extensive, we looked at all the different modalities and how
to apply different approaches to different supervisees and different situations. We
did a lot of discussion groups because it was a small cohort that went through the
class together. We problem solved current situations we were having and

addressed ethical issues. (Participant 1)

Participant 1 recognized the need to support his staff of trauma therapists as they
navigated helping clients with their own trauma stories. Through his year-long training,
he was able to learn about modalities and support supervisees with different needs and

skill sets.
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During her 16 years as a supervisor, Participant 6 has received many formal and
informal opportunities for training: “I'm a person that likes to learn and develop and get
better and so not having a lot in the clinical world, there was some under social work but
not under ours. I started searching out other things” (Participant 6). Some of her learning
was through reading leadership books, articles on management and leadership, as well as

social work. She took what she learned and applied it to supervision:

I was given the opportunity to be trained by some of the professors that were
clinical supervisors and some colleagues in the field that were obviously quite a
bit more advanced and older than me, which gave me a lot different insight into
clinical supervision as it was developing and evolving...I think too, with me
wanting to grow personally so that I could help the ones that I was responsible
for, they really had nobody else. So feeling that burden of helping them grow and
develop because we had nobody else knowing what I had to go through to learn
kind of gave me the passion and desire to better myself, learn more. And so I was

already ahead of the curve. (Participant 4)

Participant 3 engaged in a lot of training for supervision over her 16 years practicing as a
supervisor, with a unique entry into the field approaching through leadership before

pursuing a clinical degree.

I've done a lot of formalized training. I did the 45 hour training to obtain the ACS,
Approved Clinical Supervisor credential. I would say that was actually only a few
years ago, but before that [ had done several separate supervisor trainings, again
that I paid for because I was interested in it and wanted to learn more. And then |

always had my own clinical supervisor that really supported me and provided
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clinical supervision. One of the most impactful trainings I had was a 3D training.
It was actually geared towards addictions counselors because | was getting my
addiction counselor license at that time and it was fantastic. It was a three day

experiential kind of training on providing clinical supervision. (Participant 3)

Half of the participants found their supervision training for substance use to be the most
impactful and helpful in building their supervision skills. Participants found little
direction or support from their state guidelines or ACA regulations regarding supervision.
Their development was shaped by the number of hours required by the state, but the
actual growth and development was through their individual pursuit and desire to learn
and grow. ACA’s ethical codes (ACA, 2014) provided a framework for supervisors to
protect clients and give standards for behavior expectations of supervisees. State
regulations dictated the number of hours of training, but for some participants who have
been supervising for a while, there were no guidelines when they initially became a

SUpervisor.

[My licensure state] is very, I think lax, just in the last two years, they
implemented that supervisors who are providing licensure supervision to
counselors have to have six hours of supervision training, which is not a lot, I
mean not a lot at all. And that's just two years ago that they implemented that. So
I don't think they have [shaped my supervision practice] at all. Yeah, I wish they

were a lot more strict. (Participant 3)

Participant 4 had a similar experience that they were licensed and supervising prior to any

real state guidelines being in place. They had pursued their own learning and growth
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without much direction from state and ACA guidelines, but more out of their own desire

to support their clinicians.

I mean I don't want to say they didn't offer any type of conferences and trainings
as things evolved. But again, they were so far back. I think too, with me wanting
to grow personally so that I could help the ones that I was responsible for, they
really had nobody else. So feeling that burden of helping them grow and develop
because we had nobody else. Knowing what I had to go through to learn kind of
gave me the passion and desire to better myself, learn more. And so I was already
ahead of the curve. So their [trainings] were kind of just refreshers at the time.

(Participant 4)

Participant 2 lived in a state with more strict requirements and supervisor trainings have
to be approved by the licensing board. This participant spoke highly of her approved
trainer and that they continue to seek CEUs and participate in consultation groups

through this provider. Taking their learning above and beyond that required of the state.

When I became a supervisor, you know, obviously as part of the training they
require you to, we went through the ethics with a fine tooth comb. The training
that I went to was when I had my aha moment of like oh wait a minute, maybe I
should change some things. So I think that's when I kind of realized I need to be

aware of these ethics. (Participant 2)

This participant’s experience however is not reflective of all states and the regulations.
Some states do not require supervisors or counselors to have specific ethics training to

maintain their counseling license or their supervisor credentials.
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Good Versus Bad Supervision Experiences

All participants shared examples of mentors and supervisors who were supportive
or not supportive during their time as a counselor and also as a new supervisor. For all of
the participants, they were shaped by their own experiences of supervision and
mentorship. Those experiences led participants to want to be a better supervisor and
provide good supervision experiences to those coming up behind them. Participant 6’s
experiences led them to want to be a diverse voice in the field so that others could see
someone like them in a supervision relationship. Their experiences of supervision were
good, just not diverse:

I knew I wanted to be [a supervisor] as soon as, you know, before I got my

licensing because it was hard to find a diverse supervisor, someone that just

wasn't a white male. I loved my supervisors. They were wonderful, wonderful

men, very self aware. Allowed me to challenge them as far as stereotypes and

things like that. (Participant 6)

Participant 3 was shaped by both positive and negative experiences of supervision, so
much so that they had to take a step away from the field due to burnout under a bad
supervisor. This experience coupled with ongoing supervision of supervision has shaped

their growth and development as a supervisor:

So I was lucky that I had some really good clinical supervisors that I learned a lot
from. And then I also had the opposite that I had a really bad clinical supervisor
that I also learned a lot from. For me, it was really impactful because the

difference I felt having a good supervisor versus a bad supervisor was like night
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and day. You know, I ended up becoming burnt out under one of those bad

supervisors. (Participant 3)

Another participant shared about the mentorship and guidance they received in their
journey of becoming a supervisor, believing some of the characteristics that make an
expert supervisor, like understanding your own identity and who you are as a leader, can
not be learned in a classroom. This participant had support and guidance in their early

career as they were establishing their supervisor identity:

I had at least one very good supervisor. And again, this was years ago, they taught
me about supervision, about mentoring, and really helped me a lot. He probably
doesn't even know, but more with personal growth, because I think that's a big
thing, is like learning to develop patience, empathy, all those things that are
critical to be in my opinion, to being a good supervisor that at a young age
coming into supervision I did not have and taught me in a way that was not

judgmental but more of coaching and mentoring I would say. (Participant 4)

This experience of non-judgmental support from a mentor or supervisor is one of the
ways that helped this participant build their skills and expertise as a supervisor. They
were supported as they leaned into a new role and practiced new skills. Another
participant shared about their experience of mentorship and supervision of supervision.
Through these experiences, coupled with the supervisor training they pursued, they built
their skills to become an expert supervisor. This participant experienced support as they

learned skills and practices of supervision.

I took this clinical supervisor position and we had our clinical directors that were

above us and she is this amazing provider, great leader, and good teacher. She had
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all of these great skills and every one-on-one that we had, she was really teaching
me how to be a supervisor. Every week we did weekly one-on-ones and it was just
like mind blowing, like oh I've never even heard about this. I've never even
thought about these things. I was really fortunate to have that. And I had this
model of what a really good clinical director, clinical supervisor looks like and all

of those pieces to supervision. (Participant 1)

Finally, this participant had several negative experiences of supervision that drove
her to want to offer a different experience to others in the future. Looking back she
recognized that one of her supervisors was burned out and unable to offer her the support
she needed as a new clinician. The experience mentioned below led her to feelings of
resentment as she took on more responsibility than necessary as the supervisee. Her
negative experiences drove her to want to be better and build her skills, even if she wasn’t

supported during the supervision process.

So supervision was not really supervision with him. He'd be like, let's go have
lunch and count that as supervision. And at that time I was just trying to get my
hours, just sign my hours logs. I don't care. But you know, you're just trying to
make it right and survive. I think, after that is when I really recognized, ooh, I
need to do something different because I'm not going to be good at what I do and

I want to be good at what I do. (Participant 2)

Characteristics of an Expert Supervisor
Participants in this study shared experiences of the skills that they have developed
over time as expert supervisors as well as specific skills or dispositions they possess that

they believed make them experts. Participants in the study identified the necessity of
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being ethical in their practice and decisions, as well as teaching ethics to their

supervisees.

I think being a type A [personality] in some ways is helpful because I am a rule
follower. I think ethics are important. And so I always revert back to like okay,
what does our ethics say? How do we make this decision right based on our

ethics. (Participant 2)

This participant’s state guidelines required ethics training which has shaped some of their

practices as a supervisor.

I think that [ethics] was sort of ingrained in me at that moment [of training].
That's something I've always referred to. It's like, what does our ethics say? And
then I became aware that there was an ethical decision-making model. Like there's
a what? I've used that multiple times with my associates, but nobody ever taught
me that. And so, I think my supervisor training was probably the best training |

ever had. (Participant 2)

Not all participants in the study were required to have ethics training or to have ongoing
ethics training, however all participants acknowledged that ethical practices are essential
to their skills as an expert supervisor. The ability to be flexible with supervisees and the
approaches they take in supervision is a necessity as supervisee and client needs shift

week to week.

I'm pretty flexible, even if not initially. I don't like change sometimes, but I can

see the benefit of change [even if I] might not agree. I'm willing to go with it and
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try it and make the best of it. I think being willing to change and adapt that you

have to [as a supervisor]. (Participant 4)

Supervisors ability to be empathetic and responsive was a part of building relationships
with supervisees as well as contributed to their flexibility with supervisees. In building
relationships with supervisees, participants shared the importance of confrontation or

directly addressing the issues they were seeing or experiencing with supervisees.

