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The au tho r s ou t l ine the Goals, Func t i ons , Roles, and Systems 
Model (GFRS), a school counseling-specif ic model for superv is ing 
school counse lors- in- t ra in ing (SCITs). The GFRS was created as a 
guide for ass i s t ing i n superv i s ing and p repar ing SCITs for the 
mul t i face ted tasks they w i l l under take i n the i r in t e rnsh ips and 
careers. The components of th i s model are described w i t h i n the 
context of the systems in f luenc ing supervis ion of SCITs. The GFRS 
is detailed to i l lus t ra te how i t meets the specific needs of school 
counsel ing supervis ion. Examples are inc luded of the GFRS when 
appl ied i n superv is ion. 

The ever-increasing, specialized expectations demanded of school coun­
selors make modification of the supervision of school counselors-in-
tra ining (SCITs) essential (Nelson & Johnson, 1999). Today's SCITs 
w i l l be expected to perform numerous and varied duties. There­
fore, these students require a supervis ion model tha t is clear, 
concise, and practical , and one that provides concrete prepara­
t i on regarding the i r professional knowledge and roles (Akos & 
Scarborough, 2004; Crutchfield & Borders, 1997). School counsel­
ing-specific supervision remains a neglected issue i n counselor 
tra ining despite empirical evidence that supervision results i n school 
counselors' increased effectiveness and accountabil i ty, improved 
counsel ing ski l ls and understanding of expectations, enhanced 
professional development, and improved job performance, confi­
dence, and comfort (Agnew, Vaught , Getz, & For tune , 2000; 
Crutchfield & Borders, 1997; Herlihy, Gray, & McCollum, 2002). 

To reflect competent, judic ious, holistic, and ethical t ra ining and 
preparation of school counselors, school counseling-specific c l in i ­
cal supervision is crucial (Crutchfield & Borders, 1997; Nelson & 
Johnson, 1999; Studer, 2005). Furthermore, the paucity of school 
counseling-specific supervision models supports the need to cre­
ate supervision experiences that directly reflect the roles that SCITs 
wi l l be expected to fulf i l l . Current models and theories of counsel-
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ing supervision do not fully reflect the needs of SCITs as they pre­
pare for the future roles they w i l l perform (Crutchfield & Borders, 
1997; Herlihy et al., 2002; Studer, 2005). 

Cjm-ejrUSuj^ 
Several worthy models of counseling supervision have been pro­
posed over the past 3 decades (e.g., Bernard, 1979; Bordin, 1983; 
Bradley & Ladany, 2001; Holloway, 1995; L i t t re l l , Lee-Borden, & 
Lorenz, 1979; Loganbil l , Hardy & Delworth, 1982; Stoltenberg, 
1981). Social role models (e.g., the D iscr iminat ion Model; Ber­
nard, 1979) emphasize specific roles and functions of counseling 
supervisors. Developmental models of supervision (e.g., Stoltenberg, 
1981; Stoltenberg & Delworth, 1987) focus on how SCITs change 
th roughout the ir t r a in ing and supervised experience. The Sys­
tems Approach to Supervision Model (SAS; Holloway, 1995) fo­
cuses on seven empirically derived dimensions that interact i n a 
concentric process affecting the core factors of supervision rela­
t ionships, tasks, and functions. 

Cl inical/mental health models of supervision, however, are i n ­
adequate for the supervision of SCITs. For example, some clinical 
models focus a great deal of supervision time on helping SCITs to 
integrate several counse l ing theories in to consistent pract ice 
(Leddick, 1994); however, because tradit ional counseling theories 
are not directly related to al l of the tasks required of school coun­
selors, such as leadership and advocacy (American School Coun­
selors Association [ASCA], 2003), this approach seems to be l imited 
as a model of supervision for SCITs. Other models of supervision 
are designed to focus on c l in ica l case conferences (Bernard & 
Goodyear, 1998); a cl inical knowledge of the Diagnostic and Statis­
tical Manual of Mental Disorders (see Bernard & Goodyear, 1998); 
marriage, fami ly systems, and couples counsel ing approaches 
(Holloway, 1995); and counselor t ra in ing for noneducational set­
tings (Bernard, 1979). Although a few clinical supervision models 
contain valuable components for a l l counselors- in-training (i.e., 
Bernard, 1979; Holloway, 1995; Littrel l et al., 1979), current c l in i ­
cal supervision models lack the school counseling-specific super­
vision and tra ining elements that SCITs need. For instance, existing 
models do not include supervision that focuses on the diverse roles 
and tasks required of school counselors such as academic p lan­
ning, comprehensive school counseling program implementat ion 
and evaluation, parent-teacher conferences, classroom teaching 
for guidance curr i cu lum delivery, and school counseling advocacy. 

