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“This proposal represents a ground-breaking addition to the field of applied sport psychology. Its unique blend of theoretical depth, practical guidance, and real-world insights makes it an excellent resource for both students and supervisors. This book has the potential to redefine the landscape of supervision in sport psychology, providing a comprehensive and accessible guide for students and supervisors alike.”

Dr Robert Morris, Associate Professor in Sport Psychology at the University of Stirling and Senior Sport Psychologist at the UK Sports Institute, UKPage ii (blank)
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Preface

Several researchers, practitioners, and educators have written extensively about supervision and its importance in our field of professional practice (Andersen 2000, 2021; Poczwardowski et al., 2023). Despite their encouragement for supervision in applied sport psychology practice, it remains on the periphery. Our goal in writing this book is to offer trainees, supervisees, supervisors, practitioners, and training directors a resource to refer to in their roles. To meet their requirements, we aimed for a practical lens over a purely theoretical supervision text. We leaned towards an applied, sport-specific nuance and integrated theory and research where necessary, while keeping a keen eye on the practicalities of supervision. In short, this book intends to provide a practical and relational guide to supervision for supervisees and supervisors in applied sport psychology.

For some of you reading this preface, you are transforming from a student of psychology to a practitioner of psychology (Falender & Shafranske, 2012). It is a daunting transformation for anyone. In practical terms, the change might mean moving from reading a case study about treating a football player presenting with low mood following an injury to leading this work with a football player at their training ground. Occasionally, some trainees embark on this applied journey with little support or guidance, which places the trainees and their clients’ welfare under great strain. Every trainee deserves education, training, and supervision to develop the knowledge, skills, and attitudes to work competently with clients, and although the focus within this book is on supervision, supervision works best alongside appropriate education (e.g., learning about CBT) and training (e.g., working in triads to develop Socratic methods). After all, supervision is psychologists’ third most frequent professional activity (after psychotherapy and assessment – diagnosis), though diminishing time is devoted to it (Falender, 2018; Norcross & Rogan, 2013).

Supervisees need to know what supervision entails, how to use it, and how to thrive within it. A good-enough supervisor will help you marshal the knowledge, skills, and attitudes you need to be a good-enough supervisee. xviiiSupervision is a blend of art and science. Yet, this blend creates a tension between art and science: Should I lean more towards art or science? In the workplace of sport, we see athletes, athletic backroom teams, coaches, and fans who crave data, reason, and explanation, and yet they also revel in the artistry and insouciance of casting off convention and doing it differently. Perhaps supervision also gets tossed from art to science and back again, but for trainees and practitioners, it remains a staple to maintain good health within our therapeutic relationships and our lives outside the office (Adams, 2024; Norcross & Guy, 2007).

Supervision, therefore, represents our ballast. It offers us a base of professional support and guidance, a soft place to land when things fall apart, and the encouragement we need to stretch ourselves when we wish to avoid and escape. Imagine client sessions not going so well on a practicum placement at a professional rugby academy. The feedback from the staff feels overwhelming, and the shame insurmountable. It is within this crisis of confidence that supervision offers a way forward. Supervision sessions, whether with a supervisor or in a group, offer an opportunity to manage shame and progress with the work.

Good practice in applied sport psychology relies heavily on the supervisory relationship. Often, supervision is an ethical requirement, especially in training. We wrote this book for the supervisor and supervisee, not as a binding set of standards, but as a guide from which each can take what they need. What matters most is that the supervisor and supervisee can recognise the parameters of their roles and responsibilities in a supervisory relationship. Depending on one’s experience and developmental path, we encourage you all to give and receive the support, validation, and challenge that fits. The book’s distinctiveness comes from its focus on applied sport psychology, its integration of ethics, professional standards, and relational practice, its emphasis on practical application, and its consideration of the immense value of effective supervision. We wish you all the best on your journey.


xix
How Is This Book Organised?

