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ABSTRACT 

 
Supervision is a hierarchical and evaluative relationship extending over time between a 

supervisor and a supervisee that permits quality control of service delivery of neophyte 

practitioners (Bernard & Goodyear, 2009; Watson, Zizzi, Etzel, & Lubker, 2004). It is a cardinal 

part of the training and a requirement to become a certified consultant of the Association for 

Applied Sport Psychology (Certified Mental Performance Consultant [CMPC]). This study 

aimed to: identify the structure of supervision and effective supervision practices used in 

enhancing the competence of sport psychology trainees, recognize the challenges and mistakes 

of providing effective supervision, explore the necessary competencies of sport psychology 

supervisors, and discuss the preparedness of graduates who are CMPC eligible to provide 

supervision. Semi-structured interviews were conducted with 10 supervisors and directors of 

supervision (4 female) representing nine doctoral programs in the U.S. Supervisors had 6-35 

years of experience providing sport psychology services (Med = 20.3) and 2-26 years of 

experience providing supervision (Med = 17.3). The programs were diverse in terms of 

department affiliation (psychology = 4; sport science = 4, other = 1) and institutional affiliation 

(R1 = 4, R2 = 1, R3 = 1, other = 2). Interviews were transcribed verbatim and data were analyzed 

both deductively as guided by research questions, and inductively as themes emerged. A total of 

927 meaning units (MU) emerged under the six issues: structure of supervision, supervision 

practices, challenges to providing supervision, mistakes made regarding supervision, 

competencies of a supervisor, and preparedness to provide supervision. The structure of 

supervision in the different programs is unique, dynamic, and represents the resources and 

constraints within which supervisors operate. Despite substantial variability in supervision across 

the different programs and the varying resources available, supervisors tended to discuss similar 

supervision practices utilized in the programs. Time constraints represent the primary challenge 

to providing effective supervision. The inability to establish a trusting relationship with the 

supervisee is the most repeated mistake. Competencies necessary to provide supervision 

exceeded those needed for service provision, and are usually attained only after working as a 

professional in the field for a few years. Necessary competencies of supervisors are further 

discussed in the framework of structuring and providing effective sport psychology supervision. 
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CHAPTER 1 

 

INTRODUCTION 

 
Supervision is a fundamental element of training and practice in service delivery fields 

including sport psychology (Andersen & Williams-Rice, 1996). It is a process centered on a 

hierarchical, long-term relationship between a supervisor and supervisee that is geared towards 

facilitating the development and growth of the supervisee into a competent sport psychology 

practitioner (Van Raalte & Andersen, 2000). Supervision also serves as a challenging, yet safe, 

environment where sport psychology trainees learn to become ethical practitioners (Andersen, 

1994). 

Supervision is a distinct professional practice that helps maintain the standards of a 

profession, and ensures that trainees develop the necessary competencies for practice (Bernard & 

Goodyear, 2014). The responsibility associated with the provision of supervision is of high 

importance as the supervisor serves as a gatekeeper for entry into the profession and is 

responsible for protecting the welfare of clients by ensuring that adequate sport psychology 

services are provided (Watson, Zizzi, Etzel, & Lubker, 2004). Thus, supervision comprises 

monitoring and evaluating the service quality of supervisees. 

A fundamental goal of supervision is developing the competency level of trainees. There 

are nearly 100 programs that provide training to masters and doctoral students in the field of 

sport psychology listed in the Directory of Graduate Programs in Applied Sport Psychology 

(Burke, Sachs, & Schweighardt, 2015). Most of these programs include applied experiences and 

supervision as part of the training students receive. Understanding the structure of applied work 

experiences and the perceived efficacy of supervision provided in these programs can help shed 

light on the process of developing competent and effective sport psychology practitioners. This 

would permit an evaluation of supervision practices that contribute to the enhancement of these 

competencies (Fletcher & Maher, 2014).  

Aspiring sport psychology consultants (SPC) seeking certification by the Association for 

Applied Sport Psychology (CMPC) are required to complete a supervised applied experience 

(termed ‘mentored’ experience by AASP). This experience includes 400 hours of sport 

psychology service provision that is supervised and approved by a CMPC supervisor. The 

Certification Review Committee (CRC) requires that at least 12.5% of these hours (i.e., a 
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minimum of 50 hours) are spent receiving direct and/or indirect supervision with an approved 

supervisor (termed ‘mentor’ by AASP). The CRC also recommends that at least 10 hours of 

supervision be direct (e.g., the supervisor viewing the supervisee conducts a session with an 

athlete or team), but this is not a requirement (Become a certified consultant, n.d.). Besides the 

number of hours spent in various applied activities, there is no set criteria of what the supervised 

experience should entail and as a result, it is essentially left to the discretion of the supervisor. 

Currently, the structure, nature, and quality of supervision in different graduate programs in sport 

psychology is unknown, and there is a lack of clarity regarding the specific supervision practices 

employed to increase competency in service delivery among student supervisees.  

Aspirational guidelines for effective supervision in sport psychology have mostly been 

adopted directly from neighboring fields (e.g., clinical psychology and counseling psychology). 

However, these guidelines may not necessarily be appropriate or feasible given the unique 

structure and focus of sport psychology programs. To an extent, these guidelines can be viewed 

as goals that are perhaps unrealistic as many programs may lack the necessary resources to 

provide the model supervision experience proposed in the literature (Tod & Lavallee, 2011). For 

example, departmental constraints or lack of approved supervisors available may affect the direct 

application of these guidelines.  

Research concerning the training of supervisors and quality of supervision provided to 

sport psychology graduate student supervisees is limited. Results from the most recent study 

conducted by Watson et al. (2004) revealed that 47% of supervisors did not receive any training 

in supervision. Further, 29% reported non-formal academic training in supervision such as 

workshops, independent studies, or in-service type of training. It is encouraging to learn from 

this survey that students were more likely to receive supervision in general and weekly 

supervision in particular compared to professionals (75% of students reported receiving 

supervision). However, the breadth and depth of supervision remains a concern, especially as the 

competency level of supervisors in unknown (CAGETPSP, 2014; Tod & Lavallee, 2011).  

Managing applied work experiences and supervision is a difficult task as guidelines 

regarding the components of training remain at the discretion of each program. The decisions 

directors of supervision make are influenced by a number of factors including the departmental 

and institutional affiliation of the program. For example, sport psychology programs that reside 

within kinesiology/sport sciences departments will most likely have a different emphasis in the 
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required coursework than programs in psychology or counseling departments. Similarly, 

programs belonging to high volume research institutes may not place the same centrality on 

applied work as programs at institutions with a lower focus on research. All of these factors 

affect the way applied work is structured and supervised within different graduate training 

programs. Therefore, the nature of supervision provided likely differs across graduate programs 

in sport psychology.  

The ultimate goal of supervision is to prepare supervisees to become autonomous sport 

psychology practitioners (CAGETPSP, 2014; Stoltenberg & McNeill, 2009; Van Raalte & 

Andersen, 2000). To date, there are no validated measurement tools to assess the preparedness 

level of consultants; rather, there is some anecdotal evidence pertaining to the perceived 

competence of graduates of sport psychology programs (Tod, Andersen, & Marchant, 2009; Tod, 

Marchant, & Andersen, 2007). Findings from these studies indicate that supervision has a central 

role in the development of competencies amongst trainees, and facilitates their professional 

growth. However, the manner by which the process of supervision influences the development of 

competencies amongst students, and thus their preparedness to practice in an autonomous 

manner, remains unclear.  

Neighboring service delivery fields suggest a variety of supervision practices that are 

deemed effective in the development of supervisee competency (Falender & Shafranske, 2004; 

Falender et al., 2004). Based on the different theoretical frameworks to supervision, specific 

tools and techniques are recommended (Bernard & Goodyear, 2014; Van Raalte & Andersen, 

2000). For example, reflection has been suggested as a powerful supervision practice that can 

increase the self-awareness of supervisees and in turn, enhance their competency in service 

provision (Watson, Lubker, & Van Raalte, 2011). With that said, the prevalence and utility of 

different supervision practices employed in sport psychology (some of which have been 

suggested in the broader psychology literature) has rarely been examined. 

The purpose of this study is to gain understanding of the manner by which doctoral 

student supervisees in sport psychology graduate programs are supervised and trained to become 

competent SPCs. I aim to identify the various supervision practices used and aspired to be used 

by supervisors in sport psychology programs across the U.S. to gain insight into what is effective 

and feasible with respect to their programs. By tapping into the experience and expertise of this 

population, I aim to answer the following questions: what practices and approaches can be used 
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to improve the supervision provided to graduate student supervisees in sport psychology and 

ultimately increase their service provision competence? What are the necessary competencies of 

sport psychology supervisors? How prepared are graduates of sport psychology training 

programs to provide supervision?  
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CHAPTER 2 

 

LITERATURE REVIEW 
 

Over the past decade, supervision has been recognized as a distinct area of competence 

within the field of psychology (Falender & Shafranske, 2014). That is, the assumption no longer 

exists that one’s ability to provide psychological services automatically indicates competency in 

training others to provide similar services. Rather, a unique set of skills is needed to provide 

effective supervision that facilitates growth and development of supervisees’ competencies as 

sport psychology consultants. 

While the study of supervision has received some attention in the field of sport 

psychology, the literature is limited, sporadic, and includes only a relatively small number of 

empirical papers (Andersen, 1994; Andersen, Van Raalte, & Brewer, 1994; Anderson & 

Williams-Rice, 1996; Meijan & Manley, 2010; Petitpas, Brewer, Rivera, & Van Raalte, 1994; 

Petrie & Watkins, 1994; Stambulova & Johnson, 2010; Tod, Andersen, Marchant, 2009; Watson, 

Clement, Blom, & Grindley, 2009; Watson, Zizzi, Etzel, & Lubker, 2004). Thus, further 

information is needed in order to gain a better understanding of the aspects of effective 

supervision. This understanding can grow by examining the necessary qualities, characteristics, 

and competencies of supervisors. That is to say, what are the competencies necessary of a 

supervisor to provide effective sport psychology supervision? 

Supervision has become an integral part of training in other related helping professions. 

For example, clinical psychologists are required to accumulate 4,000 to 5,500 hours of 

supervised practicum and internship before being considered for licensure. During this time, they 

are exposed to and receive training and supervision from several supervisors. The supervised 

practicum requirement for certification in the field of athletic training is 1,500 hours. It is evident 

that in related fields the centrality of supervision in the training of neophyte practitioners has 

been established. It may be prudent to examine and compare the training in general, and the 

supervision in particular, of current sport psychology trainees.  

 

Definitions 

 

The Certification Review Committee (CRC) of the AASP adopted the following 

definition to supervision: “An intervention that is provided by a senior member of a profession to 
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a junior member or members of that same profession. This relationship is evaluative, extends 

over time, and has the simultaneous purposes of enhancing the professional functioning of the 

junior member(s), monitoring the quality of professional services offered to the clients she, he, or 

they see(s), and serving as a gate-keeper for those who are to enter the particular profession” 

(Bernard & Goodyear, 2014, p. 9). Thus, supervision is characterized as an educational 

experience that is evaluative and hierarchical in nature. There is an emphasis on the role that the 

supervisor holds as a gate-keeper to the profession and a protector of the public by monitoring 

the quality of the services provided by the supervisee. Finally, the goal of supervision is to 

enhance the competency level of the supervisees. 

Practicum in sport psychology is defined as the “first set of supervised practical training 

experiences in the sequence of professional training in sport psychology and is designed to meet 

the training goals of the graduate program” (CAGETPSP, 2014; p. 2). It refers to all supervised 

pre-internship training opportunities that students receive throughout graduate training. The main 

goals of practicum is to enhance the translation of theoretical knowledge into practice by creating 

internship type experiences, that allow students to gain a sufficient level of competency 

preparing them to provide sport psychology services as autonomous practitioners (CAGETPSP, 

2014). 

 

Models of Supervision 

 

A theoretical framework to supervision provides guidance regarding the structure and 

nature of supervision. The theoretical orientation guiding the supervision process can be 

determined by the supervisor alone, or in collaboration with the supervisee. There are two 

distinct approaches to choosing the theoretical orientation that influences the process of 

supervision; the single-model approach and the supervisee selection approach (Baird, 2002). In 

the single-model approach, the supervisor adopts a theoretical model of supervision with a 

unique view regarding the process of behavior change, and trains the supervisee under that view. 

The idea behind this approach is that through learning and understanding the orientation guiding 

the supervision process, the supervisee will implement this orientation in service delivery. In the 

second approach, the freedom of choosing the theoretical orientation of action (for both 

supervision and service delivery) is determined by the supervisee, and the supervisor assists to 

the best of her/his ability.  
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There are inherent advantages and challenges of both approaches. The single-model 

approach is advantageous because it provides clarity to the supervisee and facilitates 

understanding and mastering of the orientation. Further, when working with novice supervisees 

the guidance provided through this approach may create structure and reduce their anxiety level 

during the initial stages of service provision. The supervisee selection approach may be more 

challenging for both the supervisor and supervisee. First, it assumes that the supervisor is 

competent in a variety of orientations. Second, it requires the supervisee to possess the ability to 

understand what theoretical orientation best fits her/his personality, style, and beliefs regarding 

behavior change, which could be difficult, particularly for novice practitioners. However, if the 

supervisee and supervisor have the necessary competencies, the potential growth of the 

supervisee may be enhanced under the supervisee selection approach (Baird, 2002). In the 

following section, I elaborate on several theoretical models to the provision of supervision.  

 

Behavioral Models  

 

Behavioral models of supervision are centered on behavioral theory and behaviorism. 

Accordingly, the focus of supervision is placed on skill development of the supervisee through 

supervisor teaching and modeling of behavior (Van Raalte & Andersen, 2000). This approach is 

rooted in classical and operant learning theories, and emphasizes observable behaviors and the 

adjustment of those behaviors (Boyd, 1987; Delaney, 1972). The working assumption of 

supervisors under this framework is that maladaptive behaviors are learned and maintained 

through the consequences the individual experiences (Bernard & Goodyear, 2014). Pretorius 

(2006) found that supervisors working under a behavioral model were more consistent and 

specific in the presentation of their supervision process and goals.  

An example of a behavioral technique that may be used during supervision is 

biofeedback. For a novice supervisee who experiences high anxiety prior to conducting sessions 

with an athlete, the supervisor can employ a simulation of the situation while having the 

supervisee hooked up to respiratory, skin conductance, and pulse monitors. This allows the 

supervisee to visualize her/his physical changes throughout the simulated session. When the 

supervisee experiences raised pulse, reduced skin temperature, and/or increased respiratory rate 

indicative of increased anxiety, the supervisor can suggest that the supervisee implement 

breathing techniques to return to a balance of physiological state. By doing so, the supervisee can 
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learn and practice \the use of behavioral techniques (e.g., diaphragmatic breathing) first-hand. 

The supervisee can subsequently translate this knowledge into an intervention that can be used 

with a current or future client.   

Behavioral models of supervision are particularly advantageous for beginning 

supervisees in training as well as novice supervisors. These models are fairly straightforward, 

offer a defined set of instructions, and provide ample structure (Van Raalte & Andersen, 2000).  

 
Cognitive-Behavioral Models 

 

Cognitive-behavioral models of supervision are consistent with the basis of traditional 

sport psychology services. The cognitive-behavioral approach to supervision stems from the 

assumption that both maladaptive and adaptive behaviors and cognitions are learned and 

maintained from the consequences generated. This approach emphasizes the use of structured 

techniques such as setting an agenda for each supervision meeting, assigning and reviewing 

homework in collaboration with the supervisee, assessing what has been learned in each session 

in a continuous manner, and implementing positive self-talk, among other techniques (Bernard & 

Goodyear, 2014). The role of the supervisor is to identify which behaviors and cognitions (of the 

supervisee) are adaptive and maladaptive in the process of service delivery, reward those that are 

desirable, and eliminate the ones that are not. This process is facilitated by encouraging the 

supervisee to use self-practice. For example, the supervisor could have the supervisee practice 

setting consulting goals, restructuring cognitions, using relaxation techniques, and employing 

positive self-talk (Watson, Lubker, & Van Raalte, 2011). 

In the model proposed by Kurpius and Morran (1988), the work between the supervisee 

and supervisor is parallel to the work that the supervisee is or will be initiating with her/his 

clients. For example, if the supervisee is planning to implement a relaxation method with a 

client, then the supervisor would use the supervision session to train the supervisee in this 

technique. The majority of effective supervision guided by the cognitive-behavioral model 

includes a regulatory component such as self-management, role play, or behavioral rehearsal, an 

iconic component such as modeling (live or video), and a symbolic component such as 

homework and prompts (Milne & James, 2000). In many cases, supervisors and supervisees can 

easily relate to cognitive-behavioral approaches of supervision. The supervisee is often familiar 

with the theoretical aspects of different techniques but may struggle with the conversion of 
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theoretical knowledge into practical application. This approach can help bridge that gap (Van 

Raalte & Andersen, 2000).  

 
Phenomenological Models 

 

Phenomenological models are based on the work of Carl Rogers (1957, 1961). These 

models represent the product of research in the fields of existential and humanistic psychology. 

This approach focuses on the environment the supervisor creates for supervision. Adopting a 

phenomenological model, the supervisor aims to create a safe and threat-free teaching 

environment while providing unconditional, positive feedback to the supervisee to facilitate 

growth and development as a sport psychology practitioner. The supervisor avoids leading the 

supervisee, but rather allows the supervisee to set the pace and progress of supervision (Van 

Raalte & Andersen, 2000). Implementation of Roger’s (1957) model requires the supervisor to 

demonstrate techniques to the supervisee. Further, the supervisor and supervisee should 

collaboratively review and analyze the work of the supervisee. While this approach is useful in 

establishing the supervisor-supervisee alliance, it may not be appropriate for all supervisees due 

to lack of direction and structure. This absence can elicit anxiety, especially in novice 

supervisees that require more guidance in their applied endeavors (Andersen & Williams-Rice, 

1996; Van Raalte & Andersen, 2000).  

 

Psychodynamic Models 

 

The roots of psychodynamic models (Muller & Kell, 1972) and the application to 

supervision emerged from Freud’s work. As is the case in psychodynamic therapy, this type of 

supervision is focused on the supervisory relationship (i.e., between the supervisor and 

supervisee). The assumption is that the interactions and dynamics occurring within the 

supervisory relationship are applicable to other relationships experienced by the supervisee, 

particularly those with athlete and team clients. The goal is that the supervisee’s examination of 

the relationship she/he has with a supervisor will shed light on the relationships the supervisee 

has with the athletes and teams in which she/he works. Resolving unhealthy patterns in the 

supervisory relationship will help avoid unhealthy interactions the supervisee may have with 

athletes/teams such as becoming authoritarian, fostering dependency, and over identifying with 

clients (Andersen & Williams-Rice, 1996). A strength of this model of supervision is that 
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progress is made by the supervisee through the examination of her/his wants and needs as well as 

motives to be in the field of sport psychology.  

The challenge of adopting this supervision model in sport psychology is that it may be 

difficult for both supervisors and supervisees to relate to this process oriented approach because 

it is quite different from the outcome focused approach that is more representative of the field. 

Further, sport psychology practitioners trained in exercise sciences and physical education, as 

opposed to psychology, may not be as comfortable and familiar with the use of psychodynamic 

models. It may come less naturally for practitioners in the field to be process centered, that is, to 

move the focus from the desired outcome to an analysis of the intra and interpersonal dynamics 

that occur during service delivery (e.g., sessions with the athlete/team). This analysis will lead 

the supervisor to help the supervisee understand how these dynamics or interactions may 

promote or inhibit the progression towards goals and outcomes of the interventions the 

supervisee is implementing. With that said, it is best to apply these models of supervision with 

more experienced supervisees such as advanced doctoral students (Van Raalte & Andersen, 

2000). 

 

Summary 

 

Models or approaches to supervision guide the practices, techniques, and tools 

supervisors use with supervisees. Behavioral and cognitive-behavioral models provide more 

structure and guidance in the process of supervision. These models tend to be more intuitive to 

supervisors in applied sport psychology as the models mimic many of the tools and techniques 

used when working with athletes and teams. It can also be inferred that this is the case when 

considering supervisors trained under the sport and exercise science paradigm compared to those 

trained under a counseling or clinical psychological framework. 

The phenomenological approach, which is person-centered, typically offers less structure 

to the supervisee. This approach focuses on helping the supervisee understand ways to handle 

different situations that arise within applied sport psychology work, primarily using reflection. 

Using this approach requires the supervisor to follow the lead of the supervisee. While some 

practices may be used under different supervision models (e.g., role play), the utilization of the 

practice differs depending on the model of supervision employed. In the psychodynamic 
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approach to supervision, it is suggested that the supervisory relationship forms a platform of 

work to learn about the supervisee-client relationship.  

An integrated approach to supervision may also be used, allowing supervisors to tailor a 

unique, theoretically-based approach to supervision through an integration of different models 

and techniques outlined above. The supervisor can choose, for example, combining the use of 

behavioral techniques, such as diaphragmatic breathing, while still allowing the supervisee to set 

the tone and direction of supervision that is reflected in the phenomenological approach.  

When deciding what supervision model to adopt, it is important that supervisors consider 

their competencies. The psychodynamic approach of supervision, for example, may not be suited 

for many supervisors as it is more complex and requires specific training often not obtained by 

those trained in other therapeutic orientations or within the exercise science paradigm. The 

different approaches or models of supervision may be more appropriate at different stages of the 

supervision process. This progression in the process of supervision, marked with the increase in 

competencies of the supervisee, reflects a developmental or growth approach to supervision.  

 

Growth Approaches to Supervision 

 

The models presented in the previous section provide a framework for conducting 

supervision based on traditional therapeutic orientations. Implementation of these approaches is 

reflected in the style, tools, and techniques the supervisor employs in the supervision process. 

This section outlines two other models of supervision: the developmental model and the 

competency model. Both models offer a lifelong learning approach to conducting supervision. 

These models emphasize the progression of supervisees into competent practitioners, and the 

growth of supervisors as competent supervision providers. 

 

Developmental Models  

 

The focus of developmental models shifts from the actual occurrences during supervision 

(e.g., types and practices of supervision) to an evaluation of the supervisory relationship over 

time with special attention given to the stages the supervisee goes through in the process of 

supervision. There are several developmental models of supervision. In this section, I 

specifically describe two: Stoltenberg’s (1981) stage model of supervision and the revised 
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version of this model, the Integrated Developmental Model (IDM) of supervision (Stoltenberg, 

McNeill, & Delworth, 2009). 