Moreover, current supervision models fail to specifically address 
the mult ip le systems that have an impact on supervision i n the 
school counseling setting. Cams and Cams (1997) suggested that 
schools are essentially "supra" or "mega" systems comprising many 
smaller subsystems. Supervision related to school counseling involves 
several more systems of individuals (i.e., parents, teachers, and school 
administrators) that must be considered dur ing supervision. The 
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unique interact ional systems i n schools that have an influence 
on supervision warrant a model that incorporates the distinctive 
features of school counseling supervision and preparation for work­
ing i n a K-12 school setting, such as the necessary consultation 
interact ions between school counselors and various indiv iduals 
i n the systems j u s t mentioned. 

The Council for Accreditation of Counseling and Related Educa­
tional Programs (CACREP) released school counseling standards in 
2001 that called for SCITs to be trained and prepared to design, func­
tion within, and evaluate comprehensive school counseling programs. 
However, no recent supervision model has emerged that incorporates 
the mission and national movement of the school counseling profes­
sion as proposed by the ASCA National Model for school counseling 
programs (ASCA, 2003) and the Transforming School Counseling 
Initiative (TSCI; Education Trust, 2002), which include promot ing 
active involvement in leadership, advocacy, educational reform, sys­
temic change, and collaboration w i th community members as well 
as school personnel. 

T h e Goals , Func t i ons , Ro les , and S y s t e m s Model (GFRS ) 
f o r ^ u r j e r v i s m g i S O T s — 

This article presents the GFRS for supervising SCITs. The GFRS was 
created as a means to supervise and prepare SCITs for the multifac-
eted responsibilities they are expected to fulfil l i n their internships 
and careers. We describe the components of this innovative model 
wi th in the contexts of school counseling-specific duties and supervi­
sion needs. The GFRS is presented in a pragmatic fashion to i l lus­
trate how i t can be used to guide school counseling supervision and 
delineate the interaction of individuals and systems in the supervi­
sion process. Finally, we give examples of applying the GFRS to the 
supervision of SCITs. To understand and implement the GFRS, it is 
helpful to understand its theoretical foundation, suppositions, and 
components (i.e., goals, functions, roles, and systems). 

Theoretical Foundation 

The GFRS of school counseling supervision draws on the theoreti­
cal suppositions of several empirically validated clinical models of 
supervision. The goals component of the GFRS draws on the Work­
ing Alliance Model of Supervision (Bordin, 1983), which proposed 
that successful supervision is contingent on mutua l agreements 
between the supervisor and the supervisee (i.e., SCIT) on goals 
and tasks. The D iscr iminat ion Model (Bernard, 1979), w i t h i ts 
emphasis on roles enacted by the supervisor, also influenced the 
conceptualization of the GFRS. Most inf luential perhaps is the SAS 
Model (Holloway, 1995). The SAS Model incorporates seven empiri­
cally derived dimensions that interact as part of a complex pro­
cess involving the core factors of the supervision relationship; the 
tasks and functions of supervision; and contextual factors such 
as client, supervisee, supervisor, and inst i tut ion (Holloway, 1995). 
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This systems approach to clinical counseling supervision provided 
a theoretical grounding for the development of the GFRS, which takes 
into account the systems that influence the supervision of SCITs. 

GFRS Suppositions 

All efficacious models of supervision are built on some set of core theo­
retical assumptions. The GFRS maintains the following suppositions: 

1. Supervision is a constructivist process whereby the goals and 
subsequent functions of supervision are determined w i t h i n 
the context of the mult iple, dynamic systems involved i n school 
counselor t ra in ing . 

2. There is a symbiot ic l i n k between the goals of superv is ion, 
the exper ient ia l act iv i t ies d u r i n g school counselor t r a i n ­
ing i n in te rnsh ips , and the funct ions of superv is ion. 

3. Shared agreement about the act iv i t ies, expectations, and 
o p t i m u m outcomes tha t are negotiated between the u n i ­
versity supervisor, site supervisor (school counselor), and 
school counse lor - in- t ra in ing (SCIT) is key to the success­
fu l superv is ion experience. 