When we started writing this book, we felt it might be endless, considering the extensive range of principles, processes, and practices in supervising applied sport psychology. To explore these concepts, procedures, and methods, we divided the content into three sections: getting started in supervision, managing the supervisory process, and supervising in diverse contexts and challenges. Beyond this structure, our intention was twofold. First, to help those being supervised to appreciate the scope of the supervisory process and, second, to help supervisors recognise the strengths of their practice and consider how to fill any gaps. Some chapters will appeal more to supervisees than to supervisors and vice versa; however, we feel that cultivating an appreciation of each other’s roles will bring empathy and compassion to the supervisory process. We also intended to lean towards the practical rather than the theoretical or research landscape, though we blend theory and research as necessary in different chapters. Several themes recur across chapters (e.g., relationship quality, developmental stages, power dynamics); however, we feel this is appropriate for an introductory text on supervision. Although there is a scarcity of books specifically on supervision in applied sport psychology on the shelves, related fields offer excellent supervision titles, along with book chapters and research articles in applied sport psychology for reference. This book is not about competing with existing works. Instead, we want to provide a short, comprehensive, and helpful starting point for new supervisors and those being supervised in the applied sport psychology field (Henderson, Millar, & Holloway, 2014).



xx
Choosing the Right Supervisor

Choosing the right supervisor will bring various criteria into view. As a supervisee, you may seek to meet essential criteria like a supervisor who is knowledgeable, approachable, and warm, with experience supervising CBT. Or perhaps she has worked in a particular sports setting that matches your practicum placement. We encourage you throughout this book to consider which supervisor fits you and your process best. One’s process means an ongoing personal journey of self-understanding, growth, and change; it occurs for those working in applied sport psychology and often begins in supervision and coincides with personal therapy for those who choose it. Supervision provides another perspective, another space for thinking (Mollon, 1997), and in this space, an opportunity to visit unconsidered viewpoints, theories, elements of transference and countertransference, what has been created and what has been lost. The endless list of challenging countertransference issues (e.g., anger, erotic attraction, frustration, missed appointments, needing control, over self-disclosure, wanting to be liked, rescuing) means we need someone to help us explore our responses towards our clients, what these responses mean, and work out a way to understanding them rather than to act upon them (Adams 2024).

Through your education or training, you might be familiar with scenarios where sport psychology practitioners leverage their role to exert control, as opposed to fostering empowerment and self-governance. And because it is so familiar, you might not consider it to be unhelpful to your needs. Sometimes we cannot find a supervisor who feels right for us. One reason for this circumstance might be what we are seeking or, more precisely, avoiding. Adams (2024) suggested we might seek collusion, soothing, and complacency to avoid challenge, exploration, and insight. A supervisor might collude to keep a firm grip on their grandiose position or to avoid the work of delving into the cluttered corners of supervisees’ working lives. But we spend our time in the internal world of our clients. We work with clients to understand, manage, and support them to change xxitheir internal world. If we are to help them, we need to look within to understand ourselves and ourselves in relation to our clients.

Our motivations for becoming psychology practitioners are many and varied. Our pure motivations for becoming psychology practitioners seem clear (e.g., to make a positive difference, help others feel better; other people believe we are good with people) and yet our shadow or unconscious motivations (e.g., drive for power, meeting our own needs, need to be liked) trip us up and thwart the good work we can do with our clients. After we understand these hidden intentions, we can collaborate with our clients instead of taking advantage of them, unknowingly using them for our own purposes, or projecting aspects of ourselves onto them. Supervision offers us an opportunity to see both sides of our motivation. It is not the rightness or wrongness of our motives, but the opportunity to see all of them as they appear and not deny their existence. We, as health professionals, are bound to uphold our ethical and professional standards, prioritise personal growth, and address our internal challenges. The privilege of working with clients brings with it a deep responsibility to understand ourselves as much as we want to understand those we serve.

At the outset of supervision, we might work at cross-purposes because what the supervisee needs might be at odds with what the supervisor needs. The supervisor’s zeal to impart bundles of knowledge in a few sessions might inadvertently mean that establishing a positive supervisory alliance is relegated to a position further down the list. The supervisee’s need to feel safe and develop a sense of trust does not receive the time, space, and openness it deserves. Or, for some trainees who have completed a master’s degree and are eager to begin practicum placement, the grandiose professional self acts as a defence against their feelings of helplessness and lack of knowledge at the beginning of their professional training (Teitelbaum, 1990).

Depending on the stage of your journey (early, middle, or late career), we present these challenges as points for reflection. At each stage, your needs will change; finding the right fit for your needs seems wise.Page xxii (blank)
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1 What Is Supervision?
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In this chapter, we shall summarise what supervision is (and is not), as well as its key definitions and core concepts. Next, we shall present the essentials of supervisory practice within theoretical models and frameworks, and some functions and purposes of supervision. Then, we shall explore the historical development of supervision in applied sport psychology. Finally, we conclude with a brief discussion of the evidence base and current trends for effective supervision.