I'm more comfortable with [confrontation of supervisees] because I know the
potential consequences if I'm not. Not just for me, but for the individual that's
receiving the services, that could be the person that's in the middle of that issue.
Mental health care, all of the things that we do, have such a stigma already and
then to put a not prepared provider in front of somebody and have it be damaging

makes things so much worse for a future provider [and client]. (Participant 1)

Lastly, the knowledge that these participants held from their experiences as both a
counselor and a supervisor, shaped their work in supervision. They held practical and
theoretical knowledge from their experiences and training that could be used to support

supervisees in their own growth and learning.

I like to be laid back and collaborative, but I can also jump in if I know a yellow
or a red flag is being waved. I can jump in and say, hey, let's do this instead. What
about this? So I feel like I have the knowledge to back things up and then I can
be, I can be very present with my supervisees. I think the biggest thing that I have
seen for an effective supervisor, you have to have the knowledge, not just

providing that unconditional support. (Participant 3)
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Participant 1 felt his supervision journey has been shaped by necessity. However, his
desire for people to experience good clinical care and feel supported also drove his work.
Through knowledge gained from training and experience he was able to support his

supervisees.

I've always felt if this is the role that I'm going to be in, I need to be good at it. I
need to make sure that the people that I am sending out into the world to help
people have the right skills to do that. I don't want it to come back to me that they
did damage to somebody because they weren't prepared, you know? Or they didn't
know how to handle a situation. Or that they didn't feel supported enough to come
to someone and say, I don't know what to do with this, please help me.

(Participant 1)

Discussion

The purpose of the interpretative phenomenological analysis study was to
understand the lived experiences of master’s level supervisors in the field building their
expertise as a supervisor and learning as they grow their multicultural competence. This
research uncovered the need to better understand the experiences of supervisors
practicing in the field. Counseling training centers, doctoral students, and internship sites
create easy access for researchers to learn about practices and experiences of individuals
providing or receiving supervision. By ignoring the work of supervisors practicing in the
field, crucial data is missed and the experiences of those supervisors is lost. The pressure
for a large output of research and published material may limit some researchers from

pursuing community members. Participants in this study pursued their own growth and
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development, based on need or opportunity. Supervisors in the field may experience
having little direction when it comes to learning about supervision.

Participants in this study often advanced into supervisor roles with expectations of
starting supervision immediately without having training or experience. They met their
state requirements for training but continued to pursue more learning to perform at a
higher level and out of a sense of professional responsibility to ensure they were
providing necessary support to supervisees and clients. Through state requirements,
supervisors are mandated a specific number of hours of training that vary greatly across
the United States (Henricksen et al., 2019). Some states may require ethics trainings,
some states do not. Some require ongoing supervision CEUs, other states only require the
initial training. Supervision is a key form of training within the counseling profession
(Bernard & Goodyear, 2019). Yet, the structures set in place for supervisors across the
United States are inconsistent (Henricksen et al., 2019). This study points to the various
ways in which master’s-level supervisors pursue learning about supervision and the
characteristics that are exhibited by expert supervisors. Based on participants’ frustrations
with needing to seek out training and resources to grow as supervisors, this research
speaks to the need for state guidelines and supervisor expectations to be more aligned in
order to better support supervisors and create consistency across the field.

Best practices in supervision were established in 2011 (ACES, 2011), however,
this document is not easily accessible on the ACA or ACES website. There are
competencies for many different counseling topics available on the website, but not for
supervision (American Counseling Association, n.d.). Learning from supervisors

practicing in the field is important to better understand how their skills are developed and
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expertise is built (Falender et al., 2013). Gaining insight into the experiences of those in
the field can help to shape the training of future counselors and supervisors as well as
provide better supports to those in the field, closing the research-practice gap (Hays et al.,
2019). Previous research has explored the cognitions of and practices of expert
supervisors (Kemer et al., 2014; Kemer et al., 2017; Kemer, 2020; Nelson et al., 2008).
However, understanding the journey to building expertise has not been explored in
counseling supervision. Understanding the experiences of training and learning for
supervisors can lead to more intentional training requirements and expectations, as well
as creating consistency across states. The themes from this study are: (a) advancement
through opportunity or need, (b) the experience of good or bad supervision, (c) the
participant's desire to learn or be better, and (d) characteristics of an expert.