4. Successful supervision is contingent on SCITs' abil ity to rec­
ognize and work both w i th in and between the mult ip le sys­
tems i n the school counseling profession. 

GFRS Conceptualization 

According to systems theory, individuals influence and are in f lu ­
enced by the systems to which they belong (Minuchin, 1974). The 
concept of homeostasis, whereby systems strive to remain i n bal­
ance by keeping interactional patterns consistent, is also central 
to systems theory. Moreover, ongoing problems are the result of 
patterns of interact ion rather than merely isolated/independent 
incidents. Supervision in school counseling involves mult iple sys­
tems, thereby requir ing supervisors to be aware of such systems 
and the major concepts of systems theory. 

Central to understanding the GFRS is awareness of the special­
ized systems i n school counseling settings that can influence su­
pervision goals and interactions. Figure 1 i l lustrates some of the 
systems affecting the supervision of SCITs. As mentioned previ­
ously, these interactional, dynamic systems are realities that make 
supervision of SCITs unique in comparison to other forms of coun­
seling supervision. The university (counselor education program), 
the school counselor (site supervisor), and the mult iple school sys­
tems al l have an influence on SCITs' supervision. 

Moreover, w i th in each of these systems, there are additional sys­
tems that interact and influence the supervisory experiences of SCITs. 
In Figure 1, some of the systems wi th in the school counseling site 
( internship placement) are identified to exemplify the presence of 
operating systems wi th in the larger system. The systems of students, 
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FIGURE 1 
Systems Influencing Supervision of School Counselors-in-Training 

parents/guardians, teachers, and even principal/school adminis­
trat ion have a bearing on the functions of coconstructed supervi­
sion for SCITs and the conceptualization and accomplishment of 
supervision goals. Although each system may be more or less sa­
lient at different times during supervision, the GFRS maintains that 
a supervisor should be continually aware of these systems and their 
internal patterns of interactions while formulating goals, perform­
ing functions, and enacting roles i n supervision. 

Elements of the GFRS 

The GFRS comprises four interrelated elements: (a) goals, (b) func­
tions, (c) roles, and (d) systems. The established goals are supported 
by the coconstructed functions i n supervision, which require the 
supervisor to enact specific roles. The processes of developing goals, 
discerning functions, and enacting subsequent roles are continually 
influenced by the various systems inherent in the supervision of SCITs. 
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Goals. Establishing goals is an essential element of successful su­
pervision of SCITs. This process is constructivist i n nature, allowing 
for the input of SCITs yet guided by the expertise of the supervising 
school counselor and the university instructor/ counselor educator. 

Bordin (1983) proposed eight crucial goals for counseling super­
vision. He included among these goals, mastery of specific skil ls 
and enlarging one's understanding of clients, wh ich are embed­
ded w i th in the ASCA National Model and the TSCI principles. In 
addit ion to these eight goals (see Bordin, 1983), we suggest the 
following school counseling-specific supervision goals drawn from 
the ASCA National Model (ASCA, 2003) and the TSCI principles 
(Education Trust, 2002). These additional proposed goals integrate 
some of the unique learning experiences required for the tra in ing 
and development of successful school counselors. 

1. Enact a leadership role w i th in the school whereby the school 
counselor advances the school's educat ional improvement 
efforts and substantially contributes to the overall mission of 
the school. 

2. Develop advocacy skills that w i l l assist educationally vulner­
able and underserved students and their families. 

3. Successfully team and collaborate w i th teachers, administra­
tors, and the community to help students and their families. 

4. Engage i n assessment and use of data to determine the aca­
demic, personal/social , and career development needs of 
s tudents to design, successfully, educational interventions 
that w i l l provide the most tailored assistance to students and 
the school as a whole. 

5. Optimize the role of the school counselor i n system support, 
learning to use the skills of the school counselor i n activities 
that are necessary for the functioning of the school. 

6. Design and execute individual planning activities for students. 
This goal incorporates Bordin's (1983) goals of (a) mastery of 
specific ski l ls , (b) enlarging one's understanding of cl ients, 
(c) deepening one's understanding of concepts and theory, 
and (d) mainta ining standards of service. 

7. Develop and deliver a guidance curriculum that is based on 
national standards, prioritizes student/school needs, and sup­
ports the academic success of all students. 

