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What do we know clinically and empirically about the education of psycho-
therapy supervisors?

In this paper, I attempt to address that question by: (1) reviewing briefly
current thinking about psychotherapy supervisor training; and (2) examining
the available research where supervisor training and supervision have been
studied. The importance of such matters as training format and methods,
supervision topics for study, supervisor development, and supervisor compe-
tencies are considered, and some prototypical, competency-based supervisor
training programs that hold educational promise are identified and described.
Twenty supervisor training studies are critiqued, and their implications for
practice and research are examined.

Based on this review of training programs and research, the following
conclusions are drawn: (1) the clinical validity of supervisor education
appears to be strong, solid, and sound; (2) although research suggests that
supervisor training can have value in stimulating the development of super-
visor trainees and better preparing them for the supervisory role, any such
base of empirical support or validity should be regarded as tentative at best;
and (3) the most formidable challenge for psychotherapy supervisor education
may well be correcting the imbalance that currently exists between clinical
and empirical validity and “raising the bar” on the rigor, relevance, and
replicability of future supervisor training research.

KEYWORDS: psychotherapy supervisor education; supervisor training;
supervisor development; supervision of supervision; psychotherapy
supervision; clinical supervision

INTRODUCTION

Psychotherapy supervision, now well over a century in the making
(Watkins, 2011b, 2011c), has long been and continues to be regarded as an
eminently crucial component of the psychotherapy education process: It is
widely utilized for therapist training purposes across varied mental health
preparation programs (Bernard & Goodyear, 2009), is considered a (if not
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the) chief means by which therapeutic competence is developed and
enhanced (Falender & Shafranske, 2004, 2012a; Roth & Pilling, 2008b),
and serves a valuable gate-keeping function to both the public and the
profession (Milne, 2007; Thomas, 2010). Interest in, and attention to,
supervision have seemingly grown over the decades and continue to do so
(cf. Gonsalvez, 2008; Hess, 1980; Hess, Hess, & Hess, 2008; Watkins,
1997a). Psychotherapy supervision tends to be more broadly and routinely
embraced as educational sine qua non more than ever before, may well be
our “single most important contributor to training effectiveness” (Gon-
salvez & Milne, 2010, p. 233), and has increasingly become a solidly, firmly
established substantive area of practice and inquiry in its own right (Hess,
2008, 2011). In contemporary psychotherapy education, psychotherapy
supervision looms large in its power and place of importance.

Throughout the history of supervision, the enduring issue of concern
has been and remains: How can we as supervisors best prepare and train
our supervisees to be competent, committed, and effective psychotherapy
practitioners? In response to that question, a rich and varied mixture of
efforts has emerged across the decades—including the call for and devel-
opment of supervisee training manuals (e.g., Neufeldt, 2007), articulation
of new theoretical and educational concepts, models, and methods (e.g.,
Bernard, 1979; Ekstein & Wallerstein, 1958; Gediman, 2001; Holloway,
1995; Searles, 1955; Stoltenberg, 1981), and the increasing refinement and
incorporation of technological advances into the training/supervision pro-
cess (Abbass et al., 2011; Barnett, 2011; Barnett, Kelly, & Roberts, 2011;
Binder, 2011; Manring et al., 2011; McCullough et al., 2011). Useful
supervision measures (e.g., the Role Conflict and Role Ambiguity Inven-
tory [Olk & Friedlander, 1992])—designed to gauge supervisee perspec-
tive—have been developed, and research has also provided us with a
number of valuable insights about supervisees’ perspectives on various
facets of the supervision experience (e.g., Carifio & Hess, 1987; Nelson &
Friedlander, 2001; Walker, Ladany, & Pate-Carolan, 2007). Over the
course of supervision’s first century, we have not lacked for considered and
considerable focus on supervisees’ training needs and how those training
needs might best be addressed (cf. Falender & Shafranske, 2004, 2012b).

In contrast to that considerable focus and concentration on supervis-
ees, what about the focus and concentration on the psychotherapy super-
visor? In many respects, the psychotherapy supervisor has largely gone
unconsidered in our efforts to better understand the supervision enterprise
and render it most effective. Core questions, so routinely asked with regard
to supervisees, have long gone unasked with regard to supervisors:
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What are the training needs of psychotherapy supervisors themselves?
How might those training needs be best addressed in actually preparing
supervisors to supervise? How can the development of the psychotherapy
supervisor best be facilitated and enhanced?