Participants in this study all began their careers in a community mental health
agency setting. During that time, various participants were placed in leadership roles even
if they were not prepared to provide clinical or administrative supervision. Participants'
were often placed into leadership roles, prior to having any supervision training. Once
placed in a clinical supervision role, they were asked to pursue training within the year. In
a recent workforce study, the ACA (2024) found that 11% of respondents worked in a
community mental health setting and 38% were in private practice. However, the
response rate was only 3.1% for the ACA study. It is possible that individuals who work
in community mental health settings were less likely to respond to the survey. According
to the report (ACA, 2024), those in community mental health settings have the highest
debt, so participating in ACA membership may be less accessible, therefore they may

have been less likely to participate in the survey. The lack of data from community
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mental health settings is problematic because supervisors in agency settings may have
support from other supervisors via consultation, but may lack training or direction for
clinical supervision. All participants in the study started in community mental health and
through much of that experience grew their expertise. There is little research that explores
supervisors in community settings, more specifically community mental health settings
(Hutman et al., 2021). Yet, these large agencies employ many new graduates seeking
licensure supervision. For those in community health settings, trainings for supervision
may be inaccessible due to time or financial constraints.

This research is a step in the direction of understanding experiences of those in
community mental health, but also those in private practice. Hutman et al. (2021) worked
to develop a competency based training program for public sector supervisors that fits the
constraints and needs of a larger agency. In this study, none of the participants had access
to that type of training. All participants had to pursue their own learning for supervision.
Not all supervisor trainings are created equal and individuals who are only seeking to
meet the requirements of their state supervision guidelines may miss out on important
learning opportunities to grow their skills and gain the needed knowledge to support
supervisees. Participants in the study pursued learning based on their interests and their
identities, not to meet professional requirements. Some states represented in the study
required supervision training to be state approved or NBCC eligible trainings.
Participants were intentional in choosing their supervision training. Some even stayed in
contact with trainers and training cohorts due to their positive learning experiences and

the support they received.
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Of the six participants in this study, two were licensed in more than one state and
approved to supervise in more than one state. Participants in this study expressed the
importance of maintaining ethical practices and the challenges of tracking the various
requirements of multiple states for both themselves and their supervisees. Some
participants found online supervisor communities to be useful when pursuing information
about state requirements or supervisee issues. Supervisors who are approved to supervise
in a state they are not currently residing in have to keep straight the various requirements
for the counselor as well as the requirements for their own training as a supervisor for
each state. Sixty nine percent of individuals who responded to a recent ACA Workforce
survey were interested in multi-state licensing (ACA, 2024). As the field continues to
move towards pursuing a compact for counselors for consistency in licensure
requirements across states, further considerations need to be made regarding supervisors.
Henricksen et al. (2019) found that across states there were similarities between states
and jurisdictions but no consistency in supervisor licensure requirements. Consistency is
needed to ensure that counselors are trained sufficiently and are receiving the supports
from supervisors to help build their skills and advance the field.

Participants in this study shared various experiences of supervision and
mentorship they received that shaped their current practices as a supervisor. Those
positive experiences of supervision created a safe environment for participants to build
and explore their skills as a clinician. As a supervisor, if they had positive mentorship
experiences, they learned supervisor skills and felt more prepared. Ongoing support or
mentorship is one way in which individuals can build expertise (Elvira et al., 2017,

Wallin et al., 2019). Being supported by others as you learn a new role and new skills
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leads to growth and testing of those skills and abilities, honing the theoretical knowledge
in to practice. For those who experienced little support or negative supervision realized,
they needed to seek out their own trainings, build their own networks, and create their
own supervision narrative. The participants in this study all began their supervision
career while in a community mental health setting. A white paper by the company
Motivo, found that “geography, supervision fees, and finding supervisors with the right
credentials are huge obstacles for new therapists looking to fulfill supervision
requirements” (McCrickard, n.d.). Those in community mental health settings are most
likely to experience burnout (ACA, 2024) and having a supportive and skilled supervisor
has potential to change experiences of burnout if new clinicians are supported in their
roles (Byeolbee & Sojeong, 2024; McCarty et al., 2023).

The ACA Code of Ethics (2014) outlined that, “counseling supervisors are aware
of and address the role of multiculturalism/diversity in the supervisory relationship”.
However, it does not provide specific guidelines for supervisors to use in their practice.
The MSJCC (Ratts et al., 2016; Fickling et al., 2019) or the broaching continuum
(Day-Vines et al., 2007; Jones et al., 2019) are frameworks that supervisors can use to
infuse their work with multicultural practices. Most participants in the study had never
heard of the MSJCC or the broaching continuum. However, the work they reported doing
with their supervisees reflected these frameworks. Having knowledge of these academic
articles or the ability to access them, may be limited for individuals practicing in the
field, but it does not mean they are not practicing in a way that aligns with the research.
Having clearer structure for supervisors in the field can help to create more consistency in

the training and expectations of supervisors. It provides clearer guidelines for how to
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train supervisees as well as provide more support to supervisors as they work to adhere to
the ACA code of ethics.