1.1 Defining Supervision

Supervision in applied sport psychology refers to the collaborative relationship between a more experienced practitioner (supervisor) and a less experienced one (supervisee), designed to enhance professional competence, monitor the standards of service delivery, and ensure ethical practice in applied sport psychology contexts. Unlike traditional clinical supervision, supervision in applied sport psychology encompasses unique dimensions related to performance enhancement, team dynamics, and the high-pressure competitive environments in which practitioners typically operate. Some of the core concepts we explore in this book encompass reflective practice (i.e., systematic examination of one’s professional experiences to improve future practice), professional development (i.e., continuous growth in knowledge, skills, and competencies), ethical decision-making (i.e., applying ethical frameworks to complex applied sport psychology scenarios), competency assurance (i.e., ensuring practitioners meet and maintain professional standards) and knowledge transfer (i.e., transmitting explicit and tacit knowledge from experienced practitioners to developing ones).

Applied sport psychology is typically theoretically guided, empirically grounded, and practically meaningful. One aspect of the field of applied sport psychology is supervision. Supervision facilitates personal and professional development, promotes practitioner competencies, and supports 2accountable service delivery. Defining supervision, however, like supervision itself, is a complex task because there are roles and responsibilities for at least three stakeholders: the supervisee, the supervisor, and the client. To help these parties develop a scaffold for their work in the supervisory relationship, we draw upon the definition presented by Hawkins and McMahon (2020) and define supervision as a supervisor and supervisee working together to attend to the supervisee’s clients, client-practitioner relationships, and the wider contexts of their work. This joint endeavour improves the quality of their work because it transforms client relationships and continuously develops the practitioner, their practice, and the profession.

Within this definition lie at least three meaningful strands. First, supervision is collaborative. It means the supervisee and the supervisor work together to address the tasks, goals, and bond of their working relationship to support the work of the supervisee with their current and future clients. Second, supervision is client-focused. The core purpose of supervision is to examine the supervisee’s client work. The client might be an individual, a client group, or an organisational client. It is likely that the wider context of the supervisee’s work includes organisational and professional contexts with their unique social, cultural, and political leanings. An applied sport psychology practitioner working in a professional organisation (e.g., rugby, basketball) works within its systemic and ecological context. Working with a youth athlete within this organisation might also involve the family and social context of the client and their ecological contexts. Finally, supervision focuses on learning. Though supervision may appear to attend to what happened (i.e., a reflective process), it does so to help the supervisee learn and raise the quality of their work with current clients, future clients, their organisation, and the profession. This focus on education and training means activities such as observation, feedback, and evaluation fit alongside modelling, instruction, and problem-solving.



1.2 Why Is Supervision Necessary?

In short, this endeavour by the supervisee and supervisor aims towards setting standards for supervision to ensure that practitioners are professional, competent, ethically secure, and innovative scientist-practitioners fully suited to service delivery in sport. The specific functions of supervision might be developmental, resourcing, and qualitative (Hawkins & Smith, 2013), formative, restorative, and normative (Proctor, 1988) or educative, supportive, and managerial (Kadushin, 1976).

For this chapter, we focus on Hawkins and Smith’s (2013) work. The developmental function focuses on developing the capacities, understanding, and skills of the supervisee through the supervisee’s work with their 3clients. Supervisees hold various levels of experience as trainees or professionals; yet time spent in one’s profession does not always mean personal and professional development matures. It is the evidence of the work with clients that helps the supervisor understand where on this developmental trajectory the supervisee stands. Reflecting, exploring, and learning are key functions of development, but without cases to reflect on and explore, it seems unlikely that each step of service delivery: assessment, formulation, intervention, evaluation, and communication unfold at the leading edge of learning and current practice. Observations, audio and video recordings, and process reports allow the supervisor to ‘be in the room’ with the supervisee and the client. These examples allow the supervisor to witness assessments unfolding, to hear the dynamics of interactions between the supervisee and their clients, to see the threads of formulations and interventions weave together, and to see the consequences of the decisions and actions of the supervisee. A supervisor might compare an example with one client (e.g., a child athlete) with examples from other clients (e.g., a master’s athlete) and their unique systemic and ecological contexts.