8. Master brief counseling skil ls and crisis management w i t h i n 
a K-12 school sett ing as a part of responsive services, i n ­
c luding Bordin's (1983) goals (a) mastery of specific ski l ls , 
(b) enlarging one's unders tand ing of c l ients, (c) enlarging 
one's awareness of process issues, (d) deepening one's u n ­
derstanding of concepts and theory, and (e) mainta in ing stan­
dards of service. 

These goals might be better conceptualized as general goal "areas," 
because each goal should be reconstructed to require specific and 
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individualized behavioral outcomes for each SCIT. Moreover, i t is 
possible that a given supervisee's performance might combine m u l ­
tiple goal areas. For example, Goal Area 4 might call for an SCIT 
to conduct a school and community needs assessment. In a fac­
u l t y meeting, the school counselor might then present the re­
s u l t s of the needs assessment a l ong w i t h d i saggrega ted 
achievement data that identify educationally vulnerable students. 
This act iv i ty essentially combines the goal areas of leadership, 
assessment and use of data, advocacy, and system support . I f 
the faculty meeting presentation is followed up w i t h classroom 
guidance lessons that are designed to take into account the achieve­
ment data, needs assessment, and nat ional standards for school 
counseling programs, then this addresses the guidance cur r i cu ­
l u m goal area as well. 

Functions. The functions of supervisors dur ing supervision evolve 
from what is required to assist SCITs w i th the accomplishment of 
individualized, established, and coconstructed goals. Holloway (1995) 
proposed five functions for supervision: (a) monitoring/evaluating, 
(b) instruct ing and advising, (c) modeling, (d) consulting, and (e) 
support ing and sharing. These functions can be used by school 
counselors and university supervisors who are supervising SCITs, 
yet this would substantially differ from their use i n clinical coun­
seling supervision. For the purpose of explaining how these func­
tions can be applied i n a school setting, i t is helpful to separate 
the functions of instruct ing and advising into the following sepa­
rate and dist inct functions. 

Monitoring/evaluating—A supervisor of an SCIT must monitor the 
professional growth of the SCIT as well as his or her on-site profes­
sional practice. Evaluation means providing ongoing feedback on 
performance and final assessments of the SCIT's readiness to enter 
the profession. In this function, the supervisor maintains the power, 
and communication is unidirectional (delivered by the supervisor). 

Instructing—This function requires the supervisor to provide d i ­
rect information, often through didactic means. Most certainly a 
supervisor uses this function when giving information about the 
school system, policies, proven interventions, and so forth. Again, 
i n this function, the supervisor holds the power and communica­
t ion is unidirect ional. 

Advising—Sometimes i t is necessary for a school counselor to 
give guidance when there is no clear-cut answer. This s i tuat ion 
calls for the advising function wherein the supervisor provides sug­
gested strategies. Some power is shared w i t h the SCIT, b u t the 
communicat ion is pr imar i ly unidirect ional . 

Modeling—In th is funct ion, the supervisor directly demonstrates 
good practice and opt imal professional behavior. The power i n 
superv is ion du r ing th is func t i on is, for the most part , shared 
power, and communicat ion is largely b id irect ional because there 
is generally negotiation on what is to be modeled (e.g., role plays, 
guidance lessons). 
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Consulting—Supervisors often help through dialogue and by shar­
ing the ir experience and knowledge, while sol ic i t ing perspective 
and ideas from the SCIT as both parties engage i n collective prob­
lem solving. This function is known as consulting. Dur ing consul­
tat ion, power is shared between the supervisor and the SCIT, and 
communicat ion is bidirectional. 

Supporting and sharing—Sometimes SCITs need caring and en­
couragement. This is similar to Bordin's (1983) concept of a "bond" 
i n the working alliance/supervisory working alliance. In working 
alliance theory, bond refers to the extent to wh ich the counselor 
and client (or supervisor and supervisee) t rust , respect, care about, 
and feel cared about (Horvath & Greenberg, 1994). This is the core 
of the supporting function in supervision. 

Sharing can be a way of supporting SCITs as well. "Supervisors 
often support trainees at a deep interpersonal level by shar ing 
their own perceptions of trainees' actions, emotions, and att itudes" 
(Holloway, 1995, p. 37). This may involve challenging the attitudes 
of SCITs or engaging in constructive confrontation on specific training 
or even personal issues. Working alliance theory suggests that this 
can even be an indicator of positive change (Bordin, 1983). 