Participants in this study made a commitment to their training which was
evidenced by their willingness to pay for some of the training they received. Those
working in agencies may have had financial support for CEUs, but much of the training
costs were paid for by participants. The current costs of training to pursue an Approved
Clinical Supervisor (ACS) designation ranges in cost from $500 - $1,200 for various
courses (cce-global.org), not considering the various ranges of tuition to enroll in a
doctoral level supervision course. To receive a year of training and group supervision and
pay fees on the top end of this range may not be accessible to all individuals in the field.
Some participants, despite receiving some supervision training that was paid for while
working in an agency setting, still chose to pursue more supervision training because of
their interest and desire to learn more. For individuals to be equipped to supervise, as
well as meet state credentialing, trainings needs to be accessible. The ongoing need for
mental health professionals means there is also a need for supervision and training of
those new clinicians. Hutman et al. (2021) found that through competency training
offered to mental health professionals (licensed marriage and family therapists, social
workers, and psychologists), multicultural competence was one of the largest increases in
self-efficacy. Through intentional training, supervisors can practice with more
competence to address multicultural issues in supervision. Participants in this study
valued multicultural competence, and worked to grow their skills. This study stands out
in that all participants valued this, and may not be common in other research.

Understanding that personal drive shaped the expertise development and growth
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accessible materials or support from counselor educators or supervisor mentors can be
more specific in the guidance they provide.

The expertise developed by the individuals in this study aligns with expertise
development within the counseling profession and other adjacent fields. The integrated
development model (IDM) described expert supervisors as individuals who want to
improve their skills and were able to adjust supervision to the developmental needs of the
individual supervisee (Stoltenberg & McNeill, 2010). Expertise is developed over time
and all participants fall within a range in which they have had time to develop and build
their expertise. The present study explores more about development of their supervision
expertise and less about their cognitions (Kemer, 2020). Through the building of their
expertise, this study furthers research that the development journey is ongoing and unique
to each individual (Alexander, 2003), yet outcomes still reflect expertise. Understanding
expertise development and ways to support new and seasoned supervisors in building
their expertise is important for building and maintaining a strong field of counselors
(Elvira et al., 2017). Participants in this study are distinctive in that they pursue their own
learning, above and beyond what might have been expected of them.

Limitations and Future Research

IPA illuminates an individual’s idiosyncratic lived experience, emotions, and
thoughts utilizing participants from a homogeneous group (Larkin & Thompson, 2012).
This can make broader generalization more challenging. However, it can help counselor
educators understand others' experiences and take those into account when it comes to
teaching, training, research, and policy. Eligibility of participants and those who

responded to the study may have been limited due to much of the communication being
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through word of mouth or social media. This might limit the individuals who were aware
of the study, therefore potentially missing out on important expert supervisor reports.

Additionally, despite attempts to define expertise broadly in the eligibility criteria,
the term expert may be hard for some individuals to embrace and therefore limit those
that responded to the call for participation. Multicultural growth and development may be
a newer concept for some expert supervisors and therefore a knowledge gap for those
who attended school many years ago.

As a White female, my identities may present a barrier to some participants and
their willingness to fully share some of their experiences in supervision skill
development. Future research of other homogenous groups would allow for exploring
the unique experiences of various groups on broaching and how it shapes the supervision
relationship. A case study of a supervision dyad would also be beneficial research to
explore both the supervisor and the supervisee’s experiences of broaching in the
relationship. Further exploration is needed to understand supervisor requirements across
states as the licensure compact continues to move forward and change the field of
counseling and supervision.

Implications

Once practitioners have graduated from their master’s programs, they may have
little connection to the universities. Similarly, individuals in the field may be less aware
of current research or practice trends, limiting the work they are doing supporting
supervisees as they become less informed of current research and practices. Accessibility
of research and training for supervisors is often hidden behind steep costs of major

publishing companies or other organizations.
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Training

Participants in the study often had to pay out of pocket to pursue training that
built their skills as a supervisor, despite those trainings being a requirement of the state
licensure boards. Agencies can sometimes provide supervisors with funding for CEUs but
those in private practice have to intentionally set aside money to pursue training. Most
participants in the study were not actively looking at current research, but relying on
business leadership material and consultation with peers to learn. Creating access to
information for supervisors better equips individuals to provide training, modeling, and
mentorship to new practitioners. Creators of trainings need to be compensated for their
work but creating accessible learning opportunities for all is necessary to build more
equity in the field. Individuals can continue to learn about current data by looking for
open access journals, such as Teaching and Supervision in Counseling, the Journal of
Counselor Preparation & Supervision, and The Professional Counselor, to learn about
supervision as well as using their ACA membership to access the Journal of Counseling
& Development which is included with membership. Using the local library, alumni
status from your university, or a guest membership to a local college library are other
ways to access recent research publications. Additionally, scholarships for supervision
training are available through NBCC to pursue their ACS credential (cce-global.org).