The resourcing function reflects the resilience required to work in a helping profession. Distress, pain, loss, disorientation, uncertainty, success, and a host of other universal life themes affect each practitioner differently, but the challenges of working with others mean practitioners need to reflect upon how this emotional labour affects them. Compassion fatigue influences the practitioner and their work with clients. Practitioners might, for instance, over-identify with their clients or protect themselves against being further affected by their clients (Hawkins & McMahon, 2020).

The qualitative function of supervision reflects the parameters required to work safely with people. This quality assessment forms a safeguard against those things that are seen (e.g., lack of experience) and unseen (e.g., blind spots). When all stakeholders, such as the supervisor, supervisee, and organisation, recognise their responsibility for client welfare, the ethical and professional standards steer them along suitably.

At each stage of one’s supervision, one’s developmental, resourcing, and qualitative functions are at play. As novice practitioners, much of our supervision was formative because we sought knowledge, but as we gained competence, our growing experience developed into consultative supervision, encompassing the breadth and depth of our work. At one moment, a supervisee might need to develop a specific skill for their client work (e.g., developmental) and at another receive support to handle delicate ethical challenges (e.g., resourcing) while learning to be positive in their work with a client and ensure a quality of work (e.g., qualitative). For experienced practitioners as supervisees, they will need feedback on content and process in client sessions (e.g., developmental), need validation as a person and a professional (e.g., resourcing) and to continue to use their 4professional resources better (e.g., qualitative). Some supervisors might supervise yet be in a developmental phase in their supervisory experience as they gain knowledge, clinical wisdom, and organisational experience in the field (Creaner, 2014).



1.3 Functions of Supervision

Proctor’s (1987) clinical supervision model outlines three functions of supervision: formative, normative, and restorative.

The formative function reflects the fostering of trainee development. Next, the normative aspect involves protecting clients’ interests and performing gatekeeping tasks. Finally, the restorative function provided by supervisors to supervisees is to help them share their needs and address them, preventing burnout (Bernard & Goodyear, 2018). By exploring the formative function of supervision in applied sport psychology, we can see its central role in enhancing knowledge and abilities. A key part of education, training, and supervision is teaching those supervised the theories and practices of applied sport psychology. The supervisee will then focus on honing their abilities in assessment, formulation, intervention, evaluation, and the communication of their understanding. With the supervisee’s progression, they can combine research with their practice and undertake research activities, which will contribute to their professional growth and help them as sport psychologists in training.

The normative function checks quality and upholds ethical standards. Supervisors encourage and engage with supervisees from the beginning to foster professional standards and ethical guidelines in practice. This initial step guarantees quality service by consistently reviewing contracts, boundaries, and conducting check-ins with everyone involved, including athletes, coaches, teams, and organisations. Whether you are a trainee or a qualified professional, providing a service to clients requires evaluating risks and following organisational and legal rules. Recording cases and maintaining records is a crucial process that benefits clients and supervisees, involving the supervisor and supervisee.

The restorative function focuses on the supervisee’s emotional and psychological health. One of the primary goals of this support is to prevent burnout, including compassion fatigue, in environments with high emotional demands. Some applied sport psychologists often work unpredictable hours, travel frequently, and handle many cases, all of which must be carefully managed to ensure the practitioner’s health. In performance-driven environments, the emphasis is primarily on results and achievements, and such settings are also challenging for the practitioner. Practitioners’ hidden biases and emotional reactions, stemming from the environment, subtly influence their interactions with those with whom they work in high-pressure sports, making countertransference probable.5



1.4 Theoretical Models and Frameworks of Supervision

Supervision models and frameworks represent an organised way in which supervisors apply supervision. With different models or frameworks, we witness different aspects of supervision being applied, and a choice remaining with the supervisor and supervisee about how they wish to work together. One challenge for a neophyte supervisee in applied sport psychology is to first understand a therapeutic modality (e.g., person-centred therapy or cognitive behaviour therapy) and apply it in a sport setting. Next, they must negotiate supervision with a supervisor, often without learning or being taught about the process of supervision, supervision models, and ways of working together. The first step on this journey is to understand a sample of supervision models and frameworks, which helps neophyte supervisees to negotiate and use supervision. It is possible to organise three broad categories of supervision models: models grounded in psychotherapy theory (e.g., cognitive behavioural, psychodynamic), developmental models (IDM Stoltenberg and McNeill; reflective developmental models), and process models (e.g., discrimination model by Bernard or Hawkins and Shohet seven-eyed model). Supervisors use various approaches, blending elements from each of the three model categories (Bernard and Goodyear, 2018). It is beyond the scope of this book to offer detailed accounts of each model, so we present an example for each category for illustration. For those models grounded in psychotherapy theory, we shall present person-centred and cognitive-behavioural supervision. For developmental models, we shall present the integrated developmental model (IDM). Finally, we shall present Hawkins and Shohet’s seven-eyed model.