Any attention to the person and education of the supervisor is a relatively
recent phenomenon, with much of that concern only emerging in the past
approximate 25-year period. That there is a growth and development
process through which supervisors pass—similar to yet distinct from
supervisees’ own growth and development process—was first recognized
and elucidated in the 1980s and1990s (Alonso, 1983, 1985; Hess, 1986,
1987; Stoltenberg & Delworth, 1987; Rodenhauser, 1994, 1997; Watkins,
1990, 1993); that there is need for supervisors to be educated in how to
supervise was also persuasively argued at that time and its lack was
increasingly lamented across those two decades (Bernard & Goodyear,
1992; Frayn, 1991; Hess, 1986, 1987; Hoffman, 1990, 1994; Rodenhauser,
1995, 1996, 1997; Russell, Crimmings, & Lent, 1984; Russell & Petrie,
1994; Stoltenberg & Delworth, 1987; Watkins, 1992, 1998). As recently as
1997, the problem was captured as follows:

“ . . . the facts here are staggering: (a) Psychotherapists-in-training typically
are closely scrutinized and supervised because becoming a therapist is
considered to be a labor-intensive endeavor for which much training and
supervision are needed; (b) supervisors have the charge of facilitating the
growth and development of their supervisees and, in turn, helping those
supervisees facilitate the growth and development of their patients; and
(c) though being the ultimately responsible party in the supervisor-
supervisee-patient triad, supervisors typically receive little to no training in
how to supervise and do supervision. . . . Something does not compute.
We would never dream of turning untrained therapists loose on needy
patients, so why would we turn those untrained supervisors loose on those
untrained therapists who help those needy patients (Watkins, 1997b,
p. 604)?

Both the absence of and yet need for supervisor training have contin-
ued to be emphasized, being addressed quite frequently over our most
recent decade and even into our current one as well (Falender & Shafran-
ske, 2012a; Ladany, 2002; Lyon, Heppler, Leavitt, & Fischer, 2008; Milne
& Reiser, 2012; Milne, Sheikh, Pattison, & Wilkinson, 2011; Reiser &
Milne, 2012; Scott, Ingram, Vitanza, & Smith, 2000; Spence, Wilson,
Kavanagh, Strong, & Worrall, 2001; Whitman, Ryan, & Rubenstein, 2001).
Myriad reasons for this lack of attention to supervisor education have been
proposed: (1) holding to the conviction that receiving supervision can
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actually be a sign of weakness (Whitman et al., 2001); (2) maintaining the
belief that becoming a supervisor can involve nothing more than “do one,
see one, teach one” (Gonsalvez, 2008; Whitman et al., 2001); (3) operating
on the assumption that age and seniority, in and of themselves, are
sufficient qualifications to supervise (Alonso, 2000; Schlesinger, 1981); and
(4) holding the view that learning to be a psychotherapist and having been
a supervisee provide sufficient preparation to function effectively as a
supervisor (Alonso, 1985; Rodenhauser, 1995, 1996; Watkins, 1992; Whit-
man, Ryan, & Rubenstein, 2001). But over the course of the last generation
of supervision scholarship and practice, the legitimacy of each of those
reasons has been ever more called into question, those reasons appear to
have gradually eroded in their supposed power of “qualifying sufficiency,”
and supervisor training has increasingly come to be seen as a distinct
educational need that involves a distinct educational process. Though slow
in coming, the importance of supervisor training for supervisors now
seems to be more widely recognized and accepted across the various
mental health specialties than ever (Borders, 2010).

But recognition and acceptance of need does not always translate
into deliberate action designed to meet that specific need. As Borders
(2010) has pointed out, “Today, the need for supervisor training is
widely accepted . . . although the practice of requiring, even offering,
supervisor training in academic programs continues to vary rather
substantially across disciplines . . .” (p. 130). In many respects, psycho-
therapy supervisor training appears to be at a transition point—need
for it has been readily recognized but how best to address that need is
a relatively recent consideration. The first substantive efforts to plot
and plan for supervisor training have largely been products of this past
decade, and attention has clearly taken an international turn (Falender
et al., 2004; Psychology Board of Australia, 2011; Roth & Pilling,
2008b; Turpin & Wheeler, 2011). “. . . international trends suggest a
movement from clinical supervision being an optional competency
reserved for a subgroup of interested . . . [professionals], to it being
essential for most professionals” (Gonsalvez & Milne, 2010, p. 238). A
small but growing body of research about supervisor training has also
begun to emerge, and its potential importance in providing a tentative
foundation and rationale for supervisor training efforts has begun to
appear as well (Borders, 2010; Gonsalvez & Milne, 2010; Milne et al.,
2011; Psychology Board of Australia, 2011). Furthermore, all indica-
tions suggest that: (1) this topic will continue to be salient and central
to discussions of psychotherapy supervision and its effectiveness (see
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Watkins, 2011a); (2) work will continue to be done to develop more
user-friendly and effective supervisor training programs or packages
(see Milne, 2010); and (3) research on the subject will continue to be
called for and conducted (cf. Bernard & Goodyear, 2009; Falender &
Shafranske, 2004; Milne et al., 2011). Indeed, in contrast to decades
past, this last decade has been ground-breaking in the concerted
attention given to and substantive direction provided for psychother-
apy supervisor training.