Stoltenberg’s (1981) developmental model of supervision is based on the early work of 

Richard Hogan (1964). Later, this work was further developed and transformed into the IDM of 

supervision (Stoltenberg et al., 2009) which is one of the prominent models in the field. The 

focus of this model is on developmental structures that offer assessment points or markers for the 

growth and development of the supervisee. These developmental processes include the 

evaluation of thought processes and emotions of the supervisee, autonomy level of the 

supervisee, and motivation of the supervisee.  

Growth and development are conceptualized in levels or stages. In the first stage, the 

supervisee’s awareness is limited which makes it difficult to clearly identify strengths and 

weaknesses. The motivation of the supervisee is usually high, and is accompanied by high 

anxiety and low autonomy. In the second stage, the supervisee is better able to increase her/his 

awareness of the client’s needs. At this stage, motivation remains high while the supervisee’s 

confidence is still fluctuating. Similarly, the autonomy level of the supervisee may vary as a 

function of the current state of the relationship between the supervisor and supervisee. The third 

and final stage of the IDM model symbolizes the establishment of professional status by the 

supervisee allowing autonomy and independence. At this stage, the supervisee’s self and other 

awareness are high, motivation level is stable, and awareness of when to seek assistance is 

strong.  

Developmental approaches of supervision reflect the changing needs of individuals 

during the process of becoming professional sport psychology consultants. In the beginning 

stages, much structure and guidance is needed from the supervisor. Throughout the supervision 

process, the supervisee is learning to develop her/his own style of service delivery or practice, 

and increasingly earns more autonomy and independence from the supervisor. Reaching the final 

stage, the supervisee is completely independent of her/his supervisors and seeks peer supervision 

as part of the process of continuing education (Andersen & William-Rice, 1996; Van Raalte & 

Andersen, 2000).  
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Competency Model of Supervision 

 

The AASP Code of Ethical Principles and Standards stipulates that sport psychologists 

and consultants work within the boundaries of their competency (AASP, 2015). While there has 

been much debate regarding the definition of competency within supervision, Fletcher and 

Maher (2014) suggest that competency in sport psychology supervision can be clearly defined, 

and the components of competency necessary to effectively provide sport psychology 

supervision can be delineated. They claim that through much debate at conferences and in the 

literature, a clear and broadly agreed upon definition has been suggested by Epstein and 

Hunderts (2002) that defines professional competence as “the habitual and judicious use of 

communication, knowledge, technical skills, clinical reasoning, emotions, values, and reflection 

in daily practice for the benefit of the individual and community being served” (p. 227). The 

American Psychological Association’s (APA) application of this definition to the field of 

psychology warrants an examination of the suitability of an individual to the profession. It is 

necessary to implement evidence-based techniques while remaining sensitive to cultural and 

individual differences and the needs of the clients.  

Competency models of supervision can be divided into two main aspects. The first 

involves the competencies required of supervisors to provide effective supervision that promotes 

the process of growth among supervisees. The second aspect reflects the competencies that 

supervisees are expected to develop throughout the process of supervision in order to practice 

applied sport psychology independently. In the sections below, I discuss both aspects of 

competence. 

 

Competency of supervisors. Falender and Shafranske (2014) define effective 

supervision as a “practice that encourages supervisee development and autonomy, facilitates the 

supervisory relationship, protects the client, and enhances both client and supervisee outcomes” 

(p. 1031-1032). Different training models of supervisors have been suggested over the years. 

These training models contain many similarities.  

Borders and colleagues (1991) proposed an extensive and elaborate supervision model 

for counselors that contains seven core areas of supervision training. Each area includes three 

main elements: theoretical and conceptual knowledge, self-awareness, and techniques and skills. 

These seven core areas include: 1) models of supervision, 2) sport psychology consultant 



  14 

development, 3) the supervisory relationship, 4) techniques and methods for supervision, 5) 

evaluation, 6) executive skills, and 7) ethical, legal, and professional regulatory issues. 

Similarly, Russell and Petrie (1994) suggested three primary areas in which supervisors need 

training: theoretical models of supervision, familiarity with the empirical research, and 

understanding of legal and ethical issues. In a more recent concentrated effort, Falender and 

colleagues (2004) developed a consensus paper defining competencies in psychology 

supervision. They established a framework of supervisor competencies which expands on that 

suggested by Russell and Petrie and includes: 1) knowledge, 2) skills, 3) values, 4) social context, 

5) training of supervision competencies, and 6) assessment. Similarly, Silva, Metzler, and Lerner 

(2011) suggested three important components of providing effective supervision in the training 

of SPCs: the supervisory alliance, feedback, and assessment and documentation. I herein 

elaborate on each of the competency areas proposed by Falender and colleagues and discuss how 

they relate specifically to the field of sport psychology.  

The first competency area, knowledge, encompasses several components. This area of 

competency is broad and reflects the basic information a supervisor should have in four different 

areas: 1) models, modalities, theories, and research in supervision, 2) developmental process of 

supervision, 3) ethical and legal issues pertaining to supervision, and 4) understanding and 

awareness of diversity, in all its forms (Falender et al., 2004). A supervisor working with an SPC 

in training should have a clear theoretical orientation for the supervision provided (Andersen & 

Williams-Rice, 1996). Further, an understanding of developmental approaches to supervision in 

the field of sport psychology is considered a key in the process of developing expertise of both 

the supervisor and the supervisee. The supervisor should self-reflect on her/his knowledge and 

understanding of the supervisory process (or lack thereof) in order to assess what areas of 

personal growth are beneficial to her/his supervisees (Fletcher & Maher, 2014).  

The second competency area, skills, is multidimensional and serves several functions. 

This area involves the ability to implement supervision modalities, create and foster a 

supervisory alliance, and be sensitive to multiple roles the supervisor may hold with the 

supervisee, and alternatively, that the supervisee may have with clients (Falender et al., 2004). 

The supervisory alliance is instrumental to the provision of effective supervision, with trust 

between the supervisor and supervisee reflecting the anchoring component. Trust is established 

through different practices and dynamics between the supervisor and supervisee (Silva et al., 
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2011). Further, the ability to provide summative, formative, genuine, and effective feedback is 

important for the development of the supervisee and establishment of trust within the supervisory 

relationship. Another skill necessary for the supervisor is the ability to step back and assess the 

efficacy of supervision that she/he is providing in terms of outcomes; that is, the growth and 

development of the supervisee. Self-reflection is one of the most important abilities supervisors 

(and SPCs) should possess as it is a fundamental tool in assessing the efficacy of the supervision 

process and the services being provided (Van Raalte & Andersen, 2000; Silva et al., 2011; 

Watson et al, 2011).  

The final skill discussed by Falender et al. (2004) is the ability of the supervisor to set 

boundaries while realizing and working within one’s boundaries of competency in supervision. 

This has been emphasized by Andersen (1994) who stresses the necessity of understanding the 

role that boundaries have in the supervisory relationship and how the supervisee is affected by 

these boundaries. First, establishing boundaries within the supervisory relationship may help to 

strengthen the supervisory alliance as both parties have clear expectations and understanding of 

their role and responsibilities within the relationship. Second, the supervisor will model 

appropriate behavior to the supervisee who may mimic this within the relationship she/he has 

with clients.  

The third area of competency is values. Supervisors should value, respect, and uphold the 

responsibility carried towards the client as well as the supervisee. In part, this will require the 

supervisor to value and embrace diversity among clients and supervisees, and find a way to 

empower each.   

The next area of competency suggested by Falender et al. (2004) is competency in social 

context which refers to the ability to recognize and embrace diversity. The supervisor should be 

aware of ethical and legal issues and the manner in which they manifest under different 

situations, cultures, and circumstances. Supervisors must demonstrate an understanding of the 

special nature of sports organizations and how the organizational structure affects the work of 

their supervisees; including possible ethical and legal challenges they may face (Watson et al., 

2011). The world of sport is very diverse and international and thus, the supervisor should be 

able to understand and help the supervisee navigate through the sociopolitical context in which 

services are delivered. For example, a supervisee working with a team comprised of players with 
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different nationalities must understand the potential influence that different cultures have on 

team dynamics and performance. 

Supervision competencies refer to the supervisor possessing theoretical and practical 

knowledge of supervision processes and practices. The supervisor should continuously strive to 

learn and improve as a supervisor. Tod and Lavallee (2011) emphasize this point within the field 

of sport psychology, and suggest that one’s ability to provide sport psychology services is 

insufficient for training and supervising others to provide services. Assuming that individuals 

who are capable of providing helping services are also capable of training others in such services 

is similar to implying that all successful athletes can become effective coaches, which is a very 

problematic assumption. While accomplished athletes have the potential to become great 

coaches, they still require additional training regarding how to effectively translate their 

knowledge in ways that are comprehensible by others. Research on expertise has shown that 

experts are often unable to explain how they executed a specific task (Beilock, Wierenga, & 

Carr, 2003). Communication in terms of specific details, thoughts, and decision-making 

processes is necessary to effectively train and supervise trainees. Though much of the knowledge 

and experiences that expert practitioners gain through their careers may be useful to novice 

practitioners, the supervisor still must understand the special needs of each supervisee to assure 

that the training provided is developmentally appropriate (Andersen, Van Raalte, & Brewer, 

2001; Andersen & Williams-Rice, 1996; Tod & Lavallee, 2011). Both within the field of sport 

psychology (e.g., Van Raalte & Andersen, 2000) and in the broader field of psychology, scholars 

suggest that supervisors should receive supervision for providing supervision during some point 

in their supervisory career. 

The sixth and final competency area deemed necessary by Falender and colleagues 

(2004) is assessment of supervision competencies. This competency can be demonstrated by 

completing a supervision course, providing evidence of receiving supervision for the provision 

of supervision, and showing verification of readiness to practice autonomously. Further, direct 

observation of supervisory work, feedback provided to supervisees, and experience in diversity 

issues reflect additional forms of evidence. The importance of supervisor assessment in 

facilitating the growth of the supervisee has been addressed by different scholars in the field of 

sport psychology (e.g., Andersen et al., 1994; Silva et al., 2011). In the coming section, I will 

further elaborate on this assessment process.   
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The six competency areas described by Falender and colleagues (2004) are aspirational 

and perhaps ambitious. It is unclear which of these competencies areas are cardinal and should 

be adopted within the field of sport psychology. Further, the adoption and development of these 

competency areas should be prioritized; sufficient competency, or a threshold of competency that 

must be met by supervisors in each of these areas needs to be established. 

The field of sport psychology has some unique characteristics that differ from clinical 

and counseling psychology, thus variations and emphasis in competency areas are likely to 

differ. For example, a cardinal difference between the work of a clinical psychologist or a 

counselor and a SPC is the type of clients they service. A SPC may be employed by a team and 

be responsible for providing services to multiple athletes as well as the coaching staff. An issue 

that often arises in this situation is identifying the client. Specifically, while the SPC may be 

employed by the team or organization, the individual athlete’s confidentiality (who is not directly 

paying for the services) still must be maintained. At times this can be a challenging task as the 

SPC may experience increased pressure from the coaching and administrative staff to reveal 

confidential information about athletes. The supervisor should understand the structure and 

power dynamics of sports organizations and help the supervisee identify and predict challenges 

that may arise from such an employment opportunity. With proper guidance, the supervisee can 

handle many of these challenges ahead of time with the administrative staff of a team in a 

contractual way.  

In a consensus paper generated by the CAGETPSP (2014), Aoyagi and colleagues 

adopted the competency based approach of supervision suggested by Falendar et al. (2004). 

However, modifications, limitations, and barriers may need to be considered in light of these 

aspirational supervision guidelines. The CAGETPSP (2014) outlined and suggested to two of the 

leading organizations in the field of sport psychology (AASP and APA-Division 47) the 

expertise necessary for supervisory competency based on the work of Hatcher and Lassiter 

(2007). Similar to Faleneder et al. (2014), this expertise includes: knowledge of supervision 

literature, development of expertise in the field of sport psychology, methods and techniques of 

effective supervision, supervisory meta-competencies, and diversity issues. The CAGETPSP also 

listed necessary experiences for the establishment of competency in supervision. These include 

graduate training in sport psychology and sport psychology supervision, receiving supervised 

experiences as an applied sport psychology practitioner, conducting research related to the 
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practice of supervision, obtaining credentials as either a CC-AASP or licensed mental health 

provider, and receiving continuing education in the practice and theory of supervision. 

Competence is closely related to the concept of expertise in that it is “a dynamic 

construct in which expertise, established on habitual forms of practice, requires accommodation 

to the continuous advance of knowledge in the field” (Falender & Shafranske, 2007, p. 238). The 

view presented above requires SPCs to not rely on their expertise, but confront limits of their 

knowledge and entails commitment to an everlasting self-assessment process. This 

conceptualization of competence eliminates the dichotomized perception of expertise versus 

competence to establish that expertise is the manifestation of competence and therefore, an 

expertise driven model of supervision and a competence model do not stand in competition with 

one another (Fletcher & Maher, 2014). 

 

Competencies of supervisees. Fletcher and Maher (2014) discuss the expected 

competencies of practitioners providing applied sport psychology services. They indicate that 

there is a clear need to define a threshold of competence to practice applied sport psychology, as 

well as a need to establish competence as a developmental framework that assists in the 

progression towards achieving expertise. The need for a basic threshold of competence is clear 

when assessing the readiness of neophyte practitioners joining the field. That is, there is a need to 

establish a threshold for each competency area identified for the effective delivery of sport 

psychology services that must be met in order to become an independent SPC (i.e., CMPC). 

However, the sheer view of competence as a basis inhibits the development of practitioners 

through agreed upon stages that symbolize the degree of expertise attained; that is, novice, 

intermediate, advanced, proficient, and expert, for example. This lifelong approach allows 

practitioners to continually strive towards a higher level of competence (an expert status) that is 

never fully achieved.  

The CAGETPSP adopted the model of competencies offered by Hatcher and Lassiter 

(2007) to the field of applied sport and exercise psychology. The members of the coalition 

suggest that the following competencies should be obtained prior to beginning practicum in 

applied sport psychology: interpersonal skills, cognitive skills, affective skills, attitude, 

expressive skills, personal skills, and reflective skills.  
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Interpersonal skills include verbal and nonverbal forms of communication that enable 

listening, the ability to display empathy and respect, and the willingness to accept feedback 

(CAGETPSP, 2014). According to Silva et al. (2011), a SPC that demonstrates effective 

listening skills rarely interrupts the client except when clarifications are needed. Related, a 

consultant should possess the ability to reflect back information shared by the client and ask 

meaningful questions that reflect a genuine interest in what the athlete expresses.  

Cognitive skills involve an attitude of flexibility and intellectual curiosity, the ability to 

critically think about situations, organized reasoning, and problem solving. Affective skills refer 

to the ability to handle emotions, and to understand and tolerate interpersonal and intrapersonal 

conflict and ambiguity. Attitude reflects the desire to help others, integrity, honesty, and 

willingness to listen to new ideas, as well as valuing personal courage and ethical behavior. 

Expressive skills include articulating ideas, feelings, and information clearly (CAGETPSP, 

2014).  

Lastly, personal and reflective skills represent professional behavior and the ability to 

identify and understand self-motives, behaviors and attitudes, and how they may affect others, 

respectively (CAGETPSP, 2014). Watson et al. (2011) further elaborate on the importance of 

self-reflection abilities by sport psychology practitioners. By practicing self-reflection, the 

supervisee learns to assess her/his strengths and weaknesses, and whether she/he has personal 

biases that are affecting the efficacy of the interventions delivered.  

The CAGETPSP (2014) separated the competencies expected of SPCs into areas of 

training prior to the provision of sport psychology services and competencies gained throughout 

the process of supervision. Many of the prerequisite requirements refer to coursework to be 

successfully passed prior to the beginning of a practicum. These courses are similar to those 

required for CMPC certification, for example, interviewing and assessment, and individual and 

cultural differences. 

The coalition further suggested a separate set of competencies that should be developed 

during (and ideally through) practicum. These include: using personal and relational skills,  

applying research, gaining entry to work within performance and sport environments, identifying 

psychopathology and properly referring athletes, identifying the individual, team, and 

environmental factors that facilitate peak performance, educating and implementing principles of 

peak performance, being comfortable working in varying sport environments, collaborating 
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professionally, handling diversity and ethical issues, managing and supervising, and developing 

metaknowledge and metacompetencies. Metaknowledge and metacompetencies reflect an 

understanding of what one knows/does not know and the competencies or abilities one possesses 

or can acquire/cannot acquire, respectively. 

Tod, Marchant, and Andersen, (2007) offered their own set of competencies deemed 

necessary for service delivery. They consider competence in self-delivery to be a 

multidimensional process. In this process, the SPC must learn how to meet the athlete’s 

expectations and needs, create and maintain a relationship with the athlete that is mutually 

beneficial, understand and apply psychological intervention to the athlete in a unique fashion, 

empathize with the athlete and her/his situation while interpreting the situation through a 

theoretical framework (e.g., cognitive behavioral), and reflect and gather understanding on 

interactions with the athlete and outcomes of services provided.  

It is evident that similarities exist in the perceptions regarding the important 

competencies SPCs should possess prior to becoming independent professionals. While the 

competencies are not identical, they all cover the same core areas. Sport psychology practitioners 

must understand the theoretical basis of the services and interventions provided. Communicating 

effectively with athletes and establishing trusting relationships are also essential competencies. 

Finally, supervisees should be able to self-reflect and assess the efficacy of their work, and 

identify their strengths and weaknesses. Doing this ensures that services are delivered in an 

ethical manner that promotes the welfare of athletes. It is unclear however, how these 

competencies are to be gained and what is the effect the supervision process has on the 

development of these competencies among students.  

 

Summary 

 

A competency based model of supervision reflects a developmental approach to the 

acquisition and mastering of various skills and competencies. The process of increasing 

competency and expertise is a lifelong process. It would be precarious to assume that one’s 

ability and competence to provide effective applied sport psychology services directly reflects 

the ability to provide effective supervision. While possessing competency in the provision of 

applied sport psychology services undoubtedly serves as a prerequisite of providing supervision, 

there is a unique and different set of competencies necessary to provide effective supervision that 
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promotes growth and development in supervisees. It remains unclear what supervision practices 

are most effective in developing the competencies of supervisees in sport psychology training 

programs in the U.S. 

 

Education and Training in Supervision 

 

In a consensus paper, Falender and colleagues (2004) provide recommendations to 

supervisor training. The authors suggest that training of supervisors should include coursework 

in supervision addressing the competency areas suggested by both Russell and Petrie (1994) as 

well as Borders and colleagues (1991). Further, Falender et al. view supervision as a lifelong 

learning process, similar to the training to become a sport psychology consultant. In other words, 

supervision provided to supervisors, especially novices, is an essential part of the learning 

process. It is also of essence to establish a training timeline for supervisors that is bound by 

contract, to instill accountability, and to create a more rigid structure to the supervisor training 

process. As part of this training process, just like neophyte sport psychology consultants receive 

supervision, neophyte supervisors should receive direct and indirect forms of supervision by 

having a more experienced supervisor view their provision of supervision and provide critical 

feedback.  

The timing of supervision training has been debated in the field of clinical psychology. 

Some scholars believe that the training of future supervisors should be included during graduate 

school. Others, however, argue that this type of training is not well suited for graduate students, 

and suggest it should be included in post-doctoral programs in order to receive the proper 

emphasis (Falender et al., 2004).  

Training graduate students to become supervisors and the supervision of supervisors has 

received little attention in the sport psychology literature (Andersen & William-Rice, 1996). The 

ethical code of the AASP stipulates that members practice within their boundaries of 

competence. However, most graduate programs in sport psychology do not provide any training 

to become a supervisor (CAGETPSP, 2014). This may be problematic because AASP members 

are eligible to provide supervision to others immediately upon receiving certification, without 

submitting any evidence of supervisory competencies.  

The model of training introduced by Barney, Andersen, and Riggs (1996) provides a way 

to incorporate the training of both applied practitioners as well as supervisors simultaneously. In 
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their developmental model of training, they offer stages the supervisee should complete while 

training to become a SPC, assuming each SPC may also be responsible for providing supervision 

upon reaching the professional status.  

The first stage of the model includes initial training in areas related to sport psychology 

including, physiology, sport sciences, physical education, and clinical psychology or counseling. 

In the second stage, students participate in a class on applied sport psychology practices, 

followed by an applied practicum experience. The applied practicum is led by advanced sport 

psychology students currently enrolled in applied supervision practicum (i.e., students who are in 

stage three, supervisors in training). Students in the second stage of applied practicum are 

expected to apply theoretical knowledge into practical use. The progression of students into the 

third stage, becoming supervisors in training, is dependent on successful completion of both the 

applied sport psychology classes as well as the applied sport psychology practicum (i.e., stage 2).  

To ensure that trainees in stage three continue to receive training beyond the practicum, 

supervisors in training are expected to continue coursework on supervision models, processes, 

and current issues. Also during the third stage, trainees should receive supervision from a 

practical professional as well as from peer trainees. 

Andersen and William-Rice (1996) suggested that initially, training graduate students to 

become supervisors should include how to build rapport with supervisees; teaching supervisees 

how to conduct an intake interview; record keeping; case formulation; and legal and ethical 

considerations regarding relationships between supervisees and their athletes/teams as well as 

their supervisor. They suggested that these topics should be covered as part of the practicum 

offered to advanced doctoral students, referring to the model suggested by Barney et al. (1996).  

In conclusion, there are many useful suggestions in the literature that delineate how to 

improve (or create) training of supervisors in sport psychology. Unfortunately, much of this 

literature has been largely disregarded by the sport psychology community (Tod & Lavallee, 

2011). In nearly two decades, the work of Barney et al. (1996) has been cited only nine times in 

journal articles (searched through Web of Science database). The next logical and challenging 

step is to formulate a plan of action that can be implemented. Due to the nature of training sport 

psychology practitioners, it would be beneficial to include supervisory training in graduate sport 

psychology programs as there is no guarantee that this type of training will exist following 

graduation. However, the structure and focus of academic departments and programs may make 
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it difficult to include this type of training in supervision. Further, the current criterion for being 

able to supervise students pursuing certification is holding CMPC status. As a result, newly 

certified SPC’s can begin providing supervision the moment they receive certification. The 

competency level and preparedness of this newly certified SPC in providing supervision remains 

unclear. 

 

Supervision in Sport Psychology 

 

SPCs operate in a field that has unique qualities that differ from clinical or counseling 

psychologists (Andersen & Williams-Rice, 1996). While the heart of the supervision process in 

these fields is similar, there are practical differences in the way supervision is implemented, 

primarily due to variances in boundaries within which SPCs operate (Van Raalte et al., 2000). 