1.4.1 Psychotherapy-Based Models

Here, we introduce two psychotherapy-based models: humanistic-relationship-oriented supervision and cognitive-behavioural supervision, though there are also systemic or integrative approaches. In humanistic-relationship-oriented approaches, the focus lies in experiential awareness and using the therapeutic relationship to promote change. Thus, supervision aims to assist supervisees in developing their understanding of theory, skills, and techniques, as well as their ability to explore themselves and their use of self to create change. Being truly present, transparent, authentic, and accepting of clients is part of using oneself (i.e., use of self). In short, the psychologist uses his or her ‘self’ as a tool in service of clients and the therapeutic relationship. Therapeutic use of self reflects the self-aware interweaving of our professional self (one using knowledge, skills, and techniques) and our personal self (emerging from our history, beliefs, values, personality, and lived experience) (Finlay, 2022). Many relate this theoretical school to Carl Rogers and his person-centred model. Rogers’ counselling theory 6informed his supervision, believing in genuineness, empathy, and warmth to understand oneself, understand the therapeutic process, and grow in confidence (Bernard & Goodyear, 2018).

In applied sport psychology, however, cognitive-behavioural therapies have had, and continue to have, a significant influence on the practice of applied sport psychologists. Although behavioural and cognitive therapies have separate origins and foci, their blending brought a set of propositions for the goals and processes of supervision (Boyd, 1978). For instance, to teach therapists how to behave, develop skills, apply them, and refine them in response to learning theory, supervision needs to incorporate the principles of learning theory into its practices.

In cognitive-behavioural supervision, we witness a similar structure to sessions as if we were receiving cognitive behaviour therapy, with a check-in, agenda setting, a bridge from the previous supervision session, previous supervised therapy cases, homework review, working on each agenda item, periodic summaries, homework assignment, final summary, and feedback from the supervisee (Sudak et al., 2016). This supervision session would begin with a check-in to see how the supervisee is doing and to create a safe environment for the session. Next, the supervisor and supervisee set the agenda together, with the supervisor adding to the agenda an item or items deemed relevant at that stage. The bridge represents an opportunity for the supervisee to share what was learned in the last session and how that learning was useful. Next, the supervisor will enquire about previously supervised cases, which allows both parties to acknowledge where they stand with these cases and their overall caseload. Homework is a key feature of CBT and CBT supervision. A supervisor and supervisee will set homework collaboratively for the supervisee to complete between each session. For example, a supervisee might read about a treatment intervention or attempt a new technique. Most of a CBT supervision session focuses on the agenda items. One element of an agenda might be about role-playing or direct instruction leading from an audio recording of a session with a client. Or the supervisor may use guided discovery to help a supervisee establish what to do next, having reached an impasse with a client. Once the agenda items are addressed, setting homework for the next session allows the supervisee to benefit from what emerged in the session. Next, the supervisor’s capsule summaries and formative feedback reflect upon the session and what has been learned. Finally, besides opportunities to offer feedback to the supervisor during the session, the supervisor seeks feedback from the supervisee about the session and answers questions the supervisee might have from the session.

Affect is a key feature of CBT and CBT supervision. It might appear as though cognition, overt behaviour, and didactic instruction trump affect, but this appearance is a misinterpretation. After all, a supervisee might struggle with stress about their competence and effectiveness in the workplace or countertransference working in a high-performance environment. Exploring these 7feelings allows the supervisee to address unhelpful thoughts (e.g., I must be of immense value to the football players in this academy). Creating a safe supervisory environment, dealing with feelings, and nurturing a positive working alliance between the supervisee and supervisor have long-lasting effects on the supervisee’s competence and effectiveness in applied sport psychology.