Considering that need for supervisor training appears to now be widely
accepted, that supervisor training programs and research about it are
relatively recent phenomena, that questions remain about how we should
best train supervisors (cf. Milne, Scaife, & Cliffe, 2009), and that this area
of inquiry can still be seen as being in a formative, transitional period, I
thought it might be useful to provide a status report of sorts about
psychotherapy supervisor training now. What do we know? What do we
not know? What do we need to know? In our quest to advance supervisor
training and render it more effective, those seem like reasonable questions
to consider at this particular juncture. If we hope to presciently chart the
best course for supervisor training, then constructive critique about where
we stand now would seem a supremely significant place from which to
begin.

In what follows, I specifically would like to:
(1) review briefly current thinking about psychotherapy supervisor

training (e.g., what should such training entail? how should it be
delivered?); and

(2) examine the available research where supervisor training has been
studied.

While recent research reviews about supervisor training have been
conducted, those have been somewhat selective summaries (Borders,
2010), have lumped all supervisor training research together regardless
of professional group (e.g., speech pathology, developmental disability;
Milne et al., 2011), and/or have not been inclusive in their coverage of
supervisor training specific to psychotherapy (e.g., drawing on evi-
dence-based, controlled investigations only; Milne et al., 2011). My
focus here will be exclusively on psychotherapy/counseling supervi-
sion, and I will not take up “supervision” as it is practiced and
researched in other professional groups (e.g., speech pathology, occu-
pational therapy) where psychotherapeutic treatment is not the prime
objective of supervision concern.
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PSYCHOTHERAPY SUPERVISOR TRAINING IN THE NEW
MILLENNIUM

In this section, the following five questions will be considered:
(1) Of what does psychotherapy supervisor training consist and how is

it delivered?
(2) What different topic areas are typically deemed important to cover

in supervisor training?
(3) What educational methods, tools, and strategies seem most useful

when delivering supervisor training?
(4) What is the place of supervisor development in supervisor training?
(5) What is the role of “competencies” in contemporary supervisor

training?

OF WHAT DOES PSYCHOTHERAPY SUPERVISOR TRAINING CONSIST AND HOW IS IT

DELIVERED?
As we look back on attempts to define and address supervisor educa-

tion, consensus has converged on the superordinate value of two crucial
components in training supervisors: didactic instruction and experiential
practice. That consensus has been unanimously unwavering and spans at
least the last 30 years (Borders, 2010; Falender et al., 2004; Hoffman, 1990;
Loganbill & Hardy, 1983; Rodenhauser, 1997; Russell, Crimmings, &
Lent, 1984; Russell & Petrie, 1994; Stoltenberg & Delworth, 1987; Stol-
tenberg & McNeil, 2009; Watkins, 1992, 2012a; Whitman et al., 2001).
While both components may not always be available in supervisory
training opportunities (Lyon et al., 2008; Scott et al., 2000), the ideal
educational desidaratum would be for their dual presence to be in
evidence over the course of the teaching and learning process.

The didactic component of supervisor training can come in varied
forms. Class instruction, seminars, and workshops appear to be the
primary means by which that is accomplished (Hoffman, 1994; Milne,
2010; Riess & Fishel, 2000; Riess & Herman, 2008; Rodenhauser, Painter,
& Rudisill, 1985). In the graduate curriculum, attention to the supervision
process can be offered as a formal course and spread out over an entire
semester or semesters (e.g., Russell & Petrie, 1994). For the practicing
professional, however, workshops that last anywhere from a few hours to
several days appear to be the norm (e.g., Milne, 2010; Psychology Board of
Australia, 2011; Roth & Pilling, 2008b). Borders (2010) suggests that “the
value of the didactic component is in providing a framework for under-
standing supervisors’ roles and the functions and goals of supervision . . .
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[and] learning a structure for conducting supervision sessions . . .”
(p. 135).

The experiential component—the supervision of supervision pro-
cess—is sometimes (and ideally always should be) used to complement the
didactic training component. This particular practical element is intended
to augment content learning with experience and make that learning come
alive through doing. The supervision of supervision process tends to
proceed in much the same way as the supervision of psychotherapy
process—supervisor trainees play tapes or bring process notes of their
therapy supervision sessions for study, and their supervisor helps them
explore and consider their own beginning efforts at doing supervision
(implementing the cycle of reflection, conceptualization, planning, and
experiencing; Hawkins & Shohet, 2006; Milne & James, 2002; Milne &
Westerman, 2001). While the supervision of supervision process is seem-
ingly held in high esteem, it has been notoriously uninvestigated, with only
a handful of such studies being conducted thus far. Bernard and Goodyear
(2009) have also pointed out that any study of supervision of supervision
effectiveness with experienced supervisors “is wholly unexplored”
(p. 292).