SPCs provide services in non-traditional settings such as locker-rooms, pool-decks, and 

sidelines. As such, setting boundaries has been identified as a challenge that carries a unique 

nature in the world of applied sport psychology. The unique setting of service delivery elicits 

valuable information about the clients and the way they operate in their natural environment; 

however, it may also raise some ethically challenging situations that the SPC will need to 

navigate (Silva et al., 2011; Tod et al, 2017). 

Hutter et al. (2014) examined questions sport psychology trainees wished would be 

addressed in supervision. They examined the emerging issues from the questions posed by the 

trainees and compared them to existing models of supervision from counseling psychology 

(Loganbill, Hardy, & Delworth, 1982; Rabinowitz, Heppner, & Roehlke, 1986). Their results 

revealed little compatibility to these supervision models; only two categories that emerged in 

their study (competence and purpose and direction) were compatible to those in the original 

counseling models.  

The challenges of operating within a larger sport organization, especially by beginning 

SPCs, have been addressed in the sport psychology literature (Andersen et al., 2001, Foltz et al., 

2015, Van Raalte & Anderson, 2000). For example, SPCs need to learn how to handle unique 

confidentiality issues. A SPC may be hired by a team but work with individual athletes. 

Coaching staff may pressure the SPC to reveal information about the athlete or provide her/his 

assessment regarding the preparedness of the athlete for an upcoming game or competition. With 

the guidance of a sport psychology supervisor, the supervisees can learn how to navigate these 
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ethically challenging situations. Experience and understanding of the sporting environment is 

necessary for the supervisor to provide effective supervision, a competence area that general 

psychology supervisors may lack (Foltz et al., 2015). 

Further, in many instances, SPCs hold a dual role with the clients. This is especially true 

for beginning consultants that work with lower level teams and athletes that have fewer 

resources. For example, a SPC who has been hired to work with a high school football team is 

expected to join the team for away games. During the trip, like all other staff members, the 

consultant is counted as a chaperon in addition to his/her SPC role. In a private session with one 

of the athletes, the consultant learns that underage drinking occurred on the trip; no incidents 

were reported and no one was hurt. The dual role has now presented an ethical dilemma for the 

SPC, maintaining confidentiality with the athlete, or reporting the incident as expected of a 

chaperon and risking losing the trust of the athletes. Once more, the guidance of a supervisor 

with experience and expertise in sport psychology is necessary, especially if this is a neophyte 

SPC.  

Differing from clinical or counseling psychologists, SPCs often observe their clients 

practice and compete. By doing so, the SPCs get firsthand exposure to clients operating in their 

natural environment; they are able to assess the systems that influence clients (e.g., coaches, 

teammates, parents). Further, at times SPCs have an opportunity to observe clients implement the 

different techniques learned through consultations. This can provide information regarding the 

efficacy of the interventions and guide the SPC’s future plans (Andersen et al, 1994). However, 

by observing practices and competitions often, the SPC is more exposed. It takes time and 

guidance for a beginning SPC to learn how to properly and professionally carry themselves in 

these situations. For example, an athlete may feel uncomfortable with her teammates and 

coaches knowing she has been working with a SPC. The SPC appearing at practices and 

competition may be desired by that athlete but also elicit anxiety.  

 In summary, SPCs face many ethical dilemmas that are unique and are scarcely dealt 

with by clinical or counseling psychologists. Setting boundaries has been identified as a unique 

challenge for SPCs. Further, beginning SPCs often work with lower profile athletes and sport 

organizations that have less resources, leading them to take on dual roles, exposing them to 

ethically challenging situations and dilemmas. Navigating the work in sport organizations and 
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understanding the culture in which a SPC operates, requires guidance of a competent and 

experienced sport psychology supervisor, especially for beginning SPCs.  

 

The Current Study 

 

The body of literature on supervision in the field of sport psychology is growing, yet it is 

still very limited. Program graduates who are trained to become applied sport psychology 

practitioners report how central the role of supervision is in the process of developing 

competency (Tod et al., 2007; Tonn & Harmison, 2004). With that being the case, there is a need 

to increase the body of knowledge in this area to educate supervisors and improve the 

supervision of graduate student trainees.  

The first area still lacking understanding is the competencies necessary to be an effective 

supervisor, and how these competencies can be developed. While there are some 

recommendations and a few models suggested, there are no set guidelines or standards (besides 

being CMPC). Formal training of supervisors in sport psychology has not been defined and 

necessary coursework, workshops, and practical experiences have not been established. In 

essence, it is unclear what type of education, training, and experiences are necessary to ensure 

competency in supervision.  

Further, the efficacy of specific supervision practices in the development of supervisee 

competency in sport psychology has hardly been explored. Currently, it is unclear whether 

certain supervision practices are more effective than others in eliciting positive outcomes of 

supervisees’ and ultimately their clients (e.g., athletes and teams). To facilitate examination of 

these complex issues, the behaviors and practices of experienced sport psychology supervisors 

must be identified. 

Thus, the purpose of the current study is to gain understanding of the manner by which 

doctoral student supervisees in sport psychology graduate programs in the U.S. are supervised 

and trained into becoming competent SPCs. I aim to identify the various supervision practices 

used and aspired to be used by the supervisors within the different training programs in order to 

illuminate the practices that directors of supervision deem to be effective and ineffective in 

developing SPCs. I also strive to identify the unique characteristics and structure of supervision 

in sport psychology programs in the U.S., and the challenges supervisors face in the provision of 

supervision. By tapping into the experience and expertise of this population, I aim to answer the 
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following questions: What practices and approaches can be used to improve the supervision 

provided to graduate student supervisees in sport psychology and ultimately increase their 

service provision competence? What are the necessary competencies of sport psychology 

supervisors? How prepared are graduates of sport psychology training programs to provide 

supervision? 
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CHAPTER 3 

 

METHOD 

 
Participants 

 

The Directory of Graduate Programs in Applied Sport Psychology (Burke et al., 2015) 

was used to identify doctoral programs in the USA that are preparing students for AASP 

certification. Ten directors/supervisors were interviewed in the study representing nine sport 

psychology doctoral training programs. Table 1 contains demographic information about the 

supervisors and the programs they represent. Following Patton’s (2015) suggestion, the sample 

size was adjusted as a result of the information gathered throughout the interviews, and the 

interviews were concluded once saturation was achieved. Participants were recruited using 

critical case sampling and intensity sampling. Critical cases are those considered important to the 

scheme of things in the sense that they provide information that is representative of other cases. 

The use of critical case sampling is beneficial as it allows logical generalization and maximal 

application of the information (Patton, 2015). Intensity sampling was employed because it targets 

information-rich cases that demonstrate a phenomenon in a powerful, yet not extreme fashion. 

With the use of intensity sampling, excellent, yet not unusual, examples of the supervision 

phenomenon were gathered (Patton, 2015). The participants represent graduate programs in sport 

psychology that are likely representative of other doctoral programs in sport and exercise 

psychology across the USA.  

 

Instrumentation 

 

Demographic survey 

 

Prior to the interview, participants completed a brief online survey located on the 

Qualtrics secure server (see Appendix D – Demographic Survey). The purpose of this survey 

was to gather descriptive information regarding the nature of applied work and supervision 

practices that occur in the graduate programs as well as some background information regarding 

the supervisor-interviewee. The questions address the following areas: number of active 

supervisors and supervisees, number of CC-AASP faculty/staff, supervisor to supervisee ratio, 

the amount and type of services typically provided by students, average amounts and types of 
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supervision provided to students, the level of athletes and other populations students in the 

program provide services to, and the experience of the supervisor in receiving and providing 

supervision. Information obtained from this survey was used to present background information 

about the participants and programs, provide the interviewer with context to help guide the 

interview, and complement the interview transcripts for comprehensive analysis. 

 
Table 1. Demographic information of programs and supervisors 

Program information 
   

 Carnegie classification of institutions of higher education  

                                                              R1 R2 R3 Other 

                                                             5 1 1 2 
     

 Departmental affiliation (number of programs)  

                          Kinesiology /sport & exercise science  Psychology Other  

                             4 4 1  
     

 Number of AASP certified consultants   

  Range Average Median 

 Full time 1-4 2.1 2 

 Lecture 0-1 < 1 < 1 

 Adjunct 0-17 8.5 11 

 Other 0-1 < 1 < 1 

     

 Number of supervisors 1-31 5.6 2 

 Number of supervisees 5-57 20 17 

   

Supervisor information   

  Female Male  

 Gender 4 6  
     

  Range Average Median 

 Experience as SPC (years) 6-35 20.3 23 

 Active consulting (hours/week) 0-40 6 12 

 Supervisor receiving supervision for applied work 

(past, years) 

0-27 6.7 3.5 

 Supervisor receiving supervision for applied work 

(currently, hours/month) 

0-1 < 1 < 1 

 Experience as supervisor (years) 2-26 17.3 21 

 Hours supervising (month) 3-45 15 12 

 Supervisor receiving supervision for supervision 

(e.g., meta-supervision; past, years) 

0-25 4.8 < 1 

     

  Yes No  

 Licensed psychologist 2 8  
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Interview 

 

Semi-structured interviews were conducted using Adobe Connect teleconferencing. 

During the interview, participants were asked to describe the structure and nature of supervision 

provided to student supervisees in the program (see Appendix C - Interview Schedule). The 

interview schedule was developed after examination of the current literature regarding the 

practice of supervision in sport psychology graduate programs worldwide. Further modifications 

to the interview were performed following analysis of the results from a pilot study. Specifically, 

questions were modified to help reduce bias by asking the questions in a more general manner, 

allowing the participants to choose to highlight aspects that they believe are meaningful 

regarding the supervision process that takes place in the program. For example, rather than 

asking the participants how they determine the placement of doctoral students with clients 

(different athletes and teams), or who seeks out new clients, I asked how they structure or 

organize supervision in the program. Further, in the modified interview schedule there was a 

greater emphasis on understanding the unique perception and experience of the 

directors/supervisors, and identifying practices they used to enhance the competency of their 

supervisees.  

The semi-structured interview schedule utilized open-ended, non-leading questions to 

first integrate participants in the interview process, and then proceeded with questions regarding 

specific experiences (Patton, 2015). In the interview I aimed to capture the supervision practices 

as well as the structure of supervision that are believed to be useful in promoting the 

development of supervisees’ competencies, and the barriers or challenges faced in providing 

effective supervision. I further inquired regarding competencies necessary of supervisors to 

provide effective supervision, missteps or mistakes that were taken in the process of providing 

supervision, and the assessment of the preparedness of neophyte certified practitioners to provide 

supervision. Follow-up questions were used as needed throughout the interviews to encourage 

and facilitate the flow of information. These included detail-oriented probes (e.g., “Why do you 

structure and organize supervision in this way?”), clarification probes (e.g., “You mentioned the 

use of mentoring in your supervision practices, what does that mean?”), and elaboration probes 

(e.g., “Any other barriers to providing effective supervision in your program?”) (Patton, 2015). 

Following the interview, participants were debriefed about the purpose of the study and thanked 

for their time and participation. 
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Procedure  

 

Upon approval from the institutional review board (See Appendix A- IRB Approval), a 

recruitment email was sent to all directors of supervised applied work in sport and exercise 

psychology doctoral programs in the U.S. that have at least one staff member that is CC-AASP 

(N = 14). The directors belonged to programs that were providing a curriculum geared towards 

CC-AASP as indicated by the Directory of Graduate Programs in Applied Sport Psychology 

(Burke et al., 2015). 

Participants were asked to sign and return an informed consent form via email. Next, 

participants were provided with a link to a brief online demographic survey which they were 

asked to complete, and the interview was subsequently scheduled. The videoconference semi-

structured interviews lasted between 35 to 130 minutes, and were conducted by the principal 

investigator with a research assistant present for recording and note taking. Videoconferencing 

was useful for overcoming geographical and time barriers with the interviewees (Janghorban, 

Roudsari, & Taghipour, 2014). As suggested by Cater (2011) and Fox, Morris, and Rumsey 

(2007), the interviews were recorded and later transcribed verbatim. 

  Participants were assured that their responses would remain confidential, that all 

identifying features will be removed, and that all names used will be replaced by aliases. After 

each interview was transcribed, member checking was employed by inviting the participant to 

review the transcript to ensure that the data are complete and accurate (Patton, 2015). Following 

participant feedback regarding the transcript, analysis was initiated. Finally, participants were 

compensated for their time with a $150 gift card to a store of their choice. 

Several steps were taken in an effort to strengthen the protocol used for this research 

study. First, reflexive bracketing was used (e.g., doing mock interviews with supervisors who 

were not included in the sample) in order to identify biases within the interview, ideas, and 

personal assumptions of the creators of the interview. These biases refer to the existing structure 

of training for applied sport psychology work and the type and efficacy of supervision (Crotty, 

1996). Reflexive bracketing was expected to facilitate self-awareness of the interviewer by 

identifying suppositions and potential bias as well as prepare the interviewer to react 

appropriately to potential responses of participants. Weaknesses in the interview schedule were 

addressed and revised appropriately prior to initiating the pilot study. For example, upon 

completion and analysis of the reflexive bracketing stage, the interview schedule was adjusted to 
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assure that participants were not led to provide evaluation practices currently excluded from their 

programs. Further, the interview schedule was shortened and reconfigured in order to enhance 

coherence, discourse, and clarity. 

At the next step, a pilot study was conducted with two directors of applied sport 

psychology work of doctoral sport and exercise psychology programs in the U.S. Conducting 

and analyzing these interviews led to another round of adjustments and modifications of the 

interview schedule. Specifically, the interview was adjusted to include more general questions 

regarding the perception of supervision and the supervision practices used in the programs. 

Questions that were specific or focused on the structure of applied work conducted by the 

supervisees were eliminated. The working assumption is that meaningful structural components 

of supervision (e.g., a multi-level approach to supervision) or the applied work conducted by the 

students will emerge when participants are responding to general questions regarding the 

efficacy of supervision and the supervision practices that are being used.  

Finally, conducting two reflexive bracketing interviews and two pilot interviews allowed 

the principal interviewer to practice conducting the interview and better anticipate the length of 

the interview. This approach helped ensure that the interviewer’s reactions are consistent across 

responses and participants, and assisted in the identification of weaknesses or limitations within 

the interview schedule.  

Data Analysis 

 

Audio recordings of the interviews were transcribed verbatim immediately after each 

interview by a trained research assistant. A qualitative approach using content analysis was 

employed. First, the researcher developed high familiarity with both the participants and the 

interview by reviewing the demographic questionnaire and the transcripts multiple times 

(Scanlan, Stein, & Ravizza, 1989) as well as reading the transcript while listening to a recording 

of the interview (Patton, 2015); this process also allowed for verification of the accuracy of the 

transcripts.  

Inductive content analysis was employed; the principal investigator coded the transcribed 

data and identified relevant meaning units (MUs) from quotes (i.e., “segment of text that is 

comprehensible by itself and contains one idea, episode, or piece of information”; Tesch, 1990, 

p. 116). These MUs were placed under the relevant issue as guided by the questions, and the 

content of the quote. As suggested by Patton (2015) this process allowed the researcher to 
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develop interpretable and meaningful first level categories from the participants’ quotes. Once 

the MUs were defined, the researcher searched for emerging themes within the MUs and 

clustered them into meaningful categories that were clearly defined. This process was both 

deductively guided by the research questions and pre-conceptualized potential issues, as well as 

inductively guided from the data that emerged (Patton, 2015).  

The inductive content analysis was used to identify emerging themes from the MUs and 

subsequently categorize them to form the basis of a conceptual factor analysis. The MUs were 

organized into meaningful clusters that reflect higher level categories. Throughout this process, 

each MU was compared with all other MUs in the specific theme, trying to identify similarities 

and differences in meaning. Building on the first level categories created, the same clustering 

process was repeated in an attempt to reveal higher level categories. This process continued until 

each category was unique and did not share similarities with other categories. As this process 

progressed, the categories became more interpretive and analytic requiring more inferences 

(Patton, 2015). Not all MUs and categories progressed through all inductive levels as they had 

varied in the depth and complexity of the description they contained. In that case, the MUs or 

lower level categories were carried-over, and by that became higher level categories deemed 

important; otherwise they were dropped.  

Reliability checks were performed on the most interpretative levels of analysis. An 

independent researcher received a random selection of five percent of the quotes under each 

issue as well as the description and definitions of the highest level categories under each issue. 

The researcher was asked to place the quotes in the most fitting highest level category. The ratio 

of accurately to inaccurately placed quotes under the higher categories was calculated and 

represents the reliability score (Patton, 2015). 
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CHAPTER 4 

 

RESULTS AND DISCUSSION 

 
The purpose of this study was to gain an understanding of the manner by which doctoral 

student supervisees in sport psychology graduate programs in the U.S. are supervised and trained 

to become competent SPCs. I aimed to identify the various supervision practices used and 

aspired to be used by expert supervisors in sport psychology programs to gain insight into what 

is effective and feasible with respect to their program. By utilizing the experience and expertise 

of this population, I aimed to answer the following questions: what practices and approaches can 

be used to improve the supervision provided to graduate student supervisees in sport psychology 

and ultimately increase their service provision competence?  

The interview was aimed and structured to examine four different issues related to 

competency in applied sport psychology service delivery of graduate students and supervision 

practices in sport psychology graduate programs. The first issue was the structure of supervision, 

which reflected the supervisor’s way of structuring and organizing supervision, making 

decisions, and establishing policies regarding supervision. Second, supervision practices was 

defined as any method, technique, or activity in which the student participates that involves 

learning how to do applied work. Third, challenges in providing supervision represented factors 

that prevent or limit the provision of effective supervision practice; anything that interferes with 

the supervisors' ability to provide their ideal supervision. Fourth, mistakes made regarding 

supervision is defined as things supervisors wished they would have done differently in 

supervision, or aspects considered unproductive.  

Two additional issues were addressed in the interview to answer the following questions: 

What are the competencies needed to be an effective supervisor? And, how prepared are the 

students in the program to become supervisors upon completion of their degree (assuming these 

graduates are CMCP eligible)? Thus, the fifth issue of analysis is competencies of a supervisor 

defined as knowledge, skills, and attitudes that are necessary for a supervisor to be effective. The 

final issue is preparedness to provide supervision, defined as the supervisees’ readiness to 

provide supervision in a competent and ethical way that protects client welfare and enhances 

supervisees’ development with minimal guidance (or supervision). 
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The data are presented in an inductive content analysis form. That is, under each issue a 

figure is provided that represents the full content analysis completed for that theme. The first 

level (i.e., level i) represents the MU level which is the initial code given to each quote. The next 

level (i.e., level ii) is the first level of categories, which are clusters of MUs that share similarities 

and were thought to represent a higher level idea. From the next level of categories and on (i.e., 

level iii…level n) the categories represent a cluster of lower level categories that share 

similarities yet are distinct from the other categories and were thought to represent a higher level 

theme. Any carried over MUs or lower level categories that were deemed meaningful are 

presented as well. Categories under each level are presented in order of centrality as reflected in 

the amount of MUs that were clustered into the higher level category, and the number of sources 

contributing to that category. If there was an identical number of MUs under two same level 

categories, the category that had more sources (i.e., participants providing quotes) was presented 

first. Definitions are provided for all emergent categories.  

Upon completion of the inductive content analyses, a reliability analysis was performed. 

A 92 percent agreement rate was achieved between the two researchers suggesting the categories 

offered are unique and clearly represent the data.  

 

Structure of Supervision 

 

The first issue reflects the supervisor’s way of structuring and organizing supervision, 

making decisions, and establishing policies regarding supervision. It is formed of 150 MUs 

provided from all supervisor-participants. Figure 1 contains a full description of the inductive 

content analysis for this issue as well as the number of MUs and resources that form each of the 

categories. There are three higher level categories that form this issue.  The first level iii 

category, format of supervision, describes the organization of supervision, which includes the 

number of supervisees and the frequency by which supervision in different modalities is 

provided. The second level iii category, types of structure to supervision, represents the design, 

approach and components of supervision. The final category, rational of supervision, a level ii 

category, was carried-over to the highest level of analysis, and refers to the motives and reasons 

that lead to the chosen structure of supervision or lack thereof. Next, I will discuss each of these 

categories more in depth.  
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Format of Supervision 

 

 The first category, format of supervision, contains the majority of the data, illustrates 

technicalities of supervision, and should provide the reader an understanding of the way 

supervision is provided in the different programs. This category is a cluster of six level ii 

categories.  

 The first level ii category, amount of supervision, contains the description of the number 

of hours supervisees spend on average in the different modalities of supervision. There is great 

variability among the programs when referencing this category. In the four programs housed in 

psychology or counseling departments, the supervisors reported supervisees receive more than 

two hours of supervision a week. The supervisors that operate from other departments (i.e., not 

psychology or counseling departments) showed greater variability in the amount of supervision 

provided. In three of these programs, the supervisors reported between 30 to 90 minutes of 

supervision a week. In the two remaining programs, the supervisors reported not providing any 

structured supervision. These supervisors provide supervision upon request of the supervisees or 

based on the current amount of applied work in which the supervisee is engaged. All but one 

supervisor discussed the value of structured supervision as it provides a system of checks and 

balances. Further, structured supervision helps supervisees establish professional habits as 

illustrated in the following quote: “that builds [structured supervision] the habit of receiving 

supervision, that builds the habit of, self-reflection and evaluation, and asking questions, and so, 

that’s one benefit that I see, is building those good habits” (P11).  

 The variability in the amount of supervision that is provided in the different programs has 

been previously addressed. Foltz et al. (2015) interviewed graduate sport psychology trainees to 

examine their supervision experience. One of the findings was that the structure of effective 

supervision within a sport psychology setting is flexible and adaptable. This adaptability 

enhanced the learning experience, and with that, the competency development of supervisees. 

However, programs should be cautious of operationalizing this flexibility to providing limited 

amounts of supervision to supervisees as often is the case in sport psychology programs, 

especially those that are sport science based (Tod & Lavallee, 2011).  

 The next level ii category is group supervision. Six of the programs reported utilizing this 

format of supervision. One supervisor reported there is not a meeting time defined as ‘group 

supervision’, however, most of the supervision provided in this program is in the format of 
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weekly seminars; once a month, the seminar is dedicated to supervision issues. Another 

supervisor discussed the desire to add group supervision to the program in the future. Most 

supervisors discussed the value of group supervision as a modality of supervision that allows 

supervisees to receive feedback and support from their peers and the supervisor.  