1.4.2 Developmental Models

Developmental models aim to clarify the evolution of professional competence during training and beyond. Stoltenberg (1981) first developed the integrated developmental model (IDM), with revisions over the next two decades (Stoltenberg & Delworth, 1987; Stoltenberg et al., 1998). The integrated developmental model illustrates four stages of growth, starting with novice and culminating in expert. Besides these developmental stages, one can assess professional growth using three organising principles: self-awareness, motivation, and independence, across eight skill domains: intervention skills competence, assessment techniques, interpersonal assessment, client conceptualisation, individual differences, theoretical orientation, treatment goals and plans, and professional ethics (Stoltenberg et al., 1998, pp. 187–199).

The four developmental stages or levels are level 1 (self-centred), level 2 (client-centred), level 3 (process-centred) and level 3i (integrated). At Level 1, the trainee/supervisee is highly motivated, and they concentrate on their own areas of weakness (self-centred). There is a noticeable lack of self-understanding, coupled with anxiety from not knowing, and supervisees seem overly reliant on their supervisors. The supervisee seeks structure and mentorship from their supervisor. In Level 2, the emphasis moves from the individual to the client (i.e., client-centred), and there is a transition period marked by autonomy and self-reliance. After experiencing moments of self-assurance, feelings of insecurity and confusion arise, followed again by periods of high confidence. When supervision cannot ease discomfort, motivation wavers, and dissatisfaction sets in. Level 3 allows for increased freedom and a stronger focus on the interaction between oneself and the client. The supervisee seeks more challenge from their supervisor. Level 3i emerges when those being supervised achieve Level 3 competence in various areas, such as assessments and interventions. This includes a customised way of working professionally in different fields and a clear understanding of abilities and areas for improvement.



1.4.3 Process Models

Process models blend concepts from different theoretical frameworks. The seven-eyed process model of supervision by Hawkins and Shohet (1989) identifies seven key areas, or modes, of supervision. This supervisory model considers the interplay of a supervisor, supervisee, client, work environment, and 8broader system, involving a dual focus (double matrix) on the client/supervisor and supervisee/supervisor relationships. Supervisors select these modes or areas of emphasis based on their preferred supervision style, the supervisee’s developmental progress, and the specific circumstances of the context.


	Mode 1: Focusing on the clients and what and how they present

	Mode 2: Exploring the strategies and interventions used by the supervisee

	Mode 3: Focusing on the relationship between the client and the supervisee

	Mode 4: Focusing on the supervisee

	Mode 5: Focusing on the supervisory relationship

	Mode 6: The supervisor focusing on their own process

	Mode 7: Focusing on the wider context in which the work happens



The first three modes explore the events unfolding during the supervisee/client’s session. In the next three modes, there is a focus on the act of supervision, exploring the experiences of the supervisor and supervisee within their working relationship, potentially shaped by the dynamics of the supervisee’s interactions with their clients (see parallel processes). Because the supervisor has never met the client, the supervisor depends on the supervisee to communicate information (consciously or unconsciously) about the client. The final mode offers a lens into the various circumstances that may influence the context within which the work happens (Creaner, 2014; Hawkins & Shohet, 2012).

In our work with our doctoral students training to become applied sport psychologists, we present an overview of supervision models and frameworks so trainees appreciate the various approaches supervisors might take in the supervisory process in their allotted one-to-one supervision. In group supervision sessions, however, we explore the value and complexity of supervision, leaning on the seven-eyed process model of supervision and the generic tasks of supervision (Carroll, 1996). Carroll’s (1996) generic tasks model comprises seven tasks of supervision. These tasks emerged from his research with supervisees and supervisors, with a focus on what the supervisor does in supervision. This behavioural repertoire allows the supervisee to witness what the supervisor does in supervision and the responsibility the supervisor holds for undertaking these tasks. These tasks comprise (1) to set up a ‘learning relationship’, (2) to teach, (3) to evaluate, (4) to monitor professional/ethical issues, (5) to counsel, (6) to consult, and (7) to monitor administrative aspects. These seven spokes of the generic tasks of supervision wheel generate questions within the group about each spoke. For example, teaching (2) might raise questions like: What knowledge do you need to develop? Or which skills do you need to progress? Evaluation (3) might raise questions like: How will my supervisor evaluate my work? Or how will my supervisor help me evaluate my work? (Table 1.1).9Page 10 (blank)1112


Table 1.1
Comparison of Major Supervision Models Return to text.⏎



	Model
	Core focus
	Key features
	Strengths
	Limitations
	Best used when





	Psychotherapy-based models (e.g., humanistic/person-centred/CBT)