WHAT DIFFERENT TOPIC AREAS ARE TYPICALLY DEEMED IMPORTANT TO COVER IN

SUPERVISOR TRAINING?
Whether covered in a formal class/seminar or workshop, there seems to

be highly consistent agreement about the “essentials” that should be
addressed in any supervisor training context. Those essentials include
attention to and consideration of knowledge about: Supervisor/supervisee
roles and responsibilities, ethical/legal issues in supervision, models of
supervision, assessment/evaluation in supervision, models of therapist
development, establishing and maintaining the supervision alliance, super-
vision interventions/strategies, diversity in supervision, and research about
supervision (Bernard & Goodyear, 2009; Borders, 2010; Borders, Bernard,
Dye, Fong, Henderson, & Nance, 1991; Falender et al., 2004; Hoffman,
1990, 1994; Milne, 2010; Psychology Board of Australia, 2011; Riess &
Fishel, 2000; Riess & Herman, 2008; Rodenhauser, 1997; Rodenhauser
et al., 1985; Roth & Pilling, 2008b; Russell & Petrie, 1994; Turpin &
Wheeler, 2011; Watkins, 1992). While supervisor training centered on a
particular psychotherapy theory (e.g., psychoanalytic, cognitive-behav-
ioral) can be expected to have some degree of uniqueness (see Pegeron,
2008; Reiser & Milne, 2012), those identified areas seemingly provide a
fundamental structure and container with transtheoretical applicability.
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WHAT EDUCATIONAL METHODS, TOOLS, AND STRATEGIES SEEM MOST USEFUL

WHEN DELIVERING SUPERVISOR TRAINING?
While consideration of educational methods, tools, and strategies in

supervisor training pales in comparison to such considerations in psycho-
therapist training, we are not without guidance here. The pre-eminent
question of concern appears to be:

Within a didactic-experiential framework, how can the essentials of com-
petent, effective supervision be best communicated and taught to super-
visor trainees in the most meaningful and impactful way?

In answer to that question, professional consensus seems to have con-
verged on and to readily support the utilization of a diversity and plurality
of means by which to facilitate supervisor trainee learning. Some of those
identified diverse possibilities include (but are not limited to): providing
constructive feedback, taking time for conceptual reflection and discus-
sion, engaging in educational role plays and behavioral rehearsal, modeling
desirable behaviors, teaching skills or concepts when needed, using se-
lected supervision materials for reading/discussion purposes, and review-
ing supervisor trainee audiotapes, videotapes, and/or process notes for
purposes of critique/discussion (Borders, 2010; Borders et al., 1991;
Falender et al., 2004; Gonsalvez & Milne, 2010; Milne et al., 2011;
Psychology Board of Australia, 2011; Roth & Pilling, 2008b). According to
clinical wisdom and research, those methods hold promise for best ex-
panding supervisor trainees’ base of knowledge, awareness, skill, and
identity.

And what role might our rapidly expanding arsenal of technological
advances play in the supervisor training process? Admittedly, advances in
supervision training often follow or lag behind advances in psychotherapy
training (Reiser & Milne, 2012); that has certainly been the case where
technology is concerned. Yet in this age where interactive computer programs,
virtual human technology, and Web-conferencing, Webcams, and Websites
(e.g., www.ATOStrainer.com for watching/rating treatment sessions) are now
reality for psychotherapy training (Abbass et al., 2011; Barnett, 2011; Binder,
2011; Manring et al., 2011; McCullough et al., 2011), digital, virtual possibil-
ities for enhancement of supervisor training cannot be far behind. In all
probability, the use of such facilitative technology will be increasingly realized
in and incorporated into our supervision efforts and can indeed be expected
to play an ever more prominent part in the supervisor training programs and
packages of tomorrow. That highly likely possibility seems to at least deserve
mention here.
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WHAT IS THE PLACE OF SUPERVISOR DEVELOPMENT IN SUPERVISOR TRAINING?
That there is a therapist development process that occurs over the

course of psychotherapy training has long been recognized and (seemingly)
accepted (Eckler-Hart, 1987; Ford, 1963; Friedman & Kaslow, 1986;
Holloway, 1987; Stoltenberg, 1981). There is growing recognition and
acceptance of a similar (though slightly divergent) development process in
becoming a supervisor. Various models of supervisor development attempt
to capture the essentials of that process (Alonso, 1983; Hess, 1986;
Rodenhauser, 1994; Stoltenberg & Delworth, 1987; Watkins, 1993), and
some limited research appears to support the presence of an unfolding
developmental trajectory of growth for supervisors as well (Watkins,
2012a). As Borders (2010) has indicated, “supervisor models strongly
suggest a developmental approach to supervisor training” (p. 139) and an
according “sequence of concurrent didactic and experiential training . . .”
(p. 140). The idea of “supervisor development” seemingly is a respected
guidepost that is used to some extent when structuring and organizing any
sort of supervisor education.