 Individual supervision is the next level ii category under the higher category of format of 

supervision. This category refers to supervision that is provided either to one supervisee or a 

small group of supervisees that are working collaboratively with one client. As with group 

supervision, there was great variability in the time dedicated to this format of supervision by the 

supervisors in the different programs. Some supervisors reported providing individual 

supervision on a weekly basis for 30 to 90 minutes. Others stated they provide individual 

supervision once a quarter or a semester, while in other programs, individual supervision is 

provided on an ‘as needed’ basis. In two of the programs, individual supervision is the only 

format of supervision provided. All supervisors discussed the cardinal value of individual 

supervision in addressing the specific needs and promoting growth in competency with the 

supervisees. Supervisors also discussed the challenge of allocating the time to provide individual 

supervision to all supervisees.  

 The next level ii category is multiple supervisors per supervisee, referring to supervisees 

switching supervisors or receiving supervision from more than one supervisor simultaneously 

and/or throughout their training. This structure of supervision is not as common and was reported 

by only three of the programs. One supervisor discussed the value of supervisees having multiple 

supervisors: "we try to have our students, at least what I’ve done when students have approached 

me about doing applied work, is to have them be supervised by each of the three faculty 

members at some point […] so that they get each of our perspectives” (P11).   

 Another format of supervision utilized is informal supervision. This level ii category 

refers to any supervision communication that is done sporadically via phone, text or any of the 

online tools (e.g., emails, discussion boards, BlackBoard, et cetera). All supervisors stated they 

employ this format of supervision in an attempt to establish rapport with their supervisees. The 

supervisors reported communicating with supervisees via email; they receive reports, notes, and 

session plans and respond back with feedback. The frequency in which this format of supervision 

is implemented varies between supervisors and in response to specific circumstances. The 

supervisors discussed the importance of using this format of supervision in order to ensure the 
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supervisees are aware and comfortable approaching the supervisor with specific obstacles they 

face or when extra support is desired, as illustrated in the following quote: “there’s kind of 

always this ongoing informal communications. So, one of the things we do right from the start is 

make sure that all the students are able to contact me at any time, and I’m very clear with them 

that if anything comes up, you know kind of day or night, to let me know. And so, throughout 

the week I will probably get texts, emails, phone calls, and sometimes drop-ins depending on you 

know what’s going on with the athletes that we’re working with” (P3).  

 The final level ii category forming this higher level category is supervision and credits 

which refers to any statement regarding supervision or applied work as it relates to taking 

university credits. A few supervisors discussed the value of using credits for applied work in 

general and supervision specifically for a few reasons. First, having supervision as a credit class 

can serve as proof of the supervision the supervisees' received throughout their training when 

seeking certification. Second, taking credits for supervision adds supervision to students’ official 

workload, acknowledging the time commitment required when engaging in applied work. 

Similarly, having supervision as a credit class helps the supervisors count supervision towards 

their workload. This is important as supervisors stated that having supervision as a credit class 

allows them to allocate more time to supervision, as credits serve as the coin of the realm and are 

practice by the institutions.  

 In summary, the supervisors’ description of the format in which supervision is provided 

indicates variability between the different programs and within the programs at different points 

in time and training of the supervisees. All supervisors acknowledge the importance of 

supervision and strive to provide as much supervision as possible utilizing the different 

modalities. 

  

Types of Structure to Supervision 

 

 The second higher level category under the issue of structure of supervision refers to the 

design, approach, and components of supervision. The different types of structure to supervision 

are not exclusive, rather, one program can adopt more than one structure design or component of 

supervision. This category is a cluster of four level ii categories.  

 The largest level ii category, multi-level supervision, is utilized by six of the programs 

and represents supervision that is structured hierarchically in a way that matches the competency 
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levels of all participants. Under this approach, as supervisees’ competency levels are elevated, 

they take on more responsibility in supervision by modeling and mentoring less experienced and 

less competent supervisees.  In some programs, this structure continues to include young 

professionals, usually alumni of the program, which provide supervision and report to the higher 

level supervisors or the director of supervision. 

 The supervisors discussed the advantages of this approach to supervision. First, by using 

a multi-level approach to supervision, the supervisees receive more individual attention as there 

are more mentors and supervisors that can allocate time to supervision. Second, utilizing a multi-

level approach to supervision permits more time for direct supervision (i.e., observations of 

supervisees providing services) and other supervision practices (e.g., mentoring) that would not 

be attainable otherwise. Third, a multi-level approach to supervision is effective and even vital to 

handle the sheer volume of students in the programs as illustrated in the following quote: “it’s 

also been a great way for me to be able to provide a more structured experience with the person 

that’s supervising without also meeting individually with every single person, for example if I’m 

supervising a student that’s mentoring another student, I don’t have to see both of them 

individually at separate times each week or biweekly” (P11). Fourth, this structure promotes 

vicarious learning as the SPC that serves as the model is closer in competence level to that of the 

supervisee’s as opposed to a seasoned supervisor with decades of experience. Further, a multi-

level approach to supervision allows the students to engage in learning through teaching the 

skills. Through the process of mentoring and teaching interventions, advanced supervisees can 

test their knowledge and competence in the different skills. A higher level of understanding is 

required to teach a skill or to explain an approach as opposed to utilizing the approach or 

executing the skill. Finally, this approach to supervision creates a community of learners where 

supervisees and alumni share knowledge and experiences, growing in competence.  

 The second level ii category which is implemented by six of the programs is as needed 

supervision which refers to supervision that is provided upon request or necessity and does not 

follow a fixed schedule. This approach to supervision includes both formal and informal 

communications between the supervisor and supervisees, depending on the culture of the 

program, the supervisor, and the circumstances. Within this approach to supervision, supervisees 

decide how much supervision they wish to receive and from whom (when a program has more 

than one supervisor or when multi-level supervision is presented). In most programs, utilizing 
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this approach to supervision is supplemental to structured individual and/or group supervision. 

One supervisor reported this is the only form of supervision provided in his program.  

 The third level ii category of types of structure to supervision is meta-supervision, 

utilized by four programs, and refers to supervision provided for the provision of supervision to 

other supervisees. Meta-supervision takes on educational and experiential components. The 

educational component includes learning about approaches and theories of supervision, either as 

part of supervision or in supplemental classes. The experiential component includes receiving 

direct and indirect supervision. Direct supervision includes having another supervisor watch you 

supervise and provide feedback on the supervision provided. Indirect meta-supervision includes 

supervisors in training sharing their experiences of supervising, providing and receiving 

feedback, and discussing challenges. 

 Some supervisors reported that the supervision provided in their programs is student led. 

This person-centered approach to supervision has been shown to be effective as is evident in the 

literature (Bernard & Goodyear, 2014; Van Raalte et al., 2000). However, it also places much 

responsibility on the supervisee to identify when help and intervention from a supervisor are 

needed. The ability to identify the boundaries of one’s competency is a skill of its own that takes 

time for neophyte SPC supervisees to develop. For this reason, designing supervision entirely on 

an as needed basis can potentially raise some ethical concerns. It would be prudent to assume 

that beginning consultants need to be monitored more closely, in a structured and systematic way 

in order to assure the welfare of both the clients as well as the supervisees’ (Tod & Lavallee, 

2011).  

 The final level ii category, developmental supervision, referring to supervision that is 

structured to meet the evolving needs and increasing competence level of the supervisees. This 

utilization of this type of supervision was reported by four programs. It is common when using 

this approach to supervision, to separate the supervision of first year students and the more 

advanced students. The supervision provided to junior supervisees is more educational in nature, 

where time is dedicated to discussing the practicality of practicing applied sport psychology. The 

supervision provided to the senior supervisees is case based, as these supervisees typically work 

with clients individually or in small consulting teams. This supervisor discussed the differences 

in approaches to supervision of the different groups:   
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“There’s some differences as to what the focus is [in supervision of the different 

groups], and it’s based on, you know, the knowledge and awareness and skills of 

the individuals who are in that consultation team. The more advanced they are the 

more likely we are going to be talking about kind of professional development 

issues, personal things, really doing some deeper conceptualizing. The more junior 

they are the more their hands often need to be held and things need to be laid out 

very specifically, very educational on okay, this is what you do, this is how you do 

it, this is when you do it” (P3).  

  

 The final level ii category that was carried-over to the highest level of analysis under the 

issue of structure of supervision is rational for supervision. This category refers to the motives 

that led the supervisors to choose a particular structure of supervision or lack thereof. Most 

supervisors explained that the chosen structure of supervision corresponds to the nature and 

culture of the program and is ever evolving. The structure is also influenced by the constraints 

under which the supervisors operate. A more elaborated view on these constraints will be 

discussed under the issue challenges to providing effective supervision.   

 The programs’ departments and the research intensity of the institution influenced the 

structure of supervision. Programs that operate from psychology or counseling departments 

indicated that the structure of supervision follows the standard for supervision in clinical 

programs. The programs that operate in non-psychology departments reported the departmental 

and institutional constraints, in addition to the time demands on both the supervisors and 

supervisees, are the driving forces to the structure of supervision. This was especially true in 

programs that operate within high research intensity universities. Further, supervisors’ familiarity 

with approaches to supervision influenced the chosen structure of supervision. Three of the 

supervisors stated they chose the specific structure to supervision based on their own training and 

experience in supervision. This training is the only model of supervision in which they are 

familiar and thusly, their practiced supervision reflects their training. 

 One supervisor stated that the unstructured design of supervision is purposeful and not a 

result of constraints in the provision of supervision; rather it is a tool to distinguish sport 

psychology services from clinical or counseling psychology services. According to this 

supervisor, the stigma behind clinical psychologists and therapists in the world of sport is strong 

and presents as an obstacle for SPCs to work with teams and athletes. With this approach, the 
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SPC distances herself/himself from clinical psychologists, which eases the entrance for a new 

consultant to the sporting environment and helps establish rapport with a team, or individual 

athletes. This allows the SPC to establish herself/himself in a role similar to that of a coach. 

Typically, this role does not receive as much resistance from athletes and coaches. In the 

following quote, this supervisor further elaborates on the choice to provide unstructured 

supervision: 

“I think the message that structured supervision gives to students is ‘you better not 

screw up, You better be careful, you really need to be careful about what you’re 

doing’, which again makes all kind of sense if the student will one day be dealing 

with clinical issues. If an athlete is schizophrenic it would be scary if the 

psychologist didn't know what he/she was doing. However, if we are talking about 

identifying a performance barrier, working with athletes in a collaborative way, 

like a coach would, to identify the mental factors contributing to that barrier, what 

it is that's keeping the athlete from performing at his/her best on a consistent basis, 

working with the athlete to develop strategies, practice routines that will enhance 

the prospects of achieving a more desirable outcome, the adeptness in the methods 

of performance consulting is what's needed” (P4). 

 

 To summarize, there is variability in the structure of supervision utilized by the 

supervisors in different programs. These differences make it nearly impossible to identify a 

unique structure of supervision. From the results of this study, it can be speculated that the 

structure of supervision is distinctive for each program and reflects the nature, culture, and 

institutional constraints within which the supervisors operate. Further, the chosen structure of 

supervision reflects the unique style and approach of each supervisor. The structure of 

supervision is not static, rather, it is evolving as adjustments are made to the changes that occur 

within each program and as the supervisors’ approach to supervision develops. These changes 

include turnover in supervisors, changes in the composition or characteristics of the supervisees, 

or changes in the nature and culture of the different programs. In the following issues I will 

further discuss factors that influence the provision of supervision in the programs as described by 

these supervisors.  
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 Level iii  Level ii 
   

Format of supervision 

(MU=78, S=10)a 

 Amount of supervision (MU=36, S=10) 
  

 Group supervision (MU=12, S=6) 
  

 Individual supervision (MU=10, S=6) 
  

 Multiple supervisors per supervisee (MU=10, S=4) 
  

 Informal supervision (MU=5, S=3) 
  

 Supervision and credits (MU=4, S=2) 
   

Types of structure to 

supervision (MU=45, 

S=10) 

 Multi-level supervision (MU=17, S=6) 
  

 As needed supervision (MU=10, S=6) 
  

 Meta-supervision (MU=10, S=4) 
  

 Developmental supervision (MU=8, S=4) 
   

  
Rational for supervision  (MU=26, S=10)   

   

Figure 1. Structure of supervision. The complete inductive content analysis showing the emerging 

categories beyond the MU level. Brackets indicating categories clustered together to form higher order 

categories.  

a – There is one more MU Supervisors regularly communicating and consulting one another. This MU 

describes a format of supervision but did not fit under any of the lower level categories; however, it did 

count towards the total count of MUs and sources under the level iii category format of supervision. 

There is one more MU that did not fit under any of these categories, supervision funding is self-

generated and is used to improve supervision. 
 

  

Supervision Practices 

 

The largest issue, supervision practices, was defined as any method, technique, or 

activity in which the student participates that involves learning how to practice sport psychology. 

The 10 supervisor-participants provided 471 MUs under this issue, which is nearly half of the 

data. Figure 2 contains a full description of the inductive content analyses as well as the number 

of MUs and sources clustered into each category. As this issue contains a great amount of data, it 

will not be possible to discuss in length all the categories that emerged. For that reason, the focus 

will be on the higher level categories (i.e., level iii through level vi) as those contain richer 

information and insight to the learning goals and competencies that the specific practices aim to 

promote. Since the level ii category themes provide rich information regarding the specific 

supervision practices being used in the respective programs, the definitions are included under 

Figure 2. Note that the commonality of each practice in the programs is represented by the 
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number of sources, and that many of these practices were used by all or nearly all of the 

supervisors. This indicates that these practices are perceived to be useful in enhancing the 

competency level of the supervisees. The information could be useful for supervisors seeking 

additional knowledge of the supervision provided in different programs and to enrich the 

supervision practices they employ. 

There was one level vi category that contained 60% of the data in this issue, facilitating 

independent practice and self-regulation. There was one level iv category (competence 

assessment and tailored approach) and two level iii categories (teaching supervision and meta-

supervision and working in consulting teams) that carried over to the highest level of analyses as 

they are unique and meaningful. Definitions and elaboration of the higher level categories will be 

provided, including exemplary quotes from the participants.  

 

Facilitating independent practice and self-regulation 

 

This higher level category included 283 MUs and was endorsed by all participants. It 

refers to any practice aimed at teaching supervisees to work independently, self-assess, and 

regulate their work. This level vi category was clustered from two level v categories, education 

and training in consultation and professional behavior, and teaching to translate theoretical 

knowledge to practical knowledge. The ultimate goal of training future SPCs, particularly in 

supervision, is developing supervisees’ competence to a level in which they can practice 

independently (Andersen, 1994; Andersen & Williams-Rice, 1996). The ability to accurately 

assess the efficacy and influence of the work a consultant is doing with clients, and based on that 

assessment, self-regulate, is the corner stone of professional and ethical practice (Tod et al., 

2009; Tod & Lavallee, 2011).  In the following section, I will elaborate on the two level v 

categories in order to describe the techniques and tools the participants use to progress towards 

that goal.  

 

Education and training in consultation and professional behavior. This category, 

containing nearly 40% of the data within the issue of supervision practices, is defined as 

practices that teach the minutiae of how to practice applied sport psychology in a professional 

and ethical manner. This category is a formed from one level iv category, exposing supervisees to 
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different approaches of professionals to providing services, as well as one level iii category, 

keeping and sharing notes, and five level ii categories.  

 
Level vi  Level v  Level іv  Level іii  Level ii 

         

Facilitating 

independent 

practice and 

self-

regulation 

(MU=283, 

S=10) 

 

Education 

and training 

in 

consultation 

and 

professional 

behavior 

(MU=177, 

S=10) 

   

Keeping and 

sharing notes 

(MU=63, 

S=10) 

 

Session plans (MU=16, 

S=6) - practices that 

evolve around the 

preparation to work with 

a client, discussing 

intervention plans and 

proper execution of 

interventions 

 

      

    

 
Progression and summary 

notes (MU=6, S=2) - 

teaching students the 

practice of keeping notes 

of their applied work 

 

       

  

Exposing 

supervisees to 

different 

approaches of 

professionals to 

providing 

services 

(MU=46, S=9) 

 

Watching 

other 

professionals 

provide 

services 

(MU=23, S=6) 

 

Watching a video of 

professionals practice 

(MU=9, S=4) - watching 

a video of professionals 

other than the supervisor 

providing services 
  

      

  

   

Observe the supervisor 

(MU=18, S=6) - 

supervisees watching the 

supervisor provide 

services or prepare 

services in person or 

through recordings 

   

      

  

   

Supervisor self-disclosure 

(MU=3, S=2) - supervisor 

sharing their experiences 

with students as a 

learning tool aimed to 

enhance students’ 

competency 

   

Figure 2. Supervision practices. The complete inductive content analysis showing the emerging 

categories beyond the MU level. Brackets indicating categories clustered together to form higher order 

categories. A higher category may contain more MUs than the sum of all the MUs clustered in the 

categories that create it. This was the case when the MUs represented more general statements regarding 

the higher level category. Since these statements were not specific, they were not included in any of the 

lower level categories; however, they did count towards the total count of MUs and sources under the 

higher level category. There was one more level ii category that did not cluster under any of higher level 

categories, students evaluations of supervisor (MU=3, S=1).   
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Level vi  Level v  Level іv  Level іii  Level ii 
         

Facilitating 

independent 

practice and 

self-

regulation 

(MU=283, 

S=10) 

(continued) 

 

Education 

and training 

in 

consultation 

and 

professional 

behavior 

(MU=177, 

S=10) 

(continued) 

     

Self-reflections (MU=31, 

S=8) - practices that force 

students to think and 

analyze the consulting 

work they practice with 

clients 

     

 

     

Monitoring supervisees 

and setting boundaries 

(MU=7, S=4) - 

overseeing supervisees 

work by logging hours 

and setting clear 

boundaries and 

expectations within the 

supervisory relationship 

     

       

 

     

Diversity training 

(MU=7, S=3) - practices 

used to teach and prepare 

supervisees to work with 

a diverse population and 

be aware and sensitive to 

cultural differences 

     

       

 

     
Ethical training (MU=2, 

S=1) -discussing ethical 

issues that may arise 

while working as 

practitioners 

     

        

 

Teaching to 

translate 

theoretical 

knowledge 

to practical 

knowledge 

(MU=106, 

S=9) 

 

Conceptualizing 

applied work 

and sharing 

professional 

thoughts among 

peers and 

supervisor 

(MU=87, S=9) 

 

Students 

sharing 

experiences, 

feedback, and 

ideas 

regarding 

applied work 

(MU=44, S=9) 

 

Discussion board (MU=2, 

S=1) - the use of a 

discussion board as a 

platform for students to 

share ideas, feedback, and 

experiences with one 

another 
 

      

  

   

Case presentations and 

conceptualization 

(MU=40, S=8) - a review 

of a specific case that is 

presented by students or 

the supervisor during 

supervision 

   

         

Figure 2 – continued. 
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Level vi  Level v  Level іv  Level іii  Level ii 

Facilitating 

independent 

practice and 

self-

regulation 

(MU=283, 

S=10) 

(continued) 

 

Teaching to 

translate 

theoretical 

knowledge 

to practical 

knowledge 

(MU=106, 

S=9) 

(continued) 

 

Conceptualizing 

applied work 

and sharing 

professional 

thoughts among 

peers and 

supervisor 

(MU=87, S=9) 

(continued) 

   

Reviewing professional 

conferences (MU=2, 

S=1) - supervisees and 

supervisor share 

experiences and applied 

work related lessons 

learned from professional 

conferences 

   

 

Facilitating 

independent 

practice and 

self-

regulation 

(MU=283, 

S=10) 

(continued) 

 

Teaching to 

translate 

theoretical 

knowledge 

to practical 

knowledge 

(MU=106, 

S=9) 

(continued) 

     

Readings, interpretation 

and implementation of 

formal research (MU=19, 

S=7) – reviewing 

theoretical and practical 

research on applied topics 

in supervision and 

teaching how theory 

translates to practice 

     

         

    

Competence 

assessment and 

tailored 

approach 

(MU=118, 

S=10) 

 

Providing 

individualized 

attention to 

supervisee's  

(MU=89, 

S=10) 

 

Direct supervision 

(MU=75, S=10) - 

observing students 

provide services either in 

person or via recordings 

 

       

     

 

Individual supervision 

(MU=14, S=6) - one on 

one meetings with the 

supervisor or mentor 

where the supervisees 

work can be more closely 

monitored as cases are 

discussed, and feedback 

and advice are provided 

 

        

     Assessing 

supervisees' 

competency 

and matching 

clientele to 

competency 

level (MU=29, 

S=8) 

 

Supervisor guidance and 

assessment (MU=19, 

S=6) - feedback, 

suggestions, comments, 

and advice students 

receive in relation to their 

consulting work from the 

supervisor 

 

       

     

 

Supervisor meets with 

coaches (MU=5, S=2) - 

supervisor meets with 

coaches with or without 

collaboration with 

supervisees 

 

Figure 2 – continued.       
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Level vi  Level v  Level іv  Level іii  Level ii 
         

    

Competence 

assessment and 

tailored 

approach 

(MU=118, 

S=10) 

(continued) 

 Assessing 

supervisees' 

competency 

and matching 

clientele to 

competency 

level (MU=29, 

S=8) 

(continued) 

 

Progressive client 

selection (MU=2, S=1) - 

designing applied work 

so supervisees work with 

increasingly higher level 

athletes as their 

competency increases 

 

       

      

Requesting feedback 

from clients (MU=2, 

S=1)- supervisor or 

student request formal or 

informal feedback from 

clients of the supervisee's 

work       

         

      Teaching 

supervision 

and meta-

supervision 

(MU=35, S=8) 

 

Student mentoring 

(MU=11, S=3) - 

advanced students 

provide guidance to 

novice students similar to 

the way professional 

supervisors would  

       

         

      

Working in 

consultation 

teams 

(MU=32, S=8) 

 

Shadowing and 

apprenticing (MU=15, 

S=6) - a beginning 

student observing or 

working under the 

guidance of an advanced 

student or the supervisor 

to prepare and conduct 

consulting sessions while 

having minimal 

responsibilities towards 

the clients 

 

        

       

Co-consulting with the 

supervisor (MU=13, S=5) 

- supervisee and 

supervisor work in 

tandem  
       

        

      

 
Supervisees co-consulting 

(MU=2, S=2) - putting 

supervisees in small 

groups to provide 

services  

 

Figure 2 - continued. 
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Level vi  Level v  Level іv  Level іii  Level ii 

      
Working in 

consultation 

teams 

(MU=32, S=8) 

(continued) 

 

Supervisors cooperating 

and sharing notes 

(MU=2, S=1) - exchange 

of information or ideas 

between supervisors 

working within a program 

       

         

Figure 2 - continued.  