The functions of supervision are accomplished when supervisor 
roles are put into action. Although the roles support the functions, 
the roles are not dictated by the functions alone. The roles should 
be chosen intentionally by the supervisor to take into account the 
functions and systems involved. 

Role 

School counselor and university supervisor roles should (a) focus 
on facilitating the accomplishment of coconstructed supervision goals, 
(b) be selected to support the functions, and (c) sustain the goals 
and functions of supervision i n response to the multiple systems. 
The GFRS proposes five primary roles for the school counseling su­
pervisor: evaluator, adviser, coordinator, teacher, and mentor. 

Evaluator. Giving constructive feedback to SCITs on their perfor­
mance contributes to their professional development. To accomplish 
this task, a supervisor must successfully function in the role of evalu­
ator. In school counseling supervision, there are various individuals 
enacting this role at different times (university professor, individual 
supervisor, group supervisor, site supervisor, and occasionally the 
internship site administrators). The school counselor who is super­
vising SCITs must have a clear sense of this role. 

Adviser. The adviser role can be conceptualized as that of an 
expert consultant. I n this role, the supervisor provides guidance 
i n decision making; for example, the supervisor might assist an 
SCIT w i t h a menu of potent ia l intervent ion options for a given 
student problem. 

Coordinator. This role is unique to supervision i n school counsel­
ing. Because school counseling responds to such a wide range of 
demands w i t h i n a school and requires such a variety of profes-
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sional activities, the supervisor may often need to be a coordinator 
of internship experiences for the SCIT. 

Teacher. Sometimes a supervisor is called on to give ins t ruc­
t i on or to disseminate in fo rmat ion necessary for becoming an 
effective school counselor. This requires the supervisor to be a 
"teacher," directing an SCIT wi th the appropriate how-to information 
when necessary. In the teacher role, a supervisor might be called 
on, for example, to t r a in the SCIT i n the school's crisis interven­
t i on procedures. 

Mentor. In the mentor role, the supervisor helps foster the profes­
sional development of the SCIT. This could include assisting i n pro­
fessional networking w i th fellow school counselors and assisting 
w i th the job search process. In this role, the supervisor might even 
help an SCIT learn to balance the demands of professional life. 

Systems 

Each of the aforementioned components allows for the inherent 
emphasis on systems throughout the GFRS. The major elements 
of the systems perspective can be used to avoid developing prob­
lematic pa t te rns of i n t e rac t i on t h a t can t h w a r t the effective­
ness and success of superv i s i on . The prev ious ly men t i oned 
systems involved i n school counseling are cr i t ica l factors i n the 
development of school counseling-specific supervision goals. K-
12 schools have patterns of problematic interact ions as do par­
ents/guardians, admin is t ra tors , and school counselors. SCITs 
are now j o i n i n g these systems, undoub t ed l y i n f l u enc ing the 
coconstruct ion of goal sett ing i n supervision. For example, i f the 
school counselor site supervisor and the school pr inc ipa l have 
a maladapt ive pa t t e rn of in te rac t i on , th i s dynamic w i l l l ike ly 
have an effect on the ar t i cu la t ion of goals and subsequent per­
formance objectives for in t e rn ing SCITs. S imi lar ly , these same 
systems operate dur ing the actual funct ions of supervis ion re­
la t ionships . For instance, a counselor educat ion program tha t 
labels a counse lor- in- tra in ing as a "problem student" can place 
a supervisor i n a high-maintenance monitor/evaluator funct ion, 
i n h i b i t i n g other funct ions. 

The roles required for supervising SCITs are enacted w i th in the 
context of these systems (similar to family members enacting roles 
w i th in the family system). Therefore, supervisors need to be aware 
of how systems are influencing roles w i th in supervision. For ex­
ample, an overly enmeshed university (counselor education pro­
gram) may not allow a school counselor (site supervisor) to enact 
roles such as teacher or adviser for fear of losing the primary inf lu­
ence on the SCIT. Or a school system that maintains an outdated 
vision of school counselors may inhib i t a site supervisor in perform­
ing a teacher role and modeling school counselor activities, such as 
delivering guidance lessons. Site supervisors and the univers i ty 
(counselor education program) must be cont inual ly aware of the 
influence of systems on the supervisory process. 
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Relating Goals, Functions, Roles, and Systems 

Table 1 i l lustrates the GFRS as applied to the aforementioned 
goal areas. When applied more specifically art iculated goals can 
be coconstructed between the school counselor (site superv i ­
sor), the SCIT, and the univers i ty (counselor education program). 
The table i l lus t ra tes the re la t ionship between school counsel­
ing supervision goal areas and the subsequent funct ions, roles, 
and systems according to the GFRS. 