But how specifically might that be so? Perhaps the best way to answer
that question would be to identify the core propositions that appear to
undergird a supervisor development perspective. Some of those are:

1. Supervisors in training (or supervisor trainees), whether beginning
or experienced, will vary in their levels of conceptual understand-
ing about and skillfulness in performing supervision.

2. Supervisor trainees will vary in their readiness for, receptivity to,
and ability to profit from the supervisor training experience.

3. Supervisor trainees tend to pass through some type of gradually
unfolding developmental process, where over time they move
from a beginning point that is predominantly characterized by
anxiety, discomfort, lack of confidence, and limited supervisory
skill and identity to an endpoint that is predominantly character-
ized by comfort, confidence, and heightened and solidified super-
visory skill and identity.

4. Supervisor educators would do well to take their trainees’ devel-
opmental variations in skillfulness, understanding, and readiness
into account, strive to keep those differences uppermost in mind
when conducting didactic and experiential training and, where at
all possible, tailor such training accordingly.

In some form or other, those propositions provide guidance for how many
supervisor educators currently think about supervisor trainees and their
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training. While the developmental perspective may not be universally
adopted in supervisor training, it appears to be widely and broadly
embraced at various points throughout the world (Bang & Park, 2009;
Borders, 2010; Carroll, 2009, 2010; Falender et al., 2004; Leung, 2004;
Psychology Board of Australia, 2011; Zorga, 2003).

WHAT IS THE ROLE OF “COMPETENCIES” IN CONTEMPORARY SUPERVISOR

TRAINING?
In many respects “competencies” have taken supervision by storm over

the last decade. While competence has always been of supreme concern to
supervisors, that construct is being far more explicitly, specifically, and
comprehensively addressed now than at any other time in supervision’s
history. I conclude:

If for whatever reasons you might have stepped away from supervision
altogether around the turn of last century only to return 10 years later,
what would you find different now, if anything, about supervision? The
press of and push toward competency-based, evidence-based, accountable
supervision and training would, from my perspective, be the most readily
evident, highly substantive change that would have occurred and that
continues to occur in psychotherapy education (Watkins, 2012b).

That press and push have not been confined to any one country and stretch
from the United States to the United Kingdom to Australia (Falender et al.,
2004; Falender & Shafranske, 2004, 2012a; O’Donovan, Slattery, Ka-
vanagh, & Dooley, 2008; Psychology Board of Australia, 2011; Roth &
Pilling, 2008b; Turpin & Wheeler, 2011). Indeed, the international “zeit-
geist of supervision discourse [has increasingly become] ‘competency-
based training’ for supervisors” (Holloway, in press). But how exactly has
that come to be so?

The United States Connection
In 2002, the Association of Psychology Postdoctoral and Internship

Centers Competencies Conference—in conjunction with 34 professional
groups or associations—sponsored the Competencies Conference in
Scottsdale, Arizona. Professionals were included from the United States,
Canada, and Mexico. The primary purposes of the conference were to:
(1) identify core competencies; (2) formulate competency models for
guiding the training of the next generation of professionals; and (3)
develop means by which competencies could be assessed and evaluated.
Work groups were organized around eight core competency domains, with
supervision being one of those. The supervision work group was specifi-
cally charged with:
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1. the identification of core components of competence in Supervision;
2. the identification of the most critical educational and training

experiences that facilitate development of competence in Supervi-
sion . . .;

3. the identification of various strategies for assessing competence in
Supervision across different stages of the education and training
process . . .; and

4. the identifying action items from the workgroup that would help
advance our approach to the identification, training, and assessment
of competence in Supervision . . .” (Falender et al., 2004, p. 774).

Responding to that charge, the supervision work group (composed of
both academicians and practitioners) set about developing a supervision
competencies framework that: (1) utilized three variables—knowledge,
skills, and values—in understanding and defining the various competen-
cies of supervision; (2) was guided by an appreciation of developmental
and diversity considerations; and (3) embraced the view that being and
becoming a competent supervisor was a life-long process that required
ongoing reflection, self-assessment, practice, and education. Some of the
respective knowledge, skills, and values competencies that their expert
consensus work group identified as important included: (1) knowledge of
models, theories, modalities, and research on supervision; awareness and
knowledge of diversity in all of its forms; (2) relationship skills—ability to
build supervisory relationship/alliance; ability to provide effective forma-
tive and summative feedback; and (3) commitment to lifelong learning and
professional growth; commitment to knowing one’s own limitations (Fal-
ender et al., 2004, p. 778). This assembly of competencies was considered
to provide a somewhat comprehensive framework or blueprint that could
then be used to guide the didactic and experiential components of
supervisor training; that continues to be the case today (Falender &
Shafranske, 2007, 2010, 2012a, 2012b).