 

 Keeping and sharing notes was the largest category (level iii) under this higher level 

category of education and training in consultation and professional behavior and is defined as 

the practice of creating and sharing session plans, summary notes, progression notes, or any 

other kind of notes with the supervisor or other supervisees. Similarly to what has been 

previously documented in the literature (Falender et al., 2014; Silva et al., 2011; Stambulova & 

Johnson, 2010), the supervisors discussed the importance of using notes and utilizing different 

note-taking strategies as professional SPCs. The practice of note taking is important as it assists 

SPCs in conceptualizing the cases in a structured and concise manner. Further, as supervisees 

become professionals, it is likely their clientele will increase, making it harder to remember 

every important detail regarding every client.  

The practice of keeping notes as professionals in training prepares the supervisees to 

work independently by developing a habit that will allow them to keep track of the work they are 

doing, even with a heavy load of clients. Further, one supervisor talked of the benefit of taking 

notes to conceptualize the case in a structured way: “ultimately, it [taking notes and sharing them 

with the supervisor] gets them [supervisees] to think about what they’re doing in a more 

structured and consistent way than just letting it happen by chance” (P8). Another supervisor 

added that the practice of preparing notes allows the supervisees to gain another perspective on 

the case: “they now [when supervisees prepare DAP notes] have an opportunity to distance 

themselves from the actual situation in the room or in the locker room or in the field where they 

are very much immersed, and now they can be more objective” (P5). Learning the technicalities 

and establishing a habit of taking proper notes is of utmost importance for professional SPCs and 

is an important technique to learn and practice in supervision throughout supervisees’ training.  

 The next category forming the higher category of education and training in consultation 

and professional behavior is exposing supervisees to different approaches of professionals to 

providing services. This level iv category refers to practices that are used to teach supervisees 
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that there are multiple effective ways to practice sport psychology. This category is formed from 

one level iii category, watching other professionals provide services, which involves introducing 

professionals other than the supervisors into the supervision training process to share their 

knowledge, expertise, craft and experiences with the supervisees. Additionally, there were two 

level ii categories that carried over to form this level iv category (refer to Figure 2 for full 

description).  

 The supervisors elaborated on the importance of exposing the supervisees to more than 

one approach to service delivery. First, watching multiple practitioners provide services enables 

the supervisees to validate or question their ideas and what they have learned about service 

provision. Further, it can be used as a tool to help supervisees think and establish a personal style 

to consulting as illustrated in the following quote: “They [supervisees] see other people’s science 

and art of delivery” (P5). For example, by watching a video of different professionals providing 

services to the same client, supervisees can learn there are multiple ways to provide services 

effectively as illustrated in the following quote: “I think especially in the fields of psychology, 

applied psychology, where there are multiple ways to do things that are considered competent 

and appropriate; so by seeing person x do it one way, person y doing it another, person z doing 

still another, and each one of them is having success, it helps us realize that we don’t need to be 

limited into a single approach or paradigm; that there are really multiple ways that we can 

effectively work with our clients” (P3). The supervisors further discussed bringing other 

professionals to supervision to enrich the supervisees’ experiences and exposure to different and 

new content areas and populations.  

An aspect that is unique to the training in the field of sport psychology, as opposed to 

other service delivery professions, is supervisees lack of exposure to multiple supervisors (Tod & 

Lavallee, 2011). It is not uncommon for a supervisee to work with one or two supervisors 

throughout their training. Thus, it is important to find other ways to expose supervisees to 

additional professionals and professional approaches to providing services in order to enhance 

their competence level. Bringing guest speakers to supervision, and/or watching videos of other 

professionals providing services are appropriate practices that may be used in most, if not all, 

sport psychology training programs.  

 Under this category of exposing supervisees to different approaches of professionals to 

providing services, the supervisors also discussed the value of supervisees observing the 
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supervisor practice. This practice can expose supervisees to new populations and interventions 

and helps develop the supervisees’ competency. Following and observation the supervisor and 

supervisee can discuss the approach the supervisor took, enabling the supervisee to understand 

the decision-making process and rational of the supervisor. The supervisee can question and 

understand the theoretical background that led to the intervention selection, and observe a 

concrete example of an expert’s approach to executing the intervention. Additionally, 

participants described the value to the supervisor in having supervisees observing the her/him 

practice. As one becomes a professional and practices independently, it is rare to have an 

opportunity to receive feedback of other professionals (albeit less experienced). This makes the 

practice valuable as it benefits both the supervisor and the supervisee.  

 Finally, the supervisors discussed specific practices that promote competence 

development within the supervisees that form the higher level category of education and training 

in consultation and professional behavior. One practice brought up by the participants that has 

been widely discussed both in general psychology (Bernard & Goodyear, 2014) and specifically 

in sport psychology (Fletcher & Maher, 2014; Silva et al., 2011; Tod et al., 2007; 2009) is self-

reflection. A quote from one of the supervisors simplifies the importance and value of self-

reflection: “If you don’t reflect on the things that you’re doing and learn from what you’re doing, 

you’re never going to improve” (P6). Another supervisor talked of self-reflection as a habit all 

SPCs should practice:  

“I guess I don’t think it’s rocket science [reflections]. I can think of like military 

when they go on missions, they brief, they execute, and then they debrief. I do a 

class and in some ways I brief execute debrief. I think sometimes you get really 

busy, you can't debrief right away, but the idea that if you’re not debriefing to 

some- I’m not sure it has to be formal or always written down, but you need to be 

thinking about what went right, what went wrong, you know, and that would be 

the other bullet within process and product: what did they do right, what did they 

do wrong, is there something they should stop doing, is there something they 

should continue doing? I just think as a competent professional you need to be 

doing that [reflections] all the time” (P10). 

 In summary, all participants discussed the use of specific supervision practices to 

increase supervisees’ competence in becoming SPCs through practical training and education of 

the techniques and approaches used by professionals in the field. Specifically, different 
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supervision practices were used to teach supervisees appropriate professional behaviors and 

practical habits that should be integrated to supervisees’ everyday professional habits, such as 

note taking and self-reflection. The application of these practices by the supervisees should 

enable them to practice independently and be able to self-regulate effectively. 

 

Teaching to translate theoretical knowledge to practical knowledge. This next level v 

category that forms the higher level category of facilitating independent practice and self-

regulation, refers to any practice aimed at teaching supervisees to conceptualize and share 

thoughts and ideas with other professionals while referencing theories. One level iv category, 

conceptualizing applied work and sharing professional thoughts among peers and supervisor, 

and one level ii category, are clustered to form this higher level category.  

Conceptualizing applied work and sharing professional thoughts among peers and 

supervisor refers to practices that teach and emphasize the importance of sharing professional 

experiences and providing feedback to other professionals (peers and supervisor). This level iv 

category is formed from one level iii category, students sharing experiences, feedback, and ideas 

regarding applied work, defined as any format of discussion among peers concerning the applied 

work being practiced where ideas, interventions, and feedback are shared. Two additional level ii 

categories were clustered under this higher level iv category (refer to Figure 2).  

 In the context of this higher level iv category, the supervisors discussed the importance of 

articulating a case in a structured and systematic fashion as is required when doing case 

presentations. The supervisors also discussed the efficacy of using these practices of case 

conceptualization and presentations, to develop fundamental competencies of SPCs. First, from 

case conceptualization and presentations the supervisees learn to formulate their thoughts 

involving the case in a systematic fashion which helps develop analytical skills. Second, 

receiving and providing feedback to and from peers exposes the supervisees to alternate 

perspectives and ideas when approaching a case. In this quote, a supervisor further describes the 

benefits of the practice of formally and informally sharing information:  

“One of the things that we emphasize here is having some type of a 

theoretical foundation for the work that you’re going to do. And, you know, 

having that guide, the way that you intervene, the way that you […] talk with 

your coaches, […] what point in the system are you targeting your 



  52 

intervention, for example; so it’s not just ‘hey, I know how to do imagery, 

can I do an imagery workshop?’ but really you know, okay, within this 

system, with this team, with this coach, with their goals, what is needed? 

What ways can you bring your skills and strategies to bare and help them 

out” (P3). 

 All but one of the supervisors discussed the importance of students sharing their 

experiences and learning from the experiences of one another. The exposure supervisees have to 

diverse populations and different scenarios during their training is limited. By providing the 

platform for supervisees to share experiences, they can learn second-hand how to approach 

various situations and scenarios that they are likely to encounter in their professional careers. 

The importance of this practice of sharing ideas and experiences among peers and supervisors 

has also been documented in the literature (Foltz et al., 2015). In a recently published paper 

examining learning experiences that were deemed useful in developing desired competencies of 

SPCs, Hutter et al. (2017) interviewed young professionals who emphasized the value of sharing 

cases and experiences among peers in preparing them for their professional careers. The 

participants discussed the limited firsthand exposure they had through training to various 

situations they now encounter as professionals, and the value of recalling their peers’ 

experiences. 

 In summary, conceptualizing cases with a sound theoretical foundation, and sharing 

thoughts and ideas with peers and professionals is fundamental for developing competencies to 

practice independently as a SPC. The following quote captures this point: “case 

conceptualization is everything. So if you can’t conceptualize a case well, often the interventions 

and techniques you use aren't’ going to be effective. So I think that’s a big part of it is being able 

to go through that process and really think kind of on a conceptual level how to get that client to 

improve whatever that goal is in treatment” (P9). All participants use the practices described in 

this section in the supervision they provide. This enhances the ability of their supervisees to 

conceptualize a case, formulate a plan, and discuss and receive feedback on that plan.   

  

Competence Assessment and Tailored Approach 

  

 This level iv category was carried over to the highest level of analysis as it is deemed 

unique and meaningful when examining supervision practices. This category was endorsed by all 
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participants and included a quarter of the MUs of the issue. It refers to practices aimed at 

assessing supervisees' competency level and providing developmentally appropriate applied 

experiences and feedback. Two level iii categories form this category: providing individualized 

attention to supervisee's and assessing supervisees' competency and matching clientele to 

competency level.  

 All supervisors addressed the importance of assessing the competency level of each 

supervisee as there is great variability in the competency level of the supervisees within each 

program. Supervisees in the different sport psychology training programs come with varying 

backgrounds; some supervisees have a strong counseling or psychology base while others have a 

stronger sport science foundation. These differences in background manifest into different 

strengths and competencies that need to receive more attention in supervision in order for 

supervisees to become well-rounded and competent SPCs. Further, most supervisees spend 

between three to five years in their training program, yet supervision is typically provided to all 

supervisees collectively, resulting in supervision groups with large discrepancies in competency 

level. Many of the programs separate the supervision of the first year supervisees from the rest of 

the group; and still, within the more experienced group there are vast differences in supervisees’ 

knowledge and competence level. For that reason, it is of utmost importance to assess the 

competence level of each supervisee and provide her/him with supervision and practical 

experiences that match her/his evolving competence level throughout the training.  

 Providing individualized attention to supervisee's was mentioned by all supervisors as a 

cardinal practice that needs to be employed when training SPCs. Through individual meetings 

and direct observations, supervisors can generate an objective assessment of supervisees’ efforts 

with clients and address the unique needs of each supervisee. One of the supervisors discussed 

the benefit of observing the supervisee during service provision and the added benefit of this 

practice compared to reviewing notes or descriptions of a session provided by the supervisee: 

“Part of my goal is, I want to help you learn how to assess what you are 

doing and help you make that assessment be as accurate as possible. It’s all 

fine and good if you spend half an hour telling me about what’s going on 

and I ask you questions and we conceptualize but, if you’re totally off 

{laughs} in terms of your understanding of what’s going on, or you're 

missing things, then what we’re talking about ultimately is not going to help 
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you; but if I have a chance to, for example, let you tell me a little bit about 

a case, and then we watch 20 minutes of that session, then I can begin to get 

an idea of how accurate you are in describing what is happening, what really 

is happening; and if you’re off then I can start to give you some feedback 

on that,  and try to help you see what you’re missing, and then, you know, 

maybe do a better job of intervening” (P3). 

 As alluded to in the previous quote, all of the participants discussed the importance of 

direct supervision (i.e., supervisor or mentor observe supervisee provide services either in person 

or via recordings) as part of the individual supervision provided to the supervisees. The data 

provided by these supervisors echoes what has been established in the literature regarding the 

importance and efficacy of direct supervision on the competence development of supervisees in 

sport psychology specifically (Andersen et al., 1994; Silva et al., 2011) and psychology in 

general (Falender et al., 2014). The supervisors described the importance of watching their 

supervisees provide services in being able to offer specific and effective feedback.   

Some supervisors also discussed the benefit of completing the direct supervision in a 

group setting as illustrated in the following quote: “When you receive feedback from your peers 

and then you receive feedback from your supervisor [on a session the supervisee provided that is 

observed on tape in group supervision], there’s a very, it’s like one of the most... richest if you 

will, teachable moments. When you are so self-focused, self-reflected, seeing yourself doing 

your work and then you have a group of people, around you to add feedback and their 

comments...so this, this is when very deep and long lasting lessons can be accomplished for 

improved consulting” (P5). Supervisors clearly value this learning opportunity in both individual 

and group settings, despite it only being suggested to become CMPC.  

 The second level iii category forming the higher level category of competence assessment 

and tailored approach, is assessing supervisees' competency and matching clientele to 

competency level. This level iii category is defined as practices that involve the supervisor 

seeking feedback from different sources to evaluate the competency level of the supervisee, and 

ensure the supervisee is working with clients that are appropriate to their current competency 

level. Eight supervisors endorsed this category and described different practices they engage in 

to assure their supervisees are working within their competence level. Supervisors described 
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approaching and meeting with coaches and clients, with and without their supervisees, to gather 

information and feedback regarding the work the supervisees are performing.  

Some of the supervisors also discussed matching the supervisees to clientele that is 

suitable to their current competence level. It is essential to the process of competence 

development of supervisees that a supervisor assesses the supervisee accurately and provide 

targeted experiences and feedback (Van Raalte & Andersen, 2000). This is illustrated in the 

following quote:  

“Lots of people want to work at the highest levels and want to finish with 

the college level situation in their internship. So we let them get progressed 

to that point as opposed to doing it in the beginning because we don’t 

necessarily want them to be working with those high level athletes who have 

a lot of expectations around, you know, the type of service that they want. 

So they … their expectations are typically higher than, you know, a rec 

sport. So I think it, the progression enables them to again feel more 

confident, get their skills down with different populations” (P8). 

 A supervisee placed in a practicum environment that demands skills and 

competencies beyond those the supervisee possesses can be detrimental to her/his 

confidence. Tod et al. (2009) documented the negative effect that lack of assessment and 

appropriate placement in an internship held on supervisees. Supervisees who were 

inappropriately placed consequently lack confidence in their ability to provide services. 

Further, misplacement of a supervisee can damage the reputation of the program. Some 

of the supervisors who work in high performance environments (i.e., working with high 

level athletes and teams) discussed the damage that can and had occurred when placing 

unprepared supervisees in this demanding work environment. For example, one 

supervisor described how quickly the established rapport with a team was lost, and with 

that, an internship opportunity, when a supervisee operated outside of the boundaries the 

coach established. This mistake is not unreasonable for a neophyte consultant. With a 

supervisor’s accurate assessment of the supervisees’ competence level, specifically in the 

ability to understand and navigate a sporting environment, this scenario may have been 

avoided.  
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 In summary, individual supervision is the most effective, yet time consuming, 

practice the participants described utilizing in the development of competent SPCs. All 

supervisors voiced their desire to provide more individual supervision in general and 

direct supervision in particular. They believed this to be the most effective way to meet 

the unique needs of each supervisee and provide developmentally appropriate feedback.  

 

 There were two additional level iii categories that were carried over under the 

broad issue of supervision practices. The first, teaching supervision and meta-

supervision, refers to practices aimed at teaching supervisees how to provide effective 

supervision. Eight supervisors discussed preparing their supervisees to become 

supervisors by providing theoretical knowledge and classes on supervision. In addition, 

they provided opportunities for the advanced supervisees to supervise beginning students 

while receiving supervision for the provision of supervision (i.e., meta-supervision). The 

supervisors described the value of such experience as it teaches the supervisees to both 

provide and receive feedback, a skill useful for practitioners and future supervisors. One 

supervisor discussed the power of learning through teaching others, as illustrated in the 

following quote:   

“I think it’s, you know, in medical school you observe one, you do one, then 

you teach one; and I think we learn a lot by being able to teach others. And 

so, it just puts them [student-supervisors] into a different role which requires 

them then to think about the information, to think about the situations, to 

think about the skills a little bit differently. And I might be, I think I can do, 

you know, a good imagery training, but then I’m put in the position to help 

somebody else do it? Wow you know, maybe I don’t know quite as much 

as I thought I did. And because of that experience, now I realize what I don’t 

know. And now I have a chance to rectify that, and, you know, make up for 

whatever deficit that might be” (P3). 

 The other level iii category carried-over under the issue of supervision practices is 

working in consultation teams, defined as any practice that involves placing the 

supervisee in a professional group setting to provide services. The supervisors discussed 

placing supervisees of varying competency levels into groups to prepare and provide 
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services together as a consultation team. Supervisees also practiced consulting a client in 

collaboration with the supervisor. Eight supervisors discussed the value of working in 

teams, especially in the beginning phases of competence development.  

 More than half of the supervisors discussed the use of a shadowing or apprentice 

opportunity for new students as a powerful tool in understanding how sport psychology is 

practiced. By allowing more advanced students to take the lead with the new students, 

vicarious learning is fostered. The value of shadowing, the practice of allowing a 

beginning consultant to observe advanced consultants as they prepare and execute a 

session, is illustrated in the following quote: 

 “Shadow[ing] is important because it gives them [the shadows] a variety of 

experiences early on in the consulting process. So they’re not going to know 

exactly what interventions to use, they’re not going to know what 

assessments to use at that stage, although we’re educating them along those 

lines. I think it just gives you kind of a firsthand experience of like, this is 

what sport psychology consulting looks like … you have your preconceived 

notions, maybe you’ve worked with a sport psychologist before, maybe 

you’ve heard about sport psychology, but you’ve actually never seen it in 

action. So I feel like it’s more of a, just a learning opportunity to see like 

okay, this is what it looks like” (P9). 

 Half of the supervisors also discussed the value in co-consulting with their 

supervisees as an opportunity to further expose supervisees to the process more seasoned 

professionals go through when working with clients. The supervisors elaborated on the 

value of working in tandem on recruiting new clients, conceptualizing a case, choosing, 

executing, and assessing the efficacy of the intervention, and adjusting and modifying the 

future plan of action.  Supervisors further discussed the value this practice carries in 

supervisees’ receiving immediate direct supervision and feedback once execution of the 

intervention is completed which fosters the process of competence development.  

 In conclusion, an extensive list of supervision practices was discussed by the 

participants as useful in developing the competency of SPC trainees. Many of these 

practices aim to teach the supervisees proper professional behaviors and the important 

core principles in sport psychology. Other supervision practices employed represent a 
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more developmental and individualized approach. These practices aim to provide 

supervisees with the tools and guidance needed to help develop specific competency 

areas that may be weak or lacking for the supervisee. The supervisors discussed practices 

that utilize vicarious learning and modeling through collaborative work among 

supervisees and between supervisees and the supervisor. Finally, the supervisors 

discussed supervision practices that aim to teach the supervisees how to provide effective 

supervision. These practices elevate the supervisees’ understanding and awareness of 

their own competencies while providing opportunities to practice providing and receiving 

of feedback.   

 

Challenges to Providing Effective Supervision  

 

The issue challenges to providing effective supervision refers to factors or barriers that 

prevent or limit the provision of effective supervision practices; anything that interferes with 

supervisors' ability to provide their ideal supervision. Eighty-eight MUs were generated under 

this issue. See Figure 3 for full description of the inductive content analyses as well as the 

number of MUs and sources clustered into each higher level category. Four levels of categories 

were formed under this issue. There are three categories (i.e., time constraints, individual 

characteristics, and underutilizing desired supervision practices) that were formed from lower 

level categories (i.e., level ii and level iii categories). Two more categories were carried over 

from level ii of the analysis. In addition, one MU was carried over as it was meaningful, yet 

unique in nature, specific to online programs. 

 

Time Constraints 

 

The most in-depth category in this issue, time constraints, contains nearly half of the data 

and was endorsed by all participants. This level iv category is defined as an inability to provide 

the most effective supervision due to time limitations resulting from high work load, other 

professional responsibilities, or low ratio of supervisors to supervisees. Over 80% of the MUs 

under this category came from participants working in R1 university (Carnegie Foundation for 

the Advancement of Teaching, 2011). It seems that while all participants feel they could enhance 

the supervision they are providing if they had more time, this problem is more prominent for 

supervisors working in R1 universities where the professional priorities placed on faculty 
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emphasize research over applied work and supervision. This quote provided by one of the 

supervisors illustrates the essence of this category: “… lack of time to prepare, lack of time to 

actually hold meetings, not just my time but their [the students’] time. […] it’s hard to get 

everybody because of their teaching assistantships, we end up having like one time a week we 

can do that [supervision]. It’s just hard to get everybody to have a spot open in their schedule to 

fit in for it [supervision], and we always have some people who miss because they had a class 

during the time, you know, we try to deal with it the best we can. So it’s [a challenge] finding 

available time” (P10).   

 
Level іv  Level іii  Level іi 

     

Time Constraints a 

(MU=43, S=10) 

 

Departmental and 

institutional 

constraints 

(MU=25, S=7) 

 Balancing responsibilities and institutional priorities 

(MU=15, S=6) 
   

  

Operating in a high research intensity University 

(MU=6, S=3) 

 

 

  

 Financial support (MU=4, S=3) 
    

   
Supervisor-supervisee ratio   (MU=10, S=6)   

     

 
 

Individual 

characteristics 

(MU=21, S=7) 

 
Supervisor characteristics (MU=12, S=5) 

    
 

   

Supervisee characteristics (MU=9, S=3)    
     

 
 

Underutilizing 

desired supervision 

practices    

(MU=15, S=6) 

 Lack of live observations of supervisees (MU=9, 

S=5)    

    

 
  

No viewing of expert practitioners (MU=6, S=3) 
   

     

    Supervisory relationship and communication 

(MU=5, S=3)  
 

 
 

     

    

Lack of structure (MU=4, S=1) 
    

     

Figure 3. Challenges to providing effective supervision. The complete inductive content analysis 

showing the emerging categories beyond the MU level. MUs that did not form a higher level category 

are presented as self-standing carried to the relevant higher level category. Brackets indicating 

categories clustered together to form higher order categories.  

a – There were five more MUs that were general statements regarding lack of time as a challenge to 

providing effective supervision. Since these statements were not specific they were not included in 

any of the lower level categories; however, they did count towards the total count of MUs and sources 

under the level iv category time constraints.  