Trainings for current and future supervisors need to include frameworks and
theories of supervision as well as an application of skills to allow individuals to apply and
practice what they have learned. Those receiving instruction would benefit from training
that takes place over a longer period of time, therefore allowing them to practice and

receive feedback. However, this is not always feasible due to time and financial
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constraints. Training needs to reflect not only the expectations for supervisors from the
ACA Code of Ethics (2014) but also the best practices in supervision (Borders et al.,
2014). Developing expertise includes practical learning, as well as reflective knowledge.
Supervisor trainings need to allow time and space for supervisors to reflect on their own
identities and the impact that can have on supervision relationships as well as how they

support supervisees in addressing client needs.

Practice

For new and developing supervisors, building expertise is a personal journey, in
which they continue to pursue learning and development, but also experience support
(Wallin et al., 2019). Within a private practice setting, seeking out supervision of
supervision or a consultation group for supervisors is a way to experience support and
pursue ongoing growth. Multiple participants in the study used social media groups (e.g.,
Missouri Clinical Supervisors or Oklahoma Counseling Supervisors) to seek support
from other supervisors. Engaging in local (e.g., Texas Association for Counselor
Education and Supervision) or national supervision (e.g., Association for Counselor
Education and Supervision) conferences can lead to ongoing learning as well as exposure
to current research. Regional conferences for counselor educators and supervisors, such
as North Central Association for Counselor Education & Supervision, may help make
travel costs more manageable. ACES and regional ACES could work to promote their
conferences to more practitioners, and not just academics. In community mental health
settings, supervisors can seek out other supervisors or administrators who are open to
supporting growing professionals. Networking with peers, seeking out leadership cohorts,

or using local social media groups are ways to connect with those locally or within an
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agency. Participants in the study continued to connect with internship or licensure
supervisors, as well as trainers and learning cohorts, for ongoing support. Individuals can
leverage the resources of agencies to their benefit by using training hours or training
dollars to grow supervision skills and seek out consultation with peer supervisors.
Supervisors who view themselves as experts should consider ways in which they
can give back to the field by supporting newer supervisors. They might host consultation
groups for supervisors to build community and encourage skill development. One
participant who still actively worked in community mental health discussed the cost of
supervision for supervisees and making supervision costs more accessible. They viewed
their work as a supervisor as a way to give back. They were able to offer lower cost
supervision services as a part of their side business while working full time for an agency.
Additionally, counselor educators and counseling programs may be able to support
supervisors by offering accessible trainings or scholarships for trainings. Access to
knowledge can help to create equity and advance skills across the profession. Community
engaged research and advocacy can lead to more reflective research that supports the

needs of counselors and supervisors (Barrio Minton et al., 2021).

Research

Counselor educators have a unique role as they are training current/future
supervisors as well as continuing to research supervision and its many facets. For those
individuals with tenure, privilege, and power, they can begin to push back against the
expectations of academia in order to decrease the researcher-practitioner gap, making
knowledge more accessible to people that have need of it in the field, and not just those in

the academy (Murray, 2009). This could look like challenging systems and structures of
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tenure, allowing for researchers and practitioners to be more involved in the community,
building longer term relationships with community partners, and focusing on participant
populations that will not turn out quick publications (Chan et al., 2019). Universities and
the counseling field can continue to create open access journals that encourage
practitioners to engage and learn about best practices and the field as it evolves.
Counselor educators have an opportunity to mentor and provide supervision of
supervision to new supervisors in the field. Finally, grant funding to support these
ventures and those of other community-based endeavors would benefit not only
counselor educators but those leaders who are practicing in the field as well.

Conclusion

The two studies in this dissertation explored the lived experiences of supervisors
practicing in the field. The participants in these studies self-identified as experts in their
practice as supervisors. Participants in both studies had a range of counseling experience
from 13-34 years (M = 18.3) and had practiced as a supervisor for 6 to 16 years (M =
11.6). Only one participant held the Approved Clinical Supervisor credential, though all
participants had completed enough supervision training hours to earn it. The participants
in the two studies shared their experiences of training and of broaching in supervision.
Article one explored:

RQ1: How do master’s-level supervisors experience the supervisor-supervisee

relationship when addressing multicultural issues?

RQ2: How do master’s-level supervisors develop skills in broaching and

addressing intersectional identities in the supervisory relationship?
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Participants in the study found that discussing multicultural identities and their
intersections was important from the very beginning of the relationship, as well as
discussing their own identities as supervisors and their approach to the supervision
relationship. This initial approach allowed participants to be direct in their supervision
approach to address issues or concerns that may arise as well as exploring the relationship
with the supervisee. Participants in the study expressed a desire to understand their
supervisees experiences and support them in navigating how their identities might impact
the work they do with their clients. Individual participants' approach to supervision was
shaped by their identities and their experiences as supervisors and as counselors.
Participants often had to be self-motivated to grow their skills as a supervisor, pursuing
on going learning, even if their state did not require it.

Article two explored participants' journey of learning that brought them to the
place of being an expert in supervision. Article two explored the following questions:

RQ1: How do master’s-level supervisors experience building expertise?