	Application of a therapeutic orientation to supervision

	
	Supervision parallels therapeutic sessions

	Humanistic: empathy, genuineness, use of self

	CBT: structured agenda, homework, guided discovery



	
	Clear structure (CBT)

	Strong relational depth (humanistic)

	Easy for supervisees trained in the same modality



	
	May over-prioritise therapeutic models instead of supervision needs

	Risk of rigidity (CBT) or lack of direction (humanistic)



	
	The supervisee is learning a specific modality

	Cases align closely with the therapeutic model

	Early-stage trainees needing structure (CBT)






	Integrated Developmental Model (IDM)

	Developmental progression of supervisee competence and autonomy

	
	Four levels of development (1–3i)

	Tracks motivation, self-awareness, autonomy

	Eight domains of competence



	
	Highly adaptable to the supervisee’s level

	Helps supervisors pitch support versus challenge

	Supports long-term growth



	
	Can be complex to apply consistently

	Risk of over-labelling supervisees’ ‘stage’



	
	Training programmes

	Long-term supervision relationships

	Supervisors wanting developmental scaffolding






	Seven-Eyed Process Model (Hawkins and Shohet)

	Multi-layered view of client–supervisee–supervisor dynamics

	
	Seven perspectives (‘eyes’) including interventions, relationships, parallel process, wider context

	Strong systemic lens



	
	Excellent for relational and systemic insight

	Reveals parallel processes

	Supports reflective depth



	
	Can be abstract for beginners

	Requires supervisory skills in relational/process work



	
	Complex cases

	Team/organisational sport settings

	Supervisees ready for deeper process-oriented exploration






	Carroll’s Generic Tasks Model

	Concrete tasks a supervisor performs

	
	Seven tasks: learning relationship, teaching, evaluating, monitoring ethics, counselling, consulting, admin

	Useful behavioural map for supervisors



	
	Very practical and easy to operationalise

	Helps supervisors structure sessions and track responsibilities



	
	Harder to use as a standalone conceptual model

	Less emphasis on supervisee development stages



	
	Supervisor training

	New supervisors learning their roles

	Structuring group or individual supervision sessions






	Process-Oriented Models

	‘Here-and-now’ dynamics in supervision

	
	Focus on interpersonal patterns

	Uses moment-to-moment experiences

	Strong parallels with group/team dynamics



	
	Powerful for emotional intelligence and relational skills

	Helps reveal blind spots and parallel processes



	
	Requires high supervisor competence

	Not always suitable for early trainees needing structure



	
	Advanced supervisees

	Team-sport practitioners dealing with interpersonal complexity






	Behavioural/Cognitive-Behavioural Supervision

	Skill acquisition through structured methods

	
	Agenda-setting

	Modelling

	Role-play

	Feedback loops

	Homework



	
	Structured and measurable

	Easy to evaluate progression

	Supports skill-based learning



	
	May under-emphasise relational depth

	Can feel mechanistic if overused



	
	Early-career supervisees

	Skill-focused training (e.g., behavioural interventions)






	Humanistic/Relational Models

	Use of self, authenticity, and empathic supervisory relationships

	
	Emphasis on safety, warmth, congruence

	Supervisory relationship as a change vehicle



	
	Builds a strong working alliance

	Supports supervisee vulnerability and reflection



	
	May lack structure

	Risk of avoiding evaluation or difficult conversations



	
	Reflective practice development

	Supporting supervisees with shame/anxiety











1.5 How Supervision in Applied Sport Psychology Evolved

Applied sport psychology formalised supervision more recently than clinical and counselling psychology. Broadly, the 1980s and 1990s witnessed the first of several key developmental milestones with the emergence of applied sport psychology as a distinct professional practice area, with supervision practices borrowed largely from fields like counselling psychology (Andersen et al., 1994; Simons & Andersen, 1995). By the early 2000s, practitioners recognised the need for sport-specific supervision models that address the unique challenges of working in athletic environments. Over the next fifteen years, there were several specialised certification programmes (e.g., BPS, AASP) that formalised supervision requirements. More recently, we have witnessed the integration of technology-mediated supervision approaches and a greater emphasis on cultural competence in supervision. The evolution of supervision in applied sport psychology reflects the field’s growth from focusing primarily on performance enhancement to addressing holistic well-being, mental health, and diverse athlete populations.