There was one more MU Technological difficulties that did not fit under any of the higher level 

categories.  
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There are two level iii categories that were clustered into this category: departmental and 

institutional constraints and supervisor-supervisee ratio. In the following section I will elaborate 

on each category.  

 

 Departmental and institutional constraints. This level iii category, defined as 

challenges that result from the priority supervision takes in the institutions and departments of 

the supervisor, is more prominent in the amount of data provided and the number of supervisors 

endorsing these challenges when compared to other level iii categories. Three level ii categories 

form this higher level category: balancing responsibilities and institutional priorities, operating 

in a high research intensity university, and financial support. The first level ii category, 

balancing responsibilities and institutional priorities, refers to challenges resulting from the 

demands placed on the supervisor as a university professor and supervision not being an 

institutional priority. This category was mentioned by all participants that work in R1 

universities across the different departments (i.e., sport sciences and psychology). Supervisors 

may value supervision highly, yet functioning within institutional constraints and an 

unsupportive environment affects the supervision they are able to provide, as illustrated in the 

following quote: “it’s just not valued [supervision] so it’s hard to work, you know, I always say 

my job right now is, I’m juggling a lot of balls and they’re all important and who am I going to 

disappoint today? And I would say because the supervision ball doesn’t get the attention 

university wide that the other things get, that ball gets dropped more often. I don’t want to drop it 

but it gets dropped more often because I just can’t juggle all the different balls” (P10). Another 

supervisor further describes the problem: 

“There’s not the support for it [supervision], there’s not the resources for it, there’s 

not the time for it and so… something with that balance I think is the most difficult 

thing for me, because I want to invest more time in it, but I know there’s these 

external things that’s well that’s not how I’m being evaluated and I’m not going to 

stay here very long if I spend too much time in supervision, but man, supervision 

is really important because a lot of our students want to go into practice and again 

we’re representing the university and applied sport psychology when we’re here 

so…” (P9). 
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This last quote relates to another level ii category of constraints under this higher level iii 

category operating in a high research intensity university. This category refers to the challenges 

in providing supervision that result from working at R1 universities, and the common priorities 

expected at these institutions. Most of the participants working at R1 universities reported 

challenges prioritizing supervision as the supervision they provide to students is not among their 

institutional or departmental responsibilities and they are not evaluated for tenure and promotion 

based on their supervision provision. One participant talked of this struggle: “within our program 

we’re a research one institution, so the requirements that we have as faculty is publishing first 

and then teaching, and also service. And we very much care about our teaching and we very 

much care about our program, when you’re mentoring doc students on top of all that it’s really 

difficult to have it, the time that you really want in order to do the more structured supervision, 

with every single one of our students” (P11). It seems that while the supervisors have the desire 

to provide supervision and they understand its importance as a program marketing tool as well as 

a means of assuring professional integrity, they just don’t have enough time to devote to 

supervision. This problem was discussed more by younger supervisors that are pre-tenure or 

those that are not tenure-track (e.g., lecturer).  

The final level ii category under this issue is financial support, representing lack of 

money dedicated to supervision by the university and/or the department. The supervisors talked 

about the lack of financial support and the negative influence it has on the amount of supervision 

they can provide to their students. Participants voiced a desire to hire more supervisors, which 

requires more funding from the institutions. This desire was particularly prominent in the 

programs with a low supervisor to supervisee ratio. Supervisors in these programs desire to 

increase the amount of supervision offered in order to improve the oversight of services provided 

by the supervisees to ensure client welfare. Further, with more supervision the supervisors can 

address the individualized needs of the different supervisees helping them to increase their 

competence.  

In conclusion, the lack of departmental and institutional support was more prevalent in 

R1 universities and in programs that are not part of counseling or psychology departments. This 

finding is rather intuitive as it reflects the differences in the centrality of applied work versus 

research as depicted in the doctoral programs’ mission statements (Burke et al., 2015). These 

differences are also distinguished to help students make educated decisions when choosing the 
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program that best fits their individual goals and future professional endeavors. Supervisors in this 

sample who work in sport and exercise science programs reported less resources and support for 

supervision; however, they do not necessarily provide less supervision. Rather, in these programs 

the supervisors become creative in the way they structure supervision and in the supervision 

practices they employ. For example, in two of the programs the supervisors described using a 

weekly or bi-weekly research seminars towards supervision. At times these supervisors do 

applied research and use this time for the supervisees to discuss their applied experiences and 

seek help from their peers and supervisors. When no applied research is conducted, supervisors 

dedicate one of every three meetings on average to supervision. Some of the programs do 

provide less supervision or more intermittent supervision, but for the most part, they still have 

what they describe as an adequate level of oversight of supervisees’ work.  

 

Supervisor-supervisee ratio. This level iii category is defined as challenges that result 

from the number of supervisors compared to the number of supervisees requiring supervision. 

Most of the supervisors stated it is impossible to provide supervision to all the supervisees at a 

given time as there are many supervisees and few supervisors. One supervisor discussed the 

implication of such an issue: “so I think that’s [reflections are] a really important practice in our 

program because of the ratio … [of supervisor to supervisees] you know, our students have to be 

able to self-regulate.” 

A low ratio of supervisor to supervisees may also present an ethical concern. A 

supervisor of many supervisees may struggle maintaining adequate oversight of all their 

supervisees’ work, limiting the ability to ensure client welfare.  The ratio of supervisor to 

supervisee ranged within and between programs. That is, in a given program, the number of 

supervisors and supervisees varied greatly between semesters (i.e., within program variations) 

and the differences between institutions were substantial (i.e., between program variations). The 

supervisor-supervisee ratio ranged from 1:2 all the way to 1:35; two of the programs reported a 

ratio greater than 1:15. In general, the lower supervisor-supervisee ratios were reported among 

supervisors in R1 universities. Interestingly, sport psychology programs that were integrated into 

clinical or counseling psychology programs also reported a low ratio of available sport 

psychology supervisors. While there is more supervision provision in general within clinical and 

counseling programs, it is not necessarily sport psychology focused and may not specifically 
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address the unique characteristics and challenges that neophyte SPCs experience. For example, 

setting boundaries has been identified as a challenge that carries a unique nature in the world of 

applied sport psychology as services are frequently provided in non-traditional settings such as a 

locker-room or on the sidelines (e.g., Tod et al, 2017). A clinical or counseling psychology 

supervisor may have difficulties understanding and helping the supervisee navigate these 

ethically sensitive situations. Moreover, the challenges of operating within a larger sport 

organization, especially by beginning SPCs, have been addressed in the sport psychology 

literature (Andersen et al., 2001, Foltz et al., 2015, Van Raalte & Anderson, 2000). Experience 

and understanding of the sporting environment is necessary for the supervisor to be able to 

provide effective supervision, a competence area that general psychology supervisors may lack 

(Foltz et al., 2015).   

In summary, all supervisors indicated that they valued supervision and voiced a desire to 

provide effective supervision that would help their supervisees become competent SPCs. 

However, questions arise about the supervisors’ ability to follow closely the work their 

supervisees are performing. Supervisors experience challenges ensuring the welfare of both the 

clients as well as the supervisees’ development when operating with relatively few supervisors 

and many supervisees. Further, under these conditions it is challenging for the supervisors to 

tailor the supervision to the individualized needs of each supervisee.  

 

Individual Characteristics 

 

This next level iii category refers to personal qualities of the supervisor or supervisee that 

interfere with the provision of effective supervision. Two level ii categories form this higher 

level category supervisor characteristics and supervisee characteristics. The first category, 

supervisor characteristics refers to attributes related to the supervisor that inhibits the provision 

of effective supervision. There were a few factors discussed by the supervisors: supervisor’s 

competence in the provision of supervision, competence in a specific sport psychology area, or 

supervisor’s competence with a specific population the supervisee is working with.  

 The problem with sport psychology supervisors who lack competence in the provision of 

supervision has long been discussed in the literature (Andersen, 1994). Waston et al. (2004) 

conducted a study on supervision in the field of applied sport psychology. While findings 

revealed that most sport psychology trainees are receiving supervision, many supervisors did not 



  64 

have formal (or any) training in the provision of supervision. It seems that over a decade later 

this situation has not significantly changed. The supervisors in this sample discussed the 

challenge of limited training in supervision from their personal standpoint; not even half of them 

had formal training in supervision. That being said, most supervisors reported engaging in 

independent study and/or attending at least one workshop in supervision. Working to increase 

supervision competence is illustrated in the following quote: “ … [a barrier to provide effective 

supervision] would be a lack of knowledge, but that’s why I went a couple times to AASP, to try 

to improve my knowledge of supervision practices, to see if I could get a little better at it” (P10).  

Supervisors also discussed the challenge of providing supervision in an area they are not 

fully competent in. For example, a specific sport psychology content area or a unique population 

or setting. The following quote by one of the supervisors illustrates this: 

“well I mean you can’t, you can’t do everything, I mean you’re just, your ability to help 

people and to oversee their work changes over time, or you may not have had that 

competence to begin with. I don’t really consider myself an exercise person, I don’t 

supervise exercise psych, I do exercise but other than that I don’t feel like, I know about 

healthy eating but I’m not a dietician, you know? […] if we get a new consultation you 

know, in ballet, I mean I don’t feel I’m in my league you know, I don’t… I’d have to 

consult with somebody” (P12). 

Further, this supervisor discussed other characteristics of the supervisor beyond the 

supervisor’s control that pose challenges to providing effective supervision such as gender and 

age of the supervisor. Supervisees seek specific characteristics in their supervisor reflecting what 

they perceive as the optimal supervisor as stated in the following quote: 

“I think that there’s stuff about, you know, gender’s always an issue, age is an issue I think, 

you know I’ve been told, I think and in a sort of discriminatory sort of way, you’re too old 

to work with people, and you’ll experience that as you get older, you know, have gray hair, 

… yeah you’ll kind of get that, it’s rather odd phenomenon that age, when you kind of been 

around the block a few times, and people don’t want to work with you, or that they’re 

seeking a younger supervisor or something like that, I’m aware of things like that” (P12).  

It is no surprise supervisees have different preferences regarding the gender or age of 

their supervisors. In order for supervision to be effective in enhancing supervisees’ competency, 

supervisees must share their own positive and negative experiences in a candid, open, and 

vulnerable way. For this reason supervision must be provided in an environment supervisees 
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perceive as safe where mistakes are accepted and normalized as part of the learning process 

(Falander et al., 2014). It may be challenging for a young Black female supervisee to disclose her 

thoughts and perceived mistakes in the presence of an older more assertive White male 

supervisor (Hall & Spencer, 2017).  

Most supervisors reported a limited number of supervisors working in their program, this 

being especially the case for the programs in R1 universities. In most programs it is not possible 

to match supervisors and supervisees based on certain characteristics; however, when directors 

of supervision are able to hire additional supervisors they should be mindful of creating a 

diversified range of supervisors in the program. Also, when hiring more supervisors is not 

possible, it is essential that supervisors be aware of the potential challenges that result from 

cultural and gender differences in the supervisory relationship, dedicating the necessary time to 

building a trusting relationship and multicultural environment for supervisees to discuss their 

experiences.  

The other level ii category under this higher level category of individual characteristics is 

supervisee characteristics. This category refers to challenges that result from supervisees’ 

characteristics pertaining to their willingness, openness, and preparedness to receive supervision. 

One of the supervisors discussed this challenge: “you know, [a student’s] ego [can be a 

challenge]. You know, if they think they know more than they do and they aren’t willing to, you 

know, take feedback that can be challenging. And, I’m providing them what I think would be 

effective supervision but they may not be too open to receiving it and in the end then they’re not 

getting anything…so I think some of the supervisee variables can be important” (P3). The 

importance of having certain supervisee characteristics such as openness for feedback and 

guidance has been documented previously (Watkins, 2017). It takes a competent supervisor to 

work with supervisees that are less open to the process of supervision, something that every 

supervisor will likely encounter at some point of her/his career. While the supervisor may not 

necessarily be able to change the supervisee, it is the supervisor’s responsibility to assure that the 

supervisee is maintaining the welfare of their clients and are representing their program and the 

profession with integrity.  

In summary, there are both supervisor and supervisee characteristics that may pose 

challenges in creating an effective supervision process and supervisory relationship. While some 
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of these factors are beyond the control of the supervisors and supervisees, remaining mindful 

about these potential challenges can help reduce or prevent negative supervision outcomes. 

 

Underutilizing Desired Supervision Practices 

 

This final level iii category of challenges refers to the supervisors’ inability to incorporate 

desired supervision practices that are believed to enhance the efficacy of supervision. This 

category was discussed by most participants indicating that supervisors are aware of additional 

ways to enhance the competency level of their supervisees, yet are unable to implement these 

supervision practices mainly due to time constraints. 

There are two level ii categories that form this higher level category: lack of live 

observations of supervisees and no viewing of expert practitioners. The supervisors discussed 

confidentiality issues and time constraints that inhibit them from allowing their supervisees to 

watch them provide services and work with the supervisees in tandem. The supervisors regretted 

this as they believed it could be a useful practice to enhance their supervisees’ service delivery 

competence. The following are quotes from two supervisors that discuss the practices they would 

like to incorporate but cannot:  “being able to let them work more with me, or observe more what 

I’m doing; that’s again, a time issue as much as anything” (P3); “I could observe them more on 

the field, I think that would be more beneficial, but that’s just not a possibility” (P6). 

There is much literature highlighting the potential benefits of observing expert 

practitioners and being observed and receiving feedback from such experts (Andersen et al., 

1994; Silva et al., 2011). Multiple supervisors discussed the benefits of providing services in 

tandem with their more advanced and competent supervisees or allowing their supervisees to 

observe their service provision. There are clear benefits of observing experts’ service provision 

as it promotes modeling and helps supervisees understand how theory can be translated into 

practice, one of the more challenging aspects of learning to become competent SPCs (Hutter et 

al., 2017, Hutter et al., 2015).  

 

There are two more level ii categories that form the broad issue of challenges to 

providing supervision that did not fit under any of the higher level categories and were thus 

carried over. The first, supervisory relationship and communication refers to challenges in 

providing supervision that relate to relationship issues between the supervisor and supervisee. 
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The supervisors reported lack of connection with supervisees as a barrier to providing effective 

supervision. Further, supervisees’ uncomfortableness in approaching the supervisor can be 

problematic as illustrated in the following quote: “the extent to which they [supervisees] feel 

comfortable approaching me. I’m on a first name basis with most of our students, it’s very 

informal, I don’t think anyone is scared of me, but if they were then that would be a barrier, that 

would bother me, I would want to know what I could do to break that barrier down to make 

meeting with me more comfortable” (P4). The importance of forming a trusting supervisory 

relationship has been previously discussed in this paper. Forming a trusting supervisory 

relationship where supervisees feel safe and are comfortable sharing the full extent of their 

experiences with the supervisor and other supervisees (in the case of group supervision) is a 

cornerstone of providing effective supervision (Falender et al., 2004; Silva et al., 2011; Tod et 

al., 2007).  

The second level ii category that was carried-over and formed the broad issue of 

challenges to providing supervision is lack of structure, which reflects a lack of organization in 

supervisees’ internship/practicum opportunities and the manner in which supervision is provided. 

One supervisor discussed the challenge of providing consistent supervision when the structure of 

both the internship and supervision opportunities is inconsistent. It seems that having some 

structure is necessary in order for supervisors to be able to overcome time barriers to providing 

supervision. Finally there was one MU representing a challenge relevant mainly to online sport 

psychology programs, technological difficulties. As some programs offer supervision as part of 

an online program, some technological difficulties arise that interfere with effective supervision.   

In conclusion, supervisors discussed barriers to providing effective supervision which, for 

the most part, result from lack of time to provide the type of supervision envisioned or desired. 

Supervisors discussed the challenges of working within an unsupportive system that may not 

allocate resources towards supervision or encourage the supervisors to dedicate time, energy, and 

focus to other professional areas not including supervision and applied work. Finally, some 

individual characteristics of both supervisors and supervisees were discussed as posing 

challenges to providing effective supervision that enhances supervisees’ competency.   

 

 



  68 

Mistakes Made Regarding Supervision 
 

The issue of mistakes made regarding supervision is defined as things supervisors wished 

they would have done differently in supervision, or aspects considered unproductive. The 10 

supervisor-participants provided 26 MUs under this issue that formed three levels of categories. 

See Figure 4 for the full cluster analysis of all categories as well as the number of sources and 

MUs contributing to each category.  

 There is one level iii category under this issue, inability to build a trusting and effective 

supervision relationship defined as the supervisor’s failure to develop and cultivate a relationship 

with the supervisee in a safe environment where the supervisee is empowered to share successes 

and mistakes, and improve one’s consulting competencies. This higher level category is a cluster 

of three level ii categories: not being attuned to supervisees’ needs, providing inadequate 

oversight, and not establishing clear expectations of supervision. One additional MU, inability to 

connect with students, was carried over to this level iii category as self-standing as it did not fit 

under the other categories.  

  The first level ii category that nearly all participants contributed to, not being attuned to 

supervisees’ needs, reflects the supervisor’s inability to identify and address the supervisees’ 

current learning goals, weaknesses, and understanding.  Supervisors discussed the importance of 

attuning to their supervisees’ needs and level of development while not assuming they knew 

what was best for the supervisee at a given moment. This is illustrated in the following quote: “I 

think probably the one area that it continues to be something that I, and probably all of us, need 

to get better at is avoiding the temptation to assume we know what the student needs. […] So I 

think it’s tempting to assume I know what they need, where they are, and give them something 

that may not at all be what they need” (P4). A similar mistake involving failure to listen to 

supervisees was discussed by another supervisor: “I know there have been moments where I 

think it probably, you know, it’s been one things that’s been going on or maybe I haven’t heard 

as well what might be going [on] for a student. So as a result of that, they leave feeling hurt, you 

know, and so it requires at a next or subsequent supervision when that comes out, that we spend 

some time talking about it. So, you know, not really hearing a supervisee can be a mistake” (P3). 

Inferred from this quote is an idea previously discussed by Fletcher and Maher (2014) in their 

presentation of a developmental approach to supervision in the field of sport psychology. They 
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state the importance of the supervisor listening to the supervisee and assuring the feedback 

provided addresses the supervisee’s current needs and competence level.  

The next category is providing inadequate oversight, which refers to the supervisor 

allowing the supervisee too much freedom in providing services without fully being aware of this 

work while also permitting the supervisee to dictate the amount of information disclosed and the 

amount of supervision received. One of the supervisors illustrated this by discussing the risk and 

responsibility the supervisor carries for the work of the supervisees:  

“Well I think at some level, you know, sort of not knowing what people are doing, and 

because, you know, we’re responsible; you know, responsibility rolls uphill. […] If 

somebody screws up you’re the one who’s responsible for it. And sometimes we don’t have 

people telling us what they do and for whatever reason, they don’t think they need to, they 

were scared or something. You know, then you’re going to get in trouble” (P12). 

Another level ii category is not establishing clear expectations of supervision referring to 

supervisors failing to assure supervisees have a clear understanding of the nature of supervision, 

how it is operationalized, and what is expected of them. Several supervisors discussed the 

importance of specifying, both in writing and verbally, what is expected of supervisees as an 

important cornerstone of the supervisory relationship as illustrated by the following quote: “I 

think, especially early … some of it [a mistake] might’ve been you know, not really setting the 

stage up front of what the relationship was going to be like, and what supervision looked like, 

and creating that transparency. I’ve learned that that has really, enhanced at least my 

relationships of supervision practices over the years, so I would say that that is one thing that 

I’ve learned from” (P11).  

 There is ample supervision research both in the field of sport psychology (e.g., Silva et 

al., 2011; Tod et al., 2007) and in clinical and counseling psychology (e.g., Falender et al., 2004) 

which highlights the importance of building a trusting supervisory relationship. One of the main 

ideas addressed in this literature is that in order for supervisees to be open to learn and share 

experiences with their supervisor they must feel safe knowing that mistakes are allowed and even 

expected as their competencies are being developed. Supervisees must not fear the consequences 

of their mistakes as that is a natural part of the process of developing competencies.  

 The remaining four level ii categories described below were self-standing and were 

carried over to the highest level of categories (i.e., level iii). The first category is unavailability of 

supervision defined as students’ lack of access to the supervisor and to supervision that is 



  70 

necessary to become competent consultants. Half of the supervisors spoke of the inability to 

provide as much supervision as desired and needed as illustrated in this quote:  

“Probably the biggest one [mistake] is not spending enough time on it [supervision], that’s 

for sure. Not making it a big enough priority; I mean I wouldn’t sign off on the AASP 

certification standard unless I felt, you know I’m not going to sign off on somebody unless 

I have enough evidence and I feel they would do a good job. So to me the most important 

thing there is sort of my signature and I’ve got to see them enough to do it. But you know, 

I didn’t talk to them about every athlete they worked with or every, you know, so probably 

time again is the biggest limitation there” (P10). 

The next level ii category is lack of peer-consultation regarding supervision defined as 

any mistake stemming from the supervisor working in isolation and not seeking guidance from 

other professionals when dealing with more challenging circumstances, especially ethical 

dilemmas. Two supervisors discussed failing to consult peers regularly as a mistake they made in 

the provision of supervision; they discussed this practice as carrying a potential risk. Another 

category is lack of follow-up defined as the supervisor not checking in with students after 

important issues are brought up. One of the supervisors described the importance of following up 

with a supervisee that needed to initiate a mental health referral: 

“There are certain issues that you just have to follow through on, either me checking up 

with that person who need a referral for instance. If an athlete presented with a mental 

health concern, consultants you know is having difficulty with this because maybe they’re 

not that competent in being able to identify with that. But then we kind of realized that yes 

this is an issue, making sure that that referral got initiated in some way. Either that 

consultant letting me know, or me following up with a consultant to make sure that actually 

happened. So I feel not following through on really important issues can be a misstep or 

mistake at times” (P9). 

The final level ii category is lack of supervisor competency defined as operating outside 

of the supervisor’s competencies. One of the supervisors described the importance of 

understanding the boundaries of one’s competence and operating within that: “also the thing 

about competence and knowing that, and thinking that you can provide supervision in a realm 

that you’re not competent those, those are missteps” (P12). This mistake stated by the 

supervisors of working outside of one’s supervision competency level has been previously 
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addressed in the literature as a potential ethical concern, both in the field of clinical psychology 

(Falender et al., 2004) and within sport psychology (CAGETPSP, 2014). 