In Table 1, each goal area is listed along wi th the corresponding 
supervision functions that relate to the activity listed under each 
goal area. The supervisor roles relevant to each supervision func­
t ion are listed i n the next column across from each respective func­
t ion . The systems that have an impact on the supervisor roles, 
supervision functions, and the art iculat ion and operationalization 
of the goals are given in the system column. Al l six supervision func­
tions and five supervision roles are l isted i n Table 1, as well as 
every system i l lustrated i n Figure 1. For the f irst five goal areas 
listed in Table 1, a single internship activity—a school counselor's 
involvement on a Student Assistance Team (a multidisciplinary group 
that coordinates assistance for referred students)—is used to ex­
emplify the operationalization of the multiple goal areas i n the GFRS. 

The goal area of guidance curr iculum is common to school coun­
seling field experiences and substantively different from clinical coun­
seling internships. Activities under this goal area generally include 
designing and delivering guidance cur r i cu lum i n the school set­
ting. In support of the goal of guidance curr iculum, for example, the 
function of modeling occurs when the SCIT has an opportunity to 
review the guidance curr iculum being used by the school counselor 
and watch the delivery of the guidance lesson. For this function, 
the site supervisor is i n the teacher role. The supervisor must be 
sure that optimal functioning of this role is not impaired by prob­
lematic patterns of interaction among or between any of the sys­
tems, such as teachers' resistance to time spent conducting the 
guidance curr i cu lum. 

Regarding the goal of delivering a guidance lesson, the supervi­
sor gives support and sharing prior to the guidance lesson (in the 
role of adviser) and the function of monitoring/evaluating occurs 
as the supervisor assesses the SCIT's performance and gives con­
structive feedback. The supervisor's roles also include coordina­
tor, because he or she sets up the class or large group for the 
lesson; teacher, because he or she is instruct ing the SCIT on de­
signing the guidance lesson; and evaluator, because he or she 
observes the delivery of the guidance lesson. 

App l i ca t ions of the G F R S Model of 
ScjhooliCoj£mjeJ£n^ 

The following dialogue between a supervisor and SCIT demonstrates 
the application of the GFRS i n a supervision session. The goals, 

262 Counselor Education & Supervision • June 2006 • Volume 45 



TABLE 1 
The Goals, Functions, Roles, and Systems Model: 

Relationships of Goals, Functions, Roles, and Systems in Supervision 

Goal Function Role System 

Leadership 
Faculty in-service 

on purpose and 
procedure for 
SAT 

Shaping school 
policy and 
procedures 
through SAT 
(and other 
teams/commit­
tees such as 
School Leader­
ship Committee/ 
Site based 
management) 

Advocacy 
Lobbying on 
behalf of a parent 
or student for a 
beneficial 
educational 
placement for the 
student 

Using disaggre­
gated data to 
identify specific 
student groups in 
need of special­
ized interventions 

Teaching and collabo 
Working with 
teachers, 
administrators, 
and community 
resources to 
design interven­
tion for student 
referred to SAT 

Assessment and use 
Presenting SAT 

with individual 
and group data 
on achievement, 
attendance, 
discipline, etc. 

Disaggregating 
data to identify 
educationally 
vulnerable 
groups within 
school 

Modeling, instructing, 
advising, consult­
ing, supporting, and 
sharing 

Teacher, adviser, 
mentor 

Modeling, support­
ing, and sharing 

Teacher, mentor 

Instructing, consulting Teacher, adviser 

ration 
Modeling, instructing Teacher 

of data 
Modeling, consulting, 

advising 

Instructing 

Teacher, adviser 

Teacher 

School, school 
administration, 
teachers, students, 
school counselor, 
university/counselor 
education program, 
SCITs 

School, parents, 
school administra­
tion, teachers, 
school counselor, 
SCITs 

School, school 
administration, 
teachers, parents, 
community 

School, school 
administration, 
teachers, parents, 
community 

School, school 
administration, 
teachers, community 

(Continued on next page) 
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TABLE 1 (Continued) 
The Goals, Functions, Roles, and Systems Model: 