Training and supervision in applied sport psychology has had a ‘Wild West’ feel to it and, by extension, might not have prepared trainees for their careers (Tod & Lavallee, 2011). The field of applied sport psychology has boomed over the past 45 years, and with such booms, the ethics and standards of practice lagged. Codes of practice and boundaries of competence help practitioners to practise safely, ethically, and effectively; however, as the field grew, guidelines for training, supervision, and licensing were scarce, and so some practitioners taught themselves (Simons & Andersen, 1995). Although some self-taught practitioners practised safely and ethically, others did not. This ‘openness’ to the field meant that those wishing to practise without training and qualifications could do so and, with sufficient ‘popular opinion’ behind them, gathered clients whose primary concern was success rather than the practitioner’s training and qualifications.

The intervening years have meant an increase in accreditation (licensing, certification) following students enrolling in undergraduate and postgraduate programmes (e.g., sport science, psychology), independent or university-directed training routes, alongside critical and reflective supervision. Although the landscape of training and supervision changes in all professions, applied sport psychology seems to have a stop-start nature to it, but travels in the right direction. It seems stop-start in the sense that some training and supervision meet the needs of future practitioners while others might not. Differences in curricula, educator training, supervision, and supervising the supervisors fortify some areas, yet leave gaps elsewhere. For instance, maybe theoretical and applied knowledge might be a strength, yet practitioner helping skills for practice with clients 13remain low. Another issue relates to the needs of clients in the field. Tod, Andersen, and Marchant (2009, 2011) conducted two longitudinal studies following a cohort of practitioners for six years since beginning their postgraduate training. Of those working with athletes, less than 20 per cent of their services focused on performance enhancement.

For this chapter and book, we focus on supervision. Many practitioners, past and present, recognise the specific factors (e.g., interventions) more readily than the common factors (e.g., therapeutic relationships) in applied sport psychology practice. At face value, it seems reasonable that doing something (e.g., relaxation) trumps being something (e.g., empathic). But close, caring relationships with clients help them get better at what they do (i.e., in sport and life), and the quality of the working alliance between the practitioner and client remains a consistent factor in treatment outcomes (Andersen, 2005; Sexton & Whiston, 1994). With these ideas in mind, the leanings of one’s supervisor might inadvertently impress upon specific factors at the cost of common factors for the supervisee. The supervisee in practicum placement blends the art and science of applied sport psychology but often does so on the strength of the quantity and quality of supervision. With low levels of full-time employment as applied sport psychology practitioners, it seems likely that many supervisors in applied sport psychology are academics with varying levels of experience in applied sport psychology (Tod et al., 2009). In addition, despite their knowledge, skills, and experience as practitioners, they will still need to learn how to supervise (Barney et al., 1996). Supervision is not a requirement for continued registration or membership in most professional organisations, and sport psychologists rarely seek supervision following graduation (Watson et al., 2004).

With this historical backdrop of a low ratio of supervision hours to placement hours, and varying quality of supervision, one might question the effectiveness of service delivery and the helpfulness of sport psychology as a discipline amongst the sport sciences (Tod & Lavallee, 2011). Recent developments in independent training programmes, taught doctorates, and professional doctorates mean the landscape of supervision is improving. Researchers and practitioners recognise the needs of neophyte trainees through their research, which shapes our knowledge and understanding of supervisees’ needs (Cropley & Neil, 2014, 2016, McEwan & Tod, 2015; McEwan et al., 2019). Yet, it remains the duty and responsibility of supervisors to bridge the gap between research and practice by keeping up to date in their knowledge and leaning on the most suitable integration of theory, research, and practice. A weight of responsibility and accountability lies with supervisors to remain current in their knowledge and practice of service delivery. Ideally, education and clinical practice would crossover each week during a trainee’s learning journey to address material that is relevant at a theoretical and 14practical level (e.g., injury rehabilitation, career transition). Blending theory with personal, professional, and relational factors in service delivery lives week to week for those on practicum placement. And the traditional focus on performance enhancement amongst applied sport psychology practitioners has now shifted to include health and well-being (Sly et al., 2020).



1.6 What Good Supervision Looks Like in Practice

Supervisees in the helping professions report feelings of shame, worry, and incompetence in their client work, especially those early in their training, highlighting the need for improved supervision. For instance, in psychotherapy supervision, Batten and Santanello (2009) suggested trainees are likely to hold feelings of shame about making mistakes and anxiety about providing effective therapy in supervision and clinical work.
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