Finally, there was one MU that did not fit under any other category and thus remained 

self-standing and carried-over to the highest level categories supervisor’s focus on tool 

utilization rather than approach. Supervisors, in their feedback and guidance provided to their 

supervisees, need to help supervisees develop the skills to assess their work and the approach 

they are taking when working with clients (Andersen et al., 1994). It is easier for neophyte SPCs 

to master different interventions, however it is important and difficult to be able to conceptualize 

a case and justify the choice of an approach taken (Van Raalte & Andersen, 2000). 

  

Level ііі   Level іі  і (MU level) 

Inability to build 

a trusting and 

effective 

supervision 

relationship 

(S=8; MU=14) 

 Not being attuned to supervisees’ needs 

(MU=8; S=4) 

  

    

 Providing inadequate oversight 

(MU=3;S=3) 

  

    

 Not establishing clear expectations of 

supervision (MU=2; S=2) 

  

 

    

   Inability to connect with 

students (S=1; MU=1)   

     

  

Unavailability of supervision (MU=5; S=5) 
  

  

     

  

Lack of follow-up (MU=2; S=2) 
  

  

     

 
 Lack of peer-consultation regarding 

supervision (MU=2; S=2) 

  

  

     

 
 Lack of supervisor competency       

(MU=2; S=1) 

  
  

     

    Supervisor’s focus on tool 

utilization rather than 

approach (S=1; MU=1) 

    

     

Figure 4. Mistakes made regarding supervision. The complete inductive content analysis showing 

the emerging categories beyond the MU level (except for the two MUs that were carried over to the 

higher level as independent ii and iii level categories). Brackets indicating categories clustering 

together to form higher order categories.  

 

In conclusion, there are a few repeated mistakes discussed by the participants that 

represent important lessons learned that can assist both novice and experienced supervisors. First 

is the importance of building and cultivating a trusting supervisory relationship and to create a 
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safe environment where supervisees feel comfortable to share their experiences and mistakes 

without being feared of reprehensions. Next, supervisors must explore and be aware of the 

boundaries of their competence while continually seeking consultation from peers to assure 

ethical services are provided both by the supervisees to the clients as well as by themselves to 

their supervisees.  

 

Competencies of a Supervisor 

 

The fifth issue addresses the competencies necessary to be an effective supervisor, and 

includes supervisor’s knowledge, skills, and attitudes. For this issue, 133 MUs were generated. 

There were nine additional MUs that were not included in the analysis because they were not 

unique and did not distinctly relate to an emergent category (e.g., general statements about 

competencies of a supervisor, a list of several competencies). The full inductive analysis of this 

issue is presented in Figure 5. Four level iii categories form this issue as well as seven level ii 

categories that were self-standing and thus carried over to the higher level of analysis. The 

categories are presented in order of centrality, based on the number of references and sources 

contributing to the category.  

 The first level iii category, person-centered skills, represents supervisors’ ability to create 

a safe supervision environment and a trusting supervisory relationship, which facilitates 

supervisee openness and disclosure of personal experiences. This category is formed from four 

level ii categories: (a) develop trusting relationships, refers to a supervisor’s ability to form a 

strong bond with the supervisee; (b) creating a safe supervision environment, which is the  

supervisor’s ability to promote a non-judgmental atmosphere; (c) approachability, the ease by 

which supervisees feel comfortable seeking and receiving assistance from the supervisor; and (d) 

flexibility, the general ability of the supervisor to provide supervision based on supervisee needs 

and adapt as supervisees’ competencies change.  

 Most supervisors discussed interpersonal skills of the supervisor as a foundation to 

providing effective supervision because such skills help build trusting relationships with 

supervisees. It has long been established that supervisors must be able to form strong and trusting 

bonds with supervisees in order to be effective (Falender et al., 2004; Silva et al., 2011). One of 

the supervisors discussed the challenge of forming open relationships with supervisees given the 

power dynamics inherent in the supervisory relationship:  
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“You know the role of supervisors is actually quite complicated because not only 

are they meant to be your biggest supporter, they are also evaluating you. So it’s 

pretty tricky to get that balance you know, you can be hard all the time and be firm 

and say you’ve got to do this, and you know, ultimately it isn’t going to enable them 

to open up to you. […] So, it’s pretty hard be a good supervisor because you have 

got to get that balance between enforcing and evaluating and yet letting them feel 

like it’s a safe place to open up” (P8). 

 It is also important to cultivate an authentic and safe relationship as a model for 

supervisees to learn from and adopt in their work with clients, as illustrated by the following 

quote: “The foundation of the service delivery process, is to mind the relationship between the 

athletic counselor and the athlete and client, so between the counselor and client and caring and 

empathic and ethical are all foundational aspects of that relationship. And so, in modeling that 

behavior or group of behaviors or experience as a supervisor, that can be helpful and facilitate 

the supervisees doing the same with their clients, and also then, it contributes to an effective 

relationship between the supervisor and the supervisee” (P7). 

 Another necessary supervisor competency that emerged is the ability to create a safe 

supervision environment where supervisees feel comfortable sharing both unsuccessful and 

successful experiences. Developing a culture that fosters openness to feedback and willingness to 

accept mistakes is essential for learning and growth, as illustrated by the following quote: “I 

think one of the biggest things is creating a comfortable yet challenging supervision environment 

where supervisees feel comfortable about disclosing difficult things and really view it as a 

learning and growth opportunity. I think that doesn’t come easy, I think that’s something I 

always strive to kind of do. I don’t think I’m fully competent at it yet, but I think that’s a 

competency if you can develop that” (P9).  

 Half of the supervisors discussed the importance of being approachable. One of the 

supervisor statements exemplifies this: “So, a knowledgeable and caring supervisor is wonderful, 

but if not available to the supervisee then that’s not that helpful” (P7). Another supervisor further 

explained: “I think you have to be personable, you have to be likeable, you have to be 

approachable, you have to care about the students and their experience, you have to be genuine 

in what you’re doing because the students have to feel comfortable coming to you and talking to 

you about things that are going on and know that they’re not going to be judged and they’re not 
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going to be yelled at for doing something wrong, they need to feel that they can come and talk to 

you about those things” (P6).  

 Two of the supervisors discussed the importance of being flexible as a supervisor. The 

role that supervisors adopt in each supervision encounter is based on the supervisee’s needs and 

developmental level, and can range from a teacher to more of a counselor, for example. 

Supervisors who are able to remain flexible with different approaches, even those that differ 

from the supervisor’s predominant approach, may be more effective. Flexible supervisors attune 

to the supervisee’s needs, strengths, and weaknesses.   

 The second level iii category is service delivery experience and competence which 

represents supervisors’ own education, applied experiences, and effectiveness of providing sport 

psychology services. There are four level ii categories clustered under this category: (a) 

knowledge of sport psychology theories and research, involving being familiar with past and 

current literature in sport psychology; (b) consulting experience, defined as previous and/or 

current firsthand experience providing sport psychology services; (c) service delivery 

competence, which is the ability to provide sport psychology services in a professional, ethical, 

and effective manner; and (d) experience in a performance domain, referring to firsthand 

experience as an athlete or performer.  

 All supervisors but one discussed the importance of supervisors being educated and 

knowledgeable of sport psychology theories and current research as a foundation to providing 

effective supervision. The following quote illustrates this: “I mean, the foundational knowledge 

in our field [sport psychology] and beyond. The advanced knowledge in our field, all those 

different theories and frameworks that we have in the research that demonstrate what seems to 

work, I think is really important to know as you’re guiding someone on the theories, the 

strategies, the concepts or what they’re doing with others” (P11). 

 Nine participants also indicated that having previous or preferably, current experience, in 

providing services is an essential supervisor competency. There were several reasons for this. 

First, having experience providing services previously or presently helps the supervisor to better 

understand supervisees’ experience as illustrated by the following quote: “It's also helpful to be a 

consultant, to have done consulting; that way you know firsthand something about that 

experience” (P4). Second, actively providing services helps the supervisor stay current with the 

state of mind of athletes and sports organizations as well as the ever evolving culture of sport. As 
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passionately stated by a supervisor: “If you’re not doing it [actively consulting] then I don’t think 

that you have a very clear understanding of how it works and what the practices are. Maybe you 

did it 20 years ago, but athletes aren’t the same as they were 20 years ago. So, if you don’t have 

experience in the field… I don’t want someone to teach me how to do surgery if they’ve never 

done surgery” (P6). Finally, having firsthand experience of providing services allows the 

supervisor to discuss their cases in supervision. The use and processing of real-life cases creates 

concreate examples that are easier for supervisees to relate to and understand. Similarly, one 

supervisor stated it is useful for a supervisor to have experience being an athlete as it assists in 

the ability to empathize with supervisees and clients.   

 The third level iii category is education/training in supervision and ongoing peer 

consultation. This category refers to formal and informal education/training in the provision of 

supervision as well as having a peer network (in which to discuss one’s supervision) or receiving 

meta-supervision. There are two level ii categories that form this higher level category: 

knowledge of supervision theory, models, and research, and continued education/training in 

supervision. This category is formed from supervisors’ statements regarding the importance of 

ongoing education and training in supervision and is a recognition that being a competent sport 

psychology practitioner is a necessary but insufficient condition for being an effective 

supervisor.  

 The level ii category, knowledge of supervision theory, models, and research, refers to 

supervisors’ familiarity and understanding of the supervision literature in general, and more 

importantly, the supervision literature in sport psychology. Six supervisors stated that a 

competent supervisor operates from a sound theoretical orientation of supervision, just like they 

would do as SPCs. A supervisor’s statement illuminates this: “I think similarly, as we want to 

have a theory that guides our work with our clients, it’s important to have a framework, theory, 

conceptual model that guides how we work with our supervisees; again, it’s not just ‘Oh it feels 

right’, but it’s really ‘what am I trying to accomplish here? Do I understand the kind of 

developmental changes that typically go on for a sport psychologist in training? Am I meeting 

the trainee at a developmentally appropriate level? Am I giving them stuff that’s useful for them 

at that point in time?’” (P3). This competency was acknowledged over two decades ago by 

Andersen and Williams-Rice (1996) who discussed the importance of a sport psychology 

supervisor operating from a sound theoretical supervision orientation. In addition, Fletcher and 
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Maher (2014) convey the importance of supervisors assessing their knowledge and 

understanding of the supervision process prior to providing supervision. Further, the supervisor’s 

ability to self-reflect on their supervision process contributes to an honest self-assessment to 

reinforce and improves one’s competencies (Van Raalte & Andersen, 2000; Silva et al., 2011; 

Watson et al, 2011).  

 Another level ii category, continued education/training in supervision, refers to 

supervisors’ ability to effectively identify areas of supervision in which they lack competence, 

and seek continuing education and peer consultation to improve supervision provision. Self-

reflection is a powerful tool that helps supervisors identify their weaknesses as illustrated in the 

following quote: “self-reflection as well, being open, I quite often talk to my faculty peers about 

problems that I might encounter or limitations or issues that I encounter with my own 

supervision. So that ability to be open and then build a network for your support” (P5). A 

modality of enhancing one’s competence in supervision is meta-supervision. Some of the 

supervisors, mainly supervisors with a sport science background or those who completed their 

training more than two decade ago, indicated that they never received formal education/training 

in supervision. This is likely the case for many supervisors in the field of sport psychology. One 

of the supervisors discussed the importance of accurate self-assessment of knowledge in order to 

enhance his competency in supervision. Attending workshops on supervision improved his 

understanding and implementation of supervision. Another supervisor discussed the value of 

sharing and consulting with colleagues regarding his supervision experiences and struggles in 

order to solidify his approach to supervision and ultimately, grow as a supervisor. Finally, two 

supervisors discussed the value of formal education in supervision. 

 The final level iii category is effective communication skills. This category refers to the 

ability to communicate effectively, verbally and in writing, with supervisees and other 

professionals while demonstrating listening skills, and the ability to provide and receive 

feedback. This category is formed by four level ii categories. First, reciprocal communication, 

was endorsed by half of the participants. It refers to a supervisor’s ability to provide feedback to 

supervisees and demonstrate how to professionally receive feedback. Supervisor discussed the 

importance of being able to establish a two-way communication with the supervisee where 

supervisor’s feedback is welcomed by the supervisee and vice versa, as a basis of an effective 

supervision relationship.  
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 The next level ii category, using appropriate self-disclosure, refers to the supervisor 

sharing personal information with the supervisee in a way that enhances the supervision 

relationship, demonstrates a teachable moment, and builds trust. Listening skills and 

communication across levels are the final level ii categories forming the higher level category of 

effective communication skills. Listening skills refers to the supervisor’s ability to actively hear 

what people are saying and not saying. The following quote illustrates a supervisor’s perspective 

on the importance of listening: “you need to be able to listen and hear people maybe at different 

level than just facts of what they’re delivering […] You have two ears and one mouth, you 

should listen twice as much as you speak, maybe you should have three ears” (P12). 

Communication across levels refers to the supervisor being able to communicate with people that 

are hierarchically above and below in the supervision structure. 

 There are five more level ii categories of supervisor competencies that were self-standing 

and thus carried-over to the highest level of analysis of this issue. First, ethical knowledge and 

application, the ability to identify ethical and legal issues, demonstrate proper professional 

behavior as it relates to these issues, and guide supervisees through challenging ethical 

dilemmas. A supervisor’s ability to assist supervisees through ethically challenging situations is 

well-established in other helping professions (Falender et al., 2004), and may be even more 

important in the field of sport psychology due to unique settings (Andersen, 1994; Andersen & 

William-Rice, 1996; Watson et al., 2011). As discussed previously, SPCs often provide services 

in untraditional settings. Further, they must navigate complex confidentiality issues such as who 

is the client (e.g., hired by the coach to provide services to the team). It is the role of the 

supervisor to assist supervisees in identifying and navigating these ethically challenging 

dilemmas. 

 The next level ii category mentioned by half of the participants is self-awareness of 

values, biases, and boundaries of competence. This category refers to supervisors’ aptitude to 

identify the extent to which their personal characteristics and beliefs impact the provision of 

ethical and effective supervision, while recognizing their limitations. Included in this category is 

the supervisors’ ability to identify when they are impaired and should limit supervision 

provision. One of the supervisors discussed the role of supervisor’s self-awareness within the 

supervisory relationship: “I think it’s important for us to have our own level of self-awareness. 

What are some of our issues? How might we be responding to our supervisees? How might those 



  78 

responses be either facilitating or interfering with the work we’re doing?” (P3). 

 
Level іii  Level іi 

   

Person-centered skills 

(MU=28, S=8) 

 Develop trusting relationships (MU=10, S=7) 
  

 Creating a safe supervision environment (MU=8, S=4) 
  

 Approachability (MU=5, S=4) 
  

 Flexibility (MU=5, S=3) 
  

   

Service delivery experience 

and competence (MU=25, 

S=7) 

 Knowledge of the sport psych theories and research (MU=9, S=4) 
  

 Consulting experience (MU=9, S=6) 
  

 Service delivery competence (MU=4, S=3) 
  

 Experience in performance domain (MU=3, S=1) 
   

Education/training in 

supervision and ongoing peer 

consultation (MU=23, S=7) 

 
Knowledge of supervision theory, models, and research (MU=17, 

S=6) 
  

 
Continued personal growth through education and supervision  

(MU=6, S=4) 
   

Effective communication 

skills (MU=18, S=7)a 

 Reciprocal communication (MU=7, S=5) 
  

 Using appropriate self-disclosure (MU=4, S=2) 
  

 Listening skills (MU=3, S=2) 
  

 Communicate across levels (MU=2, S=1) 
   
  

Ethical knowledge and application (MU=8, S=5)   

   

  Self-awareness of values, biases, and boundaries of competence 

(MU=8, S=5)   

   
  

Multicultural knowledge and awareness (MU=7, S=3)   

   

  Organizational skills  (MU=5, S=2) 
  

   

  Teaching ability  (MU=4, S=3) 
  

   

  Evaluation (MU=3, S=3) 
  

   

  Supervisor serves as a role model (MU=3, S=3) 
  

   

Figure 5. Competencies of a supervisor. The complete inductive content analysis showing the 

emerging categories beyond the MU level. Brackets indicating categories clustered together to form 

higher order categories.  

a – There were two more MUs that were general statements regarding the communication skills 

competency area. Since these statements were not specific they were not included in any of the lower 

level categories; however, they did count towards the total count of MUs and sources under the level iii 

category effective communication skills.  

There are two more MUs there were not clustered under any broader category: effective supervisors 

aim to improve and competencies of a supervisor go beyond those of a SPC. 
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 Multicultural knowledge and awareness is the next level ii category under the issue of 

competencies of a supervisor. This category refers to the ability to identify multicultural issues, 

demonstrate proper professional behavior as it relates to these issues, and guide supervisees in 

working within a multicultural environment. The world and culture of sport is international and 

diverse. Through supervision, supervisees learn how to navigate the sociocultural context in 

which services are provided (Watson et al., 2011). An interesting point about the diversity is 

illustrated in this supervisor’s quote: “many athletic teams at the college level are more quote 

unquote ‘numerically diverse’ on a racial ethnic basis than the general student body is. You 

know, and if you got a white privileged male upper SES [socio-economic status] coach working 

with predominantly African American, maybe multiple low SES, first generation college student 

kind of thing… if you’re not talking about privilege, power, class, race, gender, you know 

etcetera, sexual orientation, I mean, you’re probably missing the boat” (P12). 

 The three final level ii categories are: organizational skills, teaching ability, and 

evaluation. Organizational skills refer to the supervisors’ ability to keep track of all supervisees 

and the work they are doing to assure the welfare of both clients and supervisees. Teaching 

ability refers to conveying knowledge to the supervisees in an understandable and relatable 

manner. Finally, evaluation refers to the ability to assess the consulting work of self and 

supervisees. All three of these have been previously identified as necessary supervisor 

competencies (CAGETPSP, 2014; Falender et al., 2004). 

 In summary, results of this study highlight essential competencies and the centrality of 

those for supervisors in the field of sport psychology. Most competencies were previously 

mentioned in the literature, yet this study provides supervisors a reference point when choosing 

competencies to focus on for developing supervisors. Supervisors must be competent SPCs who 

are knowledgeable about current research and theories in the field. Further, they must possess a 

theoretical understanding of the supervision process and work from a sound theoretical 

orientation and approach. They must have strong communication skills, the ability to assess their 

supervisees’ competence, and tailor supervision to supervisees’ evolving needs. Competent 

supervisors are able to identify ethically challenging dilemmas and multicultural issues, and help 

supervisees navigate these situations. Finally, competent supervisors engage in self-reflection 

and are self-aware of their strengths and weaknesses, values and beliefs that influence the 

supervisory relationship, and boundaries of their competence.  
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Preparedness to Provide Supervision  

 

 This final issue of analysis addresses a unique aspect of certified SPCs, providing 

supervision to others. This issue is particularly noteworthy in sport psychology because 

practitioners are immediately approved to serve as supervisors upon certification. The 

preparedness to provide supervision issue reflects supervisors’ perceptions regarding their 

supervisees’ readiness to provide supervision in a competent and ethical way that protects client 

welfare and enhances supervisees’ development with minimal guidance (or supervision). This 

issue was divided into three categories: general assessment of graduates’ preparedness, enabling 

factors, and disabling factors. All participants contributed toward the 59 MUs that formed this 

issue. All of the participants provided their general assessment and discussed ideas that were 

clustered under enabling factors. Six of the participants also provided insight on what is lacking 

in their students’ training which was clustered under disabling factors.  Next I will discuss each 

of these categories, attempting to represent the state of preparedness as described by the 

supervisors.  

 Twenty-two MUs were clustered under the category of general assessment. The 

participants’ general assessment of their graduates to provide supervision is favorable, though 

not immediately upon graduation. One supervisor stated his graduates are ready to become 

supervisors immediately upon graduation. The rest of the supervisors believed in their students’ 

ability to provide effective supervision in an ethical manner in the long run, but not immediately 

upon graduation as the graduates lack professional experience in general and supervision 

specifically. One of the supervisors discussed the difference between being a graduate student 

and an independent professional and the gap in practical experiences: “those who become 

certified consultants, CC-AASP, I put zero [competence level to provide supervision] for their 

first few years and then after they’ve gone to certified consultant meetings, I mean a lot of them 

are pretty experienced, but I think being a grad students and being a professional there is 

different demands on you and different time things, so I’d say zero initially until they’ve got 

some experience as a professional in the field, and then after they’ve been a professional on the 

field I would hope a hundred percent would be competent” (P10). Another supervisor described 

her graduates’ preparedness level as follows: “maybe, 50% ready, I mean there is still, they need 

to get some experience teaching, they need to get more experience in the field, they should take 

the mentoring workshop at AASP before they would start mentoring others” (P6).  
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 In the field of sport psychology, supervisees may have one supervisor throughout their 

entire training. This situation is unique to the field and is not common in general service delivery 

professions. In this sample, a third of the supervisors stated that they are the sole supervisor in 

the program meaning that supervisees received all supervision from them. This situation is not 

necessarily the choice of these programs and supervisors, but reflects the institutional constraints 

that supervisors must navigate. These supervisors (and others) reported bringing in guest 

professionals to supervision in order to expose their supervisees to other approaches and ways to 

practice applied sport psychology (see supervision practices section). And yet, it is not the same 

as working with multiple supervisors. One of the supervisors noted that their supervisees’ 

readiness to provide supervision is contingent on the competence of their supervisor’s provision 

of supervision: “I think our students are competent to provide supervision to the extent that their 

mentor is competent. In other words, I think they would provide the same kind of supervision 

that they received” (P4).  

 One of the issues discussed by the participants as it relates to graduates’ preparedness to 

provide supervision, is the large variation of experiences graduates have, particularly for those in 

sport science focused programs as opposed to psychology programs. Supervisees can graduate 

with vast differences in the number of hours they spend on applied work: direct contact hours, 

mentoring experience, teaching experience, hours of direct supervision, and so forth. These 

substantial differences in applied experiences translate to differing competency levels both for 

service delivery and for the provision of supervision. The following quote exemplifies this point: 

“I would say the ones [graduates] that served in that mentoring role are going to be more 

competent [to provide supervision] than the ones that never do … So I think most of our doc 

students especially will get adequate consulting experiences … Yeah so I mean if we had a 

doctoral student that graduated and they had 500 direct hours to me that would look very 

different than someone that had 100 direct hours” (P9).  