The United Kingdom Connection
The construct of “competencies” has also been central to and defining

of supervision in the UK’s Improving Access to Psychological Therapies
(IAPT) program (Roth & Pilling, 2008a, 2008b; Turpin & Wheeler, 2011).
The IAPT initiative, which began in 2006 and continues to expand its
efforts today, is designed to offer approved interventions for individuals
suffering from depression and anxiety. Shortly after the program’s initia-
tion and in an attempt to increase the probability of competent therapeutic
practice, attention understandably turned to the importance of delivering
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competent supervisory services. Efforts were instituted to delineate the
competencies deemed necessary for the provision of effective supervisory
functioning. An Expert Reference Group (ERG) was convened and then
set about determining the crucial supervision competencies that were to
make up the framework.

The ERG identified and elaborated upon four sets of supervisor
competencies: generic supervision competencies, specific supervision com-
petencies, specific models/contexts, and metacompetencies. Those com-
petencies were designed primarily with the practicing professional in mind.
Some of the IAPT generic supervision competencies include: ability to
enable ethical practice; ability to foster competence in working with
difference; ability to form and maintain a supervisory alliance; and ability
for supervisor to reflect (and act) on limitations in own knowledge and
experience (Roth & Pilling, 2008b, p. 10). The overall group of IAPT
competencies shares much in common with and nicely corresponds with
the earlier work of Falender et al. (2004). Like the U.S. supervision
competence framework, the IAPT “supervision competence framework
can be directly adapted to form a curriculum for supervisor training”
(Roth & Pilling, 2008b, p. 15), and an educational approach that combines
both didactic and experiential elements is recommended for such imple-
mentation.

The Australian Connection
In Australia, efforts are afoot to establish a competency-based system to

guide supervisory practice and evaluation. While mandatory supervisor
training programs are already in place in Queensland, Tasmania, and New
South Wales (Gonsalvez & Milne, 2010; O’Donovan et al., 2008; Psychol-
ogy Board of Australia, 2011), the Psychology Board of Australia is
working to establish a national system for that purpose; its work builds on
and is informed by the earlier supervision competence frameworks that
have emerged from the U.S. and U.K. Thus, a competency-based approach
to supervision—“which includes an explicit framework and method of
supervision practice, and a consistent evaluative and outcome approach to
supervision training” (Psychology Board of Australia, 2011, p. 5)—is being
vigorously advocated and pursued. The Board has identified seven com-
petencies that supervisors must demonstrate:

knowledge and understanding of the profession,
knowledge of and skills in effective supervision practices,
knowledge of and ability to develop and manage the supervisory alliance,
ability to assess the psychological competencies of the supervisee,
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capacity to evaluate supervisory process,
awareness and attention to diversity, and ability to address the legal and
ethical considerations related to professional practice (Psychology Board
of Australia, 2011, p. 4).

Supervisor training has been developed with those competencies fore-
most in mind, and any such training will likely involve a healthy mixture of
“coursework” and “supervision of supervision” (Psychology Board of
Australia, 2011p. 9). While the Board’s current supervision training con-
sultation paper is still in draft form, final feedback is being collected.
When the final guidelines are published, they will in all likelihood be
highly similar (perhaps even identical) to what is now in existence.

Summary Comment
The thrust of these three efforts, each of which appears to be off to a

strong, well-informed start, is on the development, enhancement, and
evaluation of competence in the psychotherapy supervisor. Across the
U.S., U.K., and Australia, the identified supervisor competencies that are
now considered to be of substantial training importance: (1) seem to share
much in common, to even be identical in most respects; (2) uniformly serve
as the organizing foci for the development of supervisor training programs
and packages; (3) appear to be best addressed through both didactic and
practical learning experiences in which a diversity of educational methods,
tools, and strategies is employed; and (4) are seemingly informed either
explicitly or implicitly by some form of developmental considerations.
These three competency frameworks provide solidly grounded, integrated
prototypical models that could also prove useful or instructive in other
countries where matters of competence and supervisor training are now
being increasingly considered (e.g., Bang & Park, 2009).

THE STUDY OF PSYCHOTHERAPY SUPERVISOR TRAINING

In this next section, I turn my attention to the subject of research and
consider one fundamental question: What do the data say about supervisor
training? Do we have any actual data to support current thinking about
supervisor training and its implementation? In an effort to complement the
training material presented thus far, that “data” issue will be examined
subsequently by means of a research review.

For my purposes here, I will define a supervisor training research study
as: A data-based investigation—quantitative or qualitative in nature—in
which (1) supervisor training and/or supervisor supervision was the spe-
cific focus of study or played an integral role in the study’s process/
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outcome, (2) an educational intervention (e.g., supervisor trainee work-
shop) of some type was tested or examined, and (3) assessments were made
to evaluate the effect or impact of the supervisor training/supervision
intervention(s). Because the universe of supervisor training studies has
already been identified as exceedingly sparse (Bernard & Goodyear, 2009,
p. 292), I cast my search net wide and did not set any exclusion criteria
beyond the preceding definition. Instead, I opted to accept for inclusion
what few studies have been done, and then subject them to close and
careful scrutiny after the fact.