RQ2: How do master’s-level supervisors experience learning as they build their

own multicultural competence?
Participants in the study shared characteristics and examples of their practices that make
them experts in supervision. Participants spoke to the flexibility and ethics required of
being a supervisor. The supervisors in this study were placed in leadership roles out of
necessity or through a desire for growth. Their advancement in the field helped to shape
their skills and created a need for ongoing learning. Participants in this study are unique

in that they pursued further learning out of their own desires to excel in their role as a
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supervisor. Their expertise was also shaped by experiences of supervision. Participants
often had both good and bad examples that shaped how they chose to supervise.

Collectively, these studies speak to the need to understand more about the
experiences of professionals in the field and the challenges and success that they have.
Most of the current research focuses on individuals affiliated with a master’s or doctoral
program in counseling (i.e., students or faculty). Individuals who are a part of a master’s
or doctoral program are easily accessible participants. However, they make up a very
small percentage of supervisors in the field. Those practicing in community mental
health, although often a mix of social work, psychology, and counseling backgrounds,are
rarely studied. The experiences of those practicing in the field are necessary to
understand as they are supervising new practitioners and therefore shaping the practices
of the counseling profession. The current studies take an important step in addressing the
gap in the research.

Expertise has been previously studied in counseling (Kemer et al., 2017; Kemer,
2020) however those participants were mostly doctoral students or individuals who held a
PhD. In these study, participants were required to hold only a master’s degrees and not be
enrolled in a doctoral program. Expertise should not be limited to those pursuing or
holding doctoral degrees. In assuming a degree makes an expert based on the participants
in expertise studies, much of the practical and procedural knowledge that has been built
over decades of experience in the field is left out of the research literature. These studies
speak to the skills and development of individuals who worked hard to gain knowledge

and grow their skills. Expertise comes with ongoing lifelong learning (citation) and these
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participants expressed their individual next steps for growth and development to continue
their journey as supervision experts.

Based on the findings of these two studies, future researchers should be more
community focused in learning about experiences of supervisors, regulations that shape
their practice, and what makes their supervision effective. Possible ideas for future
studies include dyads of supervisor/supervisee who practice in the field, pre/post tests for
supervisors who participate in training to gauge their learning and growth, or longitudinal
studies on supervisors continued learning.

Creating accessible knowledge for those in the field is something I desire to
continue to do to make training and growth for supervisors more equitable. As a field, we
need to continue to find ways to close the research-practice gap make research more
accessible to those outside academia (Murray, 2009). Counselor educators can consider
strategies for supporting supervisors at a local level through trainings or certificates.
Finding ways to change the tenure expectations and narrative is an important step
forward for the field to help supervision research permeate more widely. Expectations to
crank out publications often means choosing research that is quicker and easier, and may
be less impactful. Building community partnerships and pursuing populations that are
harder to reach takes more time and possibly publications, but more wide reaching
publications. Supervision is an important part of counselor development and should
continue to be explored to better support supervisor development and the needs of new

counselors.
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Appendix

Appendix A: Informed Consent

University of Missouri—St. Louis
Informed Consent for Participation in Research Activities

Project Title: “ Multicultural Competencies and Developing Expertise in
Supervision”

Principal Investigator: Mary Martha Abernathy, LPC, NCC
Department Name: Educational Sciences and Professional Programs
Faculty Advisor: Phil Waalkes, PhD, LPC, NCC

IRB Project Number: 2097576

You are invited to participate in a research study. The purpose of this research is to
explore supervisor’s perceptions of how master’s level supervisors develop multicultural
competencies and expertise as a supervisor.

To participate in this study, you must fit all of the following criteria:

(1) have practiced counseling for a minimum of twelve years, with a minimum of
five years’ experience as a supervisor.

(2) hold a master’s degree in the counseling profession (clinical mental health
counseling, marriage and family).

(3) have not completed a doctoral program. Some states use doctoral supervision
courses as a requirement to be certified as a supervisor, therefore coursework for
supervision will not prohibit interested individuals from participating.

(4) self-identify as holding advanced skills, being wise, experienced, or an expert in
supervision.

(5) identify as being flexible in their cognitive thought processes, as well as being
skillful with confrontation, conflict and evaluation in supervision.

(6) have knowledge of and practice self-reflection regarding the impact of power
and privilege on the supervision and counseling relationships.
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Your participation will involve a survey which will ask you questions about your
experience in supervision, number of supervisees, and years in supervision, as well as
demographic information. The survey will take approximately 7-10 minutes. Following
completion of the survey, two 45-60 minute interviews will be conducted over a secure
zoom. During the interviews, you will answer questions about your experiences
developing multicultural competence and expertise as a supervisor. Interviews will be
audio and video recorded and transcribed. In total, your participation will take about
90-120 minutes.

For your time and effort, we will be offering compensation in the amount of $100 after
the completion of each interview.