Relationships of Goals, Functions, Roles, and Systems in Supervision 

Goal Function Role System 
Conducting needs Instructing Teacher 

assessment 
System support 
Organizing SAT Modeling, coordinat­ Teacher, adviser School, school 

ing, advising administration, 
Individual planning teachers, community 
Assisting Instructing, modeling Teacher School, school 

students in administration, 
developing teachers, school 
individual counselor, students 
educational/ 
occupational 
plans 

Guidance curriculum 
Designing Instructing, model­ Coordinator, School, school 

guidance ing, supporting and teacher, adviser, administration, 
lessons sharing, advising, evaluator teachers, students, 

Delivering monitoring/ school counselor, 
guidance evaluating university/counselor 
lessons education program, 

SCITs 

Note. SAT = student assistance team; SCITs = school counselors-in-training. 

functions, and roles are listed in parentheses to i l lustrate the model 
components i n the discussion. 

Supervisor (adviser role): "Here are some possible goals [supervisor pre­
sents l i s t of possible goals]—let 's explore how we m i g h t make these 
specific to your needs. We can add any goals you might want . " 

SCIT: "Great, they a l l seem like things I 'd l ike to learn. Take the f irst one, 
mastery of ski l ls . I 'd l ike to r u n a group, I mean I helped r u n one for my 
fellow students dur ing class, b u t I've never r u n a group for k ids . " 

Supervisor (teacher role): "Yes, even screening group members i n middle 
school can be dif ferent w i t h teens ( funct ion: suppor t ing and sharing) 
and our school has some specific requirements for parent permiss ion 
(systems: school and pr inc ipal ) . Let me show you how I've done i t for 
the groups I 'm r u n n i n g ( funct ion: modeling), then we can look at some 
of our school data and the needs assessment results ( funct ion: advis­
ing; goal: assessment and use of data) to identi fy some specific needs 
i n order to determine the best group to r u n . How does t h a t sound? 
( funct ion: consult ing) " 

SCIT: "That sounds great." 

In the preceding example, the school counselor supervisor helps 
to specify and operationalize some of the goals. The supervisor also 
suggests several of the functions that could be used to accomplish 
goals as well as some of the systems related to the process. 

The model also can be applied to address problems that occur 
dur ing supervision. Problems are often the result of conduct ing 
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the wrong funct ion at the wrong t ime or performing the wrong 
role i n support of the funct ion. Consider the following discussion 
i n supervis ion. 

SCIT: " I know we identif ied teaching study ski l ls and tu to r ing strategies to 
parents as something I could do i n response to the data we examined. 
B u t I 'm real ly lost on how to prepare the content for the workshop. I 
don't even know where to start . " 

Supervisor (now i n teacher role): "That's okay, we' l l work i t out so you're 
entirely prepared for the workshops ( function: support ing) . I know tha t 
you have a real need to be very prepared, a l though sometimes we need 
to be flexible i n school counseling so you ' l l need to learn to work i n tha t 
way too ( function: sharing). Why don't we coordinate w i t h your graduate 
program and make sure we're us ing the best educat ional in tervent ion 
( funct ion: ins t ruc t ing ; systems, univers i ty [counselor education]) . After 
we develop the content, I can do the f i rst workshop ( funct ion: model­
ing), and you can r u n the second w i t h me assisting and giving you feed­
back (functions: consult ing, monitor ing/evaluat ing) . " 

In the preceding example, the supervisor in i t i a l l y d id not ad­
equately enact the teacher role, leaving the SCIT at a loss. The 
supervisor was able to remedy the s i tuat ion through the teacher 
role and the functions of instruct ing and modeling. 

C o n c l u s i o n 

I t should be noted that the proposed GFRS, a l though based on 
other empirical ly derived models, is pr imar i l y theoretical i n na­
ture. Future research is needed to determine i f these are, i n fact, 
functions and roles of supervision in school counseling. Similarly, 
research could potentially identify problematic systems or patterns 
that impair successful supervision i n school counseling settings. 
Most important, future research could determine what roles and 
functions contribute to outcomes such as better prepared school 
counseling pract i t ioners. 

Clearly, the discussion of school counseling-specific supervision 
models is i n its early stages, and the GFRS only begins to answer 
some of the relevant questions. At the very least, however, the model 
provides some attention and direction to the neglected area of spe­
cialized school counseling supervision. 
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