To identify research articles for possible inclusion, four steps were
taken: (1) PsycInfo, MedLine, Education Research Complete, and Google
Scholar database searches were conducted using “psychotherapy supervi-
sor training research”, “counseling supervisor training research”, and
“clinical supervisor training research” as the key search words; (2) refer-
ence sections of identified studies were examined to further identify other
appropriate articles for inclusion that might have been missed (“ancestry
approach”; Cooper, 1989); (3) supervision journals or journals that publish
some supervision material were examined for any recent articles that might
have appeared; and (4) various supervision texts (e.g., Bernard & Good-
year, 2009; Falender & Shafranske, 2004; Hess, Hess, & Hess, 2008;
Watkins, 1997a) were also examined to further find any other possible
missed work. Based on those steps, 20 studies—spanning from 1994
through 2011—were identified. Each article was reviewed to determine:
Setting/sample characteristics, measures used, analyses/design, procedure,
findings/conclusions, and limitations/strengths. Table 1 provides a sum-
mary of those features.

Based on an examination of those 20 studies, the following observa-
tions/statements seem to capture much of what we can now conclude
about psychotherapy supervisor training research: (1) the studies nicely
reflect the international nature of psychotherapy supervision, with research
contributions coming from Great Britain (5), Australia (3), Sweden (2),
Canada (1), and the United States (9); (2) while the disciplines of psychol-
ogy and counseling received the most representation across studies, the
professional groups involved tended to be quite varied overall, also
including mental health nurses, social workers, and psychiatrists; (3) the
number of supervisor trainees across studies tended to be quite varied
overall, ranging from a low of 1 to a high of 256; in most cases, however,
the number ranged from about 1 to 25 participants; (4) in most studies, the
age and gender of the participants were indicated; race/ethnicity informa-
tion usually was not; (5) where specific race/ethnicity information was
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provided (7 studies), the vast majority of supervisor trainees (80%) was
Caucasian or European-American; (6) a healthy mixture of research
approaches was employed across these 20 studies—descriptive/discovery-
oriented, single subject methodology, collective case study, grounded
theory analysis, and randomized controlled trial; (7) supervisor training
was primarily provided in either a workshop format or semester(s)-long
training program that involved both didactic and experiential components;
(8) supervision workshops ranged from one day to about a full week,
whereas supervision courses ranged from a single semester up to two years;
(9) the foci of primary interest across studies included (a) supervisor-
trainee development (e.g., testing for hypothesized increases in skill,
confidence, identity, or cognitive complexity) and (b) the acceptability,
effectiveness, or impact of training/supervision; (10) the vast majority of
studies relied primarily or exclusively on self-report data; (11) in studies
conducted thus far, (a) supervisor trainees have tended to rate their
training or supervision quite favorably (Culloty et al., 2010; Getz &
Agnew, 1999; Kaiser & Kuechler, 2008; Milne, 2010), and (b) some degree
of “gain” or positive benefit has been reported to typically result from the
supervisor training/supervision experience (e.g., Majcher & Daniluk,
2009; Milne & James, 2002; Sundin et al., 2008); (12) small sample size,
utilization of self-report measures, and lack of a control group have often
been identified as research limitations/weaknesses, and (13) the need for
more rigorous supervisor training research has been uniformly recognized
and endorsed across all study contributors.

As we think about psychotherapy supervisor training, where do those 13
observations/statements really leave us? What do they offer us in our consid-
eration of current needs and future possibilities for supervisor training? The
strongest, safest conclusion drawn from these studies is: There appears to be
a tentative base of support for supervisor training (didactic/experiential mix)
that suggests it can have value in stimulating the development of supervisor
trainees and better preparing them for the supervisory role. Unfortunately, I
am not sure that we are able to say more beyond that now. No, limited, or
mixed results (Border & Fong, 1994; Borders et al., 1996; Kavanagh et al.,
2008; Milne & Westerman, 2001; White & Winstanley, 2010), coupled with
methodological compromises and weaknesses across studies (see Table 1),
temper what we can strongly and confidently conclude about any supervisor
training benefits. Supervisor training may well have an impact, but that is by
no means a solidly established empirical reality.

If training impact does occur, what are the mechanisms that facilitate
that process? How can that seeming effect be maximized? How is it most
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effectively transmitted from a supervisor trainee to supervisee to patient?
For instance, is it possible for a one-day or two-day workshop to mean-
ingfully convey and inculcate the essentials of psychotherapy supervision
and its practice enough so to make a difference? Those are some unan-
swered questions that seemingly merit empirical scrutiny. Furthermore,
while professional consensus supports a didactic-experiential supervisor
training experience,

“[t]here is no evidence that a particular sequence or combination of
didactic-experiential training is [any] more effective [than any other]”,
“direct comparisons of different training programs have not been re-
ported”, and “training experiences of supervisors beyond the novice stage
have [typically] not been studied” (Borders, 2010, p. 135).