There is a loss of confidentiality risk associated with this research due to a video chat
interview. This will be minimized by using a secure zoom, data will be stored on a secure
server, and data collected will be coded so as to remove the identity of the participants. In
any publications, pseudonyms will be used to protect your identity. Answering questions
about your multicultural approaches in supervision practice and your intersectional
identities may feel somewhat uncomfortable.

There are no direct benefits for you participating in this study.

Your participation is voluntary and you may choose not to participate in this research
study or withdraw your consent at any time. You will NOT be penalized in any way
should you choose not to participate or withdraw.

We will do everything we can to protect your privacy. As part of this effort, your identity
will not be revealed in any publication that may result from this study. In rare instances, a
researcher's study must undergo an audit or program evaluation by an oversight agency
(such as the Office for Human Research Protection) that would lead to disclosure of your
data as well as any other information collected by the researcher.

If you have any questions or concerns regarding this study, or if any problems arise, you
may call the Investigator, Mary Martha Abernathy (314-669-1040) or the Faculty
Advisor, Dr. Phil Waalkes (314-516-6086). You may also ask questions or state concerns
regarding your rights as a research participant to the University of Missouri—St. Louis
Office of Research Compliance, at 314-516-5972 or irb@umsl.edu.

Appendix B: Demographic and History Survey
Name:

Title:
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Credentials you hold:

Years practicing as a counselor:

Years practicing as a supervisor:

Number of supervisees to date:

Number of active supervision relationships:

What state(s) are you licensed in to practice as a counselor/ supervisor?

What interests you about being a supervisor, keeps you practicing as a supervisor?
Most impactful trainings, materials, books you have completed/used for supervision
growth/development

Are there theories or models of supervision you use?

Age:

Disability:

Religion:

Race:

Gender:

Education:

Ethnicity:

Sexual orientation:

Other identities that are important to who you are as a supervisor and human?
What types of supervision have you provided: Site supervision for master’s internship,
practicum supervision for master’s student, licensure supervision, other?

Do you primarily provide in person or virtual supervision?

What languages do you speak fluently?
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What languages have you provided supervision in?
In what contexts have your provided supervision in: rural, urban, suburban

Do you identify yourself as an expert or holding advanced skills as a supervisor?
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Appendix C: Interview Questions

Article 1:

RQ1: How do master’s-level supervisors experience the supervisor-supervisee

relationship when addressing multicultural issues?

RQ2: How do master’s-level supervisors develop skills in broaching and addressing

intersectional identities in the supervisory relationship?

Multicultural issues in supervision may look like:
“a working knowledge of the factors that affect worldview; . . . self-identity
awareness and competence with respect to diversity in the context of self,
supervisee, and client or family; competence in multimodal assessment of the
multicultural competence of trainees . . . models diversity and multicultural
conceptualizations throughout the supervision process; models respect, openness,
and curiosity toward all aspects of diversity and its impact on behavior,
interaction, and the therapy and supervision processes; initiates discussion of
diversity factors in supervision” (Falendar & Shafranske, 2004, p.149).

But multicultural issues can also look different and unique in every relationship.

Understanding your view and how you experience multicultural issues in supervision is

what is most important.

1. How do you define multicultural issues in supervision?

2. How have you experienced discussing multicultural issues in supervision?

3. Please describe one particular experience of openly discussing multicultural issues in

the supervision relationship.
a. What did it feel like to address multicultural issues? What were some of the

thoughts/feelings you had when addressing this in supervision?

4. How do you feel your own identities influenced your broaching behaviors or

multicultural practices in supervision?
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5. Can you share a time when you had a learning experience/growth moment/lightbulb
moment addressing multicultural issues in the supervision relationship?

6. Can you share an experience of a rupture and repair moment?

7. What else that we haven’t covered do you think is important to your experiences of
addressing multicultural issues in supervision?

Article 2:

RQ1: How do master’s-level supervisors experience building expertise?

RQ2: How do master’s-level supervisors experience learning as they build their own

multicultural competence?

Expertise can be defined in many different ways. It will be important to understand how
you experience and view expertise for the purpose of this research. Expertise may result
from the number of years practicing in the field as a clinician or supervisor. It may look
like your ability to organize and assess knowledge or experiences (Attri, 2019). It may
look like a progression of skills and knowledge that leads to more intuitive practices.
Expertise may also happen through intentional reflection on your intersectional identities

and engagement with communities.

1. Tell me about your journey of development as an expert supervisor.

2. Please describe for me your experience of how training as a supervisor has helped
build your multicultural competencies in practice, in as much detail as possible.

3. What influenced your training path for supervision?

a. What model/framework(s) do you use as a supervisor, if any?
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b. How did state or ACA training guidelines shape your supervision
training
4. What skills and dispositions do you possess that make you an effective supervisor?
5. How has your training path been different from other supervisors?

6. What steps do you think you need to take to continue to build your expertise?
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