As Borders (2010) states, “Likely, no one training sequence is appropriate
for all training contexts nor all supervisors” (p. 135). In supervising
psychotherapists, we have come to increasingly embrace the axiom that
“one size does not fit all” and tailor our supervisory work accordingly
(Sarnat, 2012; Scaturo, 2012; Watkins, 2012b). That axiom seems equally
apropos to the training and supervision of psychotherapy supervisor
trainees, being readily relevant, applicable, and integral to that educational
process as well. Empirically, however, the concept of “tailoring” has not
been much considered (if considered at all) in supervisor training research
and would seemingly be a worthy variable for investigation.

Though central to the supervision education process, the supervisor
trainer has also largely been the silent or neglected party in supervisor
training research studies. Just as age, seniority, or experience as a super-
visee do not qualify one to supervise psychotherapy (Alonso, 2000; Roden-
hauser, 1996; Schlesinger, 1981; Whitman et al., 2001), neither do age,
seniority, or experience as a supervisor necessarily qualify one to train and
supervise supervisor trainees. But that is not a matter that has been
examined or, to my knowledge, even raised as a concern in this literature
as yet. We have much interest on identifying the features of the effective
psychotherapy supervisor (Bernard & Goodyear, 2009; Carifio & Hess,
1987; Falender & Shafranske, 2004; Shanfield, Hetherly, & Matthews,
2001; Shanfield, Matthews, & Hetherly, 1993), but what are the features of
the effective trainer and supervisor of supervisor trainees? It may indeed
be that, while the effective supervisor and trainer/supervisor might share
much in common, there may also be some important differences that need
to be recognized and considered, even researched. That is a potentially
affecting issue that would seem to require empirical reflection and redress.
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Perhaps our greatest substantive challenge overall will be correcting (or
consistently chipping away at) the gross mismatch that currently exists
between the “clinical” and “empirical” in psychotherapy supervisor train-
ing, better balancing the scales of educational practice and research, and
“raising the bar” on the rigor, relevance, and replicability of future
supervisor training research. Lacking that, our clinical convictions may at
some point begin to ring quite hollow. How we collectively meet or fail to
meet that research challenge seemingly will have much to do with the
advancement of psychotherapy supervisor training worldwide in the de-
cades ahead.

In many respects, supervisor training research admittedly is in its
beginning, formative stage. Not so long ago, Wheeler (2007) declared that
the “future for research on supervision is wide open” (p. 1). With regard
to supervisor training, that seems to be especially the case. But we are not
without some helpful guidance here. A few excellent examples—quanti-
tative and qualitative—of how to do informed supervisor training research
are indeed provided in some of these 20 studies (e.g., Bambling et al., 2006;
Kavanagh et al., 2008; White & Winstanley, 2010 [randomized controlled
trials]; Milne & Westerman, 2001[single subject design]; Majcher &
Daniluk, 2009 [qualitative]). Those particular investigations, while not free
of limitations, provide a potentially useful blueprint to consult in thinking
about and planning future supervisor training research and in reflecting on
the myriad methodological issues that can require attention. Through also
being informed by and building on the 20 studies collectively, some of
their identified weaknesses and limitations may be minimized, avoided, or
eliminated (e.g., using self-report data only), and more “threat-free”
investigations can potentially be constructed from the outset.

CONCLUSION

From Sweden to Slovenia, from north Texas to Northumberland, super-
vision has gone global: It has become or is fast becoming an internationalized,
globalized, and (ideally) indigenized area of practice and inquiry (see Carroll,
1995; Dekleva, 1996; Leung, 2003, 2004; Moir-Bussy & Sun, 2008; See & Ng,
2010; Sundin et al., 2008; Tsui, 2004; van Kessell, 1993; van Kessell & Haan,
1997; Vera, 2011; Ybrandt & Armelius, 2009; Zorba, 2002, 2003). As the
importance of psychotherapy supervision comes to be ever more recognized
and appreciated, the importance of training supervisors for competent, effec-
tive practice is brought ever more into high relief (Borders, 2010). Supervisor
training has been (and seemingly will continue to be) a “hot issue” in
psychotherapy supervision (Gonsalvez & Milne, 2010, p. 234). As Gonsalvez
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and Milne (2010) have aptly suggested, “It is probably time for all stake-
holders (professional bodies and disciplines, universities and other training
clinics) to pool resources and address in a concerted and systematic manner
what is undoubtedly a huge gap in continuing professional development:
clinical supervisor training and [its] evaluation” (p. 240).
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