 Under the next category, enabling factors, 28 MUs from the participants’ statements were 

clustered, describing any component of students’ training that contributes to their preparedness 

to provide supervision to others as defined earlier. Most supervisors discussed the graduate’s 

own training serving as an effective model of supervision they can build off when providing 

supervision. The supervisors also talked about mentoring experiences, both applied and research 

related, as a means of enhancing the graduates’ competence level in supervision provision. They 
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further discussed the wide knowledge of sport psychology acquired through classes and the 

research the graduates conducted as serving a strong foundation for both service delivery and 

supervision. Finally, in some of the programs the supervisees take supervision classes, which 

contribute greatly to their competence and preparedness to provide supervision in the eyes of the 

supervisors.  

 Finally, nine MUs were clustered under the umbrella of disabling factors to the 

preparedness of graduates to provide supervision.  Most supervisors discussed the lack of 

specific training in the provision of supervision as the main factor missing from their graduates’ 

training as illustrated in the following quote: “I think that’s really important to have some 

training in it [supervision] rather than just ‘Oh I’m CC- AASP I can supervise you!’ I don’t think 

it’s straightforward as that” (P8). According to another supervisor, the training needs to be in the 

form of classes as well as practicum experience where the students can receive meta-supervision: 

“So a course, separate course of supervision in which there would be a practicum aspect of the 

course which they will be engaged in peer supervising themselves, and they will be supervised 

on their supervision” (P5). Most of the supervisors acknowledge that having sport psychology 

service delivery competence is a prerequisite to provide supervision, however, supervision is a 

separate competence area that requires knowledge and experience beyond that of a SPC.   

 The current criterion for being able to supervise students pursuing AASP certification is 

holding CMPC status. As a result, newly certified SPCs can begin providing supervision the 

moment they receive certification. This criterion is different from the guidelines put in place by 

neighboring fields. For example, the APA put forth guidelines for clinical supervision in health 

service psychology. According to these guidelines, there are three criteria one must meet in order 

to provide supervision: “1) having completed scientific and professional training resulting in a 

doctoral degree in psychology; 2) having completed an internship and supervised experience in 

health care settings; and 3) having been licensed as psychologists at the independent practice 

level” (APA, 1996).  

 While there are clear differences between health service psychologists and SPCs in terms 

of the nature of service delivered, there is something to be said for the gap in the competencies 

required of supervisors in both fields. First, in order to become CMPC eligible, one can hold 

scientific and professional level training resulting in a master or doctoral degree. The amount of 

training and knowledge between these two populations can differ quite significantly. Second, the 
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prerequisite for a completed internship usually entails a much greater number of supervised 

hours (i.e., at least 1000 hours, and in most states more) compared to the 400 hours required by 

AASP. Finally, according to the APA there is a need for a higher level licensure (i.e., 

psychologists at the independent practice level) than the entry level one that is granted upon 

passing the licensure test.  

 The results of this study may indicate that the current criteria for supervision in AASP is 

problematic as the supervisors believe an extra level of training is needed for their graduate 

students beyond what is and can be provided in their programs, to be a supervisor. Some of these 

missing competencies can be developed from structured teaching that may not be offered in the 

programs and from applied work experience post graduate school. This should come as no 

surprise as there is much literature discussing the unique set of skills and competencies required 

for the provision of effective supervision both in general psychology (Falender et al., 2004; 

Falender & Shafranske, 2004; 2007; 2014) as well as in sport psychology (Andersen et al., 1994; 

Andersen & Williams, 1996; Silva et al., 2011). It may be prudent for AASP and the field of 

sport psychology to differentiate between SPC practitioners and supervisors and to elevate the 

requirement of supervisors to include more applied experience in the form of direct contact 

hours, formal supervision education/training, and meta-supervision. This type of approach 

reflects a developmental perspective to developing competencies and expertise in sport 

psychology for both practitioners and supervisors.  
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CHAPTER 5 

 

GENERAL DISCUSSION 
 

There were multiple objectives of the current study. First, examine how doctoral student 

supervisees in sport psychology graduate programs in the U.S. are supervised and trained to 

become competent SPCs while understanding the challenges supervisors face in the supervision 

process. Second, explore lessons learned from experienced supervisors on the process of 

supervision. Finally, assess the necessary competencies for sport psychology supervisors and the 

preparedness of graduates of sport psychology programs to take the role of supervisors. In this 

study, I identified the unique characteristics and structure of supervision in sport psychology 

programs in the U.S. Additionally, various supervision practices deemed to be effective in 

developing trainees’ service delivery competence were identified. The challenges supervisors 

face in the provision of supervision as well as mistakes and lessons learned were explored. 

Further, competencies necessary to be an effective sport psychology supervisor were identified, 

and the level of preparedness of graduates of sport psychology programs to provide supervision 

was examined. 

Findings revealed that the structure of supervision in each program is unique, dynamic, 

and represents the resources and constraints in which the supervisors operate. There is no set 

criteria for supervision in sport psychology; that is, the content, frequency, format, and practices 

of supervision employed are left to the supervisors’ discretion (Tod & Lavallee, 2011). Each 

supervisor or director of supervision is left to establish and implement her/his distinct structure 

and select the supervision practices she/he finds most effective in developing supervisees’ 

competence. Supervisors reported that they adjust the structure of supervision based on the 

characteristics of the students, the evolving nature of the program, and the changes in personal 

(i.e., adding/subtracting supervisors). A similar finding was presented by Foltz et al. (2015) who 

discovered that supervision provided in sport psychology training programs was enhanced when 

utilizing a flexible and adaptable structure. In addition, the supervisor’s own experience in 

supervision as a trainee served as a model for the supervision provided. The field of sport 

psychology continues to progress towards accreditation of the sport psychology training 

programs. The accreditation process will anchor defined and measurable outcomes of graduates 
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to assure the credibility of the field while assisting supervisors and programs in establishing 

criteria for supervision that will need to be supported by the institutions (CAGETPSP, 2014). 

In many of the sport psychology training programs, much responsibility is placed on 

supervisees to be proactive in requesting supervision when needed. Structured supervision in 

some training programs is scarce or nonexistent. Further, some supervisees have limited access 

to specific supervision practices that are known to be essential in developing SPCs’ 

competencies such as individual and direct supervision. Without individual attention provided to 

supervisees that includes evaluation of their strengths and weaknesses, supervisees’ competence 

development will remain limited (Fletcher & Maher, 2013; Silva et al., 2011). It is encouraging 

however, that supervisors in this study indicated that they see the value of supervision and are 

continuously trying to better the supervision they provide to their supervisees. Further, 

supervisors reported that they provide additional supervision upon request. While not optimal, 

supervisees in sport psychology, at least to an extent, must take responsibility for their own 

training and be proactive in requesting supervision. Neophyte supervisors should consider 

establishing this expectation for supervision early. 

Supervision practices utilized in the sampled programs are similar to practices identified 

in the literature (Falender et al., 2014; Silva et al., 2011). Note keeping is an important skill that 

is practiced and used in supervision; all supervisors reported that mastering this skill is essential 

in order for supervisees to become effective and ethical independent SPCs. The power of self-

reflective practice was also discussed as a self-evaluation tool that should guide the work of 

SPCs. As discussed in the literature, self-reflections allow practitioners to access knowledge that 

exceeds theoretical understanding and examine the effect personal experiences, values, and other 

types of knowledge have on the decision-making process (Anderson, Knowles, & Gilbourne, 

2004). Most supervisors discussed the value of exposing supervisees to the approaches of other 

professionals to illustrate that sport psychology services can be provided effectively in a variety 

of ways. Adding to existing sport psychology literature (Foltz et al., 2015; Van Raalte & 

Andersen, 2000), case presentation and conceptualization activities were emphasized as useful 

practices to facilitate translation of theoretical knowledge into practical knowledge as well as 

reinforcing a sound theoretical approach to developing intervention plans. As with the chosen 

structure of supervision, supervisors employed supervision practices that they had previously 

been exposed to in their own training as supervisees. An open question remains regarding the 
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appropriate dose-response for each supervision practice and the efficacy of each practice in 

developing the specific competencies necessary to practice sport psychology. Future research 

should examine the appropriate dose-response of different supervision practices throughout the 

progressing levels of supervisees’ competence development.  

Supervisors sharing information regarding the supervision they provide in different 

programs is limited. It is interesting to note that when asked about unique supervision practices 

the supervisors employ in their programs, nearly all supervisors indicated they were not aware of 

how supervision is delivered in other sport psychology graduate programs. Collaboration 

between supervisors in the same program was reported, however. It is the hope that with this and 

similar studies, supervisors and directors of supervision in sport psychology training programs 

will be able to learn from each other. Another way to facilitate this type of shared learning is 

through conference presentations and workshops. This collaboration may be instrumental in 

enhancing the supervisory experience of trainees, and progressing the integrity and reputation of 

the field. 

All supervisors reported lack of time as the primary obstacle to providing optimal 

supervision. These time constraints were even more prominent in sport science-based programs 

and in R1 universities where supervision was not as central and often not part of the official 

workload of the supervisors. Similarly to challenges previously identified in the literature (Tod & 

Lavallee, 2011), time constraints resulted from departmental and institutional constraints in 

which supervision is considered a low priority compared to other responsibilities such as 

research and teaching. Further, in many programs there is a low ratio of supervisors to 

supervisees making it difficult for supervisors to provide individually tailored supervision to 

supervisees.  

To overcome time barriers, supervisors were creative in generating opportunities for 

applied work and supervision by conducting applied research. When resources for supervision 

are scarce and institutional support is limited, supervisors find new avenues to create applied 

work and supervision opportunities. For example, supervisors in R1 universities struggled to 

justify, on an institutional level, why supervision should be a priority. In an attempt to overcome 

this barrier, supervisors reported applying for (and receiving) research grants that were applied 

and intervention focused so that supervision could be incorporated. As external funding is highly 

valued in research intensive institutions, it enables the supervisor to combine (and demand on a 
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departmental or institutional level) supervision with research projects, thus receiving a higher 

priority in the eyes of the institution. Further, the supervision provided as part of these grants 

may even count towards the supervisors’ official workload and institutional evaluations. 

Supervisors also reported individual characteristics of supervisees and supervisors as 

posing challenges to providing optimal supervision. Supervisors indicated that it is challenging 

to work with supervisees who are not open to receiving constructive feedback. As expected, lack 

of supervisor competence also poses a challenge to providing effective supervision. Andersen et 

al. (2000) further discussed the ethical concern of sport psychology practitioners and supervisors 

operating with inadequate training in specific areas. For example, when supervisees need 

assistance designing and executing a heart rate deceleration biofeedback intervention and the 

supervisor is not familiar with the equipment or the updated literature, the efficacy of the 

guidance the supervisor may provide will be limited; as a result, the efficacy of the intervention 

the supervisee provides the client may also be in question. Further, forming a trusting and open 

supervisory relationship is influenced by personal, multicultural characteristics of the supervisor 

and supervisee. As most programs have no more than one or two supervisors, non-optimal 

matches of supervisor and supervisees are inevitable and were discussed as a challenge 

encountered by supervisors (e.g., either or both the supervisor or the supervisee have a hard time 

connecting and sharing information with one another). Under these conditions, supervisors 

should make an effort to nurture the supervisory relationship in order to develop a safe 

supervision environment where supervisees feel comfortable sharing their experiences (Van 

Raalte & Andersen, 2000). 

Building a trusting supervisory relationship is a challenging task and an important 

supervisor competence; the inability to do so was a primary mistake that supervisors reported. 

Supervisors discussed not being attuned to supervisees’ needs, being too passive, and not setting 

clear expectations of supervision as the main missteps made in supervision. The supervisors 

further discussed the importance of providing supervision on a regular basis. Providing 

supervision on a consistent basis protects clients and assists supervisees, while allowing 

supervisors to maintain ethical standards and serve as gate-keepers to the profession (Watson et 

al., 2004). Thus, one of the first competency areas neophyte supervisors should focus on 

developing is building open and trusting supervisory relationships. Supervisors can establish this 



  88 

by modeling desired professional behaviors that are expected of supervisees while fostering an 

authentic relationship with supervisees (Falender & Shafranske, 2014). 

Supervisors in sport psychology require competencies similar to those identified in the 

clinical and counseling psychology literature (Falender et al., 2014) with the addition of 

knowledge and experience unique to the field of sport psychology. While most of these 

competencies have been previously identified in the literature (CAGETPSP, 2014), results from 

the current study highlight the salience of each competency area as reflected by the number of 

experienced supervisors who identified the area. First and for most, effective supervisors need 

person-centered skills and the ability to foster a safe environment for supervision. Additionally, 

sport psychology supervisors need knowledge of the sport psychology theories and research and 

experience practicing sport psychology for supervisees to trust the feedback and guidance they 

are receiving. Currently, the scales and/or tools to assess sport psychology supervisor’s 

competence are lacking. Future research could utilize the findings from this study to develop a 

quantitative scale that measures supervisor competencies in sport psychology. This new scale 

would continue the efforts of Andersen et al. (1994) by establishing a reliable and valid measure 

of supervisor competence that could be used for research and applied contexts. Assessing 

supervisors and their provision of supervision is essential, as effective supervision is a 

cornerstone of maintaining the standard of the profession by ensuring that supervisees develop 

the necessary competencies for practice (Watson, Zizzi, Etzel, & Lubker, 2004). 

The results of this study are consistent with previous literature suggesting that supervisors 

in sport psychology need training that goes beyond the training required for becoming a SPC 

(Andersen et al, 1994; Silva et al., 2011; Van Raalte et al., 2000). Most supervisors in this study 

stated that graduates of their program who are CC-AASP eligible need additional consulting 

experiences prior to becoming competent supervisors. Similarly, Tod et al. (2009) discussed the 

competencies needed for effective supervision provision stating that supervision is a different 

craft than sport psychology consulting and thus requires an additional skillset. Just as not all 

successful athletes become effective coaches, not all effective SPCs are effective supervisors.  

There needs to be a higher standard of competencies required to become a SPC 

supervisor than just being a certified SPC. Sport psychology supervisors need more hours of 

direct consultation, education about supervision theories and research, as well as experience 

receiving meta-supervision. Further, all supervisors working in R1 universities reported 
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supervisors need administrative skills in order to provide effective supervision. In the field of 

sport psychology, supervisors need to determine how to structure supervision in a way that will 

work with the format, culture, constraints, and resources of the program. Understanding the full 

context within which supervision is provided requires time and experience. A neophyte SPC will 

likely require additional time to understand and work within the system so that they are prepared 

to make adjustments and improvements to the existing supervision structure. From the results of 

this study supervisors can approach selecting an approaches and structure to supervision that has 

been identified by expert supervisors as effective to enhance competence development of 

supervisees.  

As with any study, there are some limitations of the current study that are important to 

address. First, supervisors who chose not to participate in the study may be different than those 

who did which may impact the generalizability of the results. Supervisors who did not participate 

in the study may have lacked time, or alternatively, found the topic of supervision unappealing, 

which are fundamentally different reasons. While this poses a limitation to the study, the 

supervisors who did participate are heterogeneous and represent a wide array of sport 

psychology graduate programs in the U.S. The supervisors sampled have varying backgrounds 

and training both in sport sciences and psychology, and have extensive experience as SPCs and 

supervisors. Another limitation of this study is the descriptive nature of the data, which makes it 

difficult to draw conclusions about other programs. However, intensity and critical sampling was 

used for participant recruitment and saturation of data was achieved, suggesting that this study 

provides a satisfactory understanding regarding the state of supervision provided across different 

programs. For example, when it was felt that some questions regarding the supervision provided 

in a specific program remained unanswered, a second supervisor from the same program was 

interviewed to fill in the gaps. Future studies should survey the utilization of the supervision 

practices identified in this study and assess the frequency of the provision of different formats of 

supervision to establish comparative assessment of supervision in the different training 

programs. 

To date, the field of sport psychology has adopted supervision guidelines from 

neighboring fields, mainly clinical and counseling psychology. Tod and Lavallee (2011) 

previously identified problems with adopting guidelines for supervision from neighboring fields 

without proper modifications that address the constraints mentioned by the supervisors in this 
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study. They recommended developing a subset of supervision guidelines specifically for sport 

psychology that take into consideration the unique nature and constraints within which both 

exercise science-based programs and psychology-based programs operate. These guidelines 

should be realistic and promote competencies that are unique to SPCs. While supervision has 

received more attention recently in the professional sport psychology literature, and the AASP 

has progressed towards identifying a clear set of competencies necessary for the practice of 

applied sport psychology (Rosen & Lipkins, 2016), currently, the guidelines for supervision are 

limited besides those specified for the mentored experience requirement (i.e., a minimum of 50 

hours of face-to-face mentorship, electronic mentorship, direct supervision). From the results of 

this study a training module for supervisors can be created that will target developing the most 

cardinal competencies for the provision of supervision in sport psychology.  

 It is important to note, however, that supervisors had mixed reactions to the changes in 

the AASP certification program regarding service provision and supervision. While supervisors 

appreciated the effort to improve the certification program, some supervisors feared that sport 

science-based programs may become marginalized, especially those in R1 universities. The 

amount of supervision and direct supervision provided in these institutions will remain limited as 

supervisors typically experience more constraints in providing supervision. In these institutions, 

faculty members are expected to focus on research and generate grant funding, teaching, and 

other institutional responsibilities among which is supervision. Further, supervision provision in 

these institutions rarely counts towards the supervisor’s course load or used as a metric for 

faculty evaluations. While the AASP continues to solidify the field by setting clear criteria for 

practice and supervision, it is vital to recognize and address substantial differences in resources 

allocated to supervision across the different programs. The AASP should continue to improve the 

field while respecting the history and diversity of training programs as that is one of the strongest 

characteristics of the field.  

 In conclusion, supervision in sport psychology is similar to that of clinical and counseling 

psychology, yet the boundaries within which SPCs operate are different and thus suggest 

adjustments should be made to the supervision process. Findings from this study indicate that 

specific adjustments can be made to enhance the process of supervision. In addition, there is not 

a single universal approach or structure that is ideal for developing service delivery 

competencies, rather the structure of supervision must match the needs and constraints of the 
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program. However, there are distinct supervision practices that can and should be employed 

when training and supervising neophyte SPCs. Maintaining a high standard of service provision 

will continue to highlight the unique contribution of SPCs with athletes, sports organizations, 

and performers. This standard can only be sustained if supervision continues to be recognized as 

a key component in the progression of the field of sport psychology and resources will be 

directed towards research and practice of supervision, as it assures SPCs are competent and 

effective in helping athletes enhance their performance.  
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APPENDIX B 

 

INFORMED CONSENT FORM 
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APPENDIX C 

 

INTERVIEW SCHEDULE 
 

Instructions: The purpose of this interview is to gain understanding of the manner by which 

doctoral students are trained into becoming sport psychology consultants while focusing on the 

type of supervision you provide to your supervisees, and to gain insight into what supervision 

practices work and what may not work from your experience and with respect to the reality of 

your program. For the purpose of this investigation, we define supervision as the provision of 

mentoring, training, monitoring, and evaluating of graduate students who are practicing applied 

sport psychology and are pursuing AASP certification (i.e., the supervisees). Because we are 

interested in understanding YOUR experiences and perspective on supervision, there are no right 

or wrong answers. We only want your honest opinion. If there is a specific question that you 

don’t feel comfortable answering, please let me know and we will move on to the next question. 

Do you have any questions before we get started? Ok, we are now ready to begin.  

1. How do you structure and organize supervision? 

Why do you structure and organize supervision in this way? 

Any other reasons you structure supervision in this way? 

Repeat until saturation 

2. What supervision practices do you currently use with your supervisees?   

Any other supervision practices you implement with your supervisees? 

In what ways is [insert supervision practice] effective in preparing your 

supervisees to become competent sport psychology consultants? 

Repeat until saturation  

3. Are there specific supervision practices you employ that you think are really unique? 

Please elaborate on these practices and describe what makes them unique. 

Any other unique supervision practices you use? What makes them unique? 

Repeat until saturation 

4. Are there any supervision practices that you do not currently use that you think would 

help prepare your supervisees to become competent sport psychology consultants? 
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Are there any other supervision practices you do not currently use that you think 

can be effective in preparing your supervisees to become competent sport 

psychology consultants? 

Repeat until saturation  

5. What are the barriers or challenges you experience that interfere with your ability to 

provide effective supervision to your supervisees?  

In what ways, does [insert barrier] interfere with your ability to provide effective 

supervision? 

Any other barriers or challenges to providing effective supervision? How does 

[insert barrier] interfere with your ability to provide effective supervision? 

Repeat until saturation  

6. What are the essential competencies to be an effective supervisor? Why are these 

competencies important? 

Any other important competencies to providing effective supervision? Why? 

Repeat until saturation  

7. What missteps/mistakes, if any, have you made as a supervisor? 

Any other missteps/mistakes you made in the provision of supervision? 

Repeated until saturation   

8. To what extent do you think that graduates of your program that are eligible to become 

CC-AASP are competent to provide supervision to graduate student supervisees?  

If not competent to provide supervision, what education, training, or experiences 

is needed? 

If competent to provide supervision, what education, training, or experiences, if 

any, helped make them competent to supervise graduate student supervisees? 

9. Would you like to make any additional comments, clarify, or expand on any comments 

made during this interview? 

Any other comments or clarifications? 
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Thank you very much for participating in this study and for sharing your experiences. The 

information you provided today is essential for gaining a better understanding of how we can 

provide effective supervision to graduate students that are training to become sport psychology 

consultants. As noted before, this project is supported by AASP; the good news is we are able to 

provide some compensation for your time. I would like to send you a $150 gift card for a store of 

your choice (example: Amazon, Walmart, Target, BestBuy…). Please let me know which store 

you’d like the gift card for and where it should be sent to.  

Once we are finished transcribing this interview I will send you the transcript and offer you the 

opportunity to review it. If you feel that any part of the interview transcript does not accurately 

represent what you think, or you would like to add/subtract any information, please let me know 

and I will be happy to do that.  

Just one final question if you don’t mind 

Do you think that supervision in sport psychology is different from supervision in 

clinical psychology or counseling psychology? How so? 

 

Again, I thank you for your time and participation in the study. If you have any questions or 

concerns regarding this study, you can contact me or Dr. Graig Chow 
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APPENDIX D 

 

DEMOGRAPHIC SURVEY 

 
Thank you for agreeing to participate in this study. In this brief survey you will be asked to respond 

regarding your supervisory experiences as well as supervision practices that take place in your program. 

For the purpose of this investigation, we define supervision as the provision of mentoring, training, and 

monitoring, of graduate students who are practicing applied sport psychology in your program and 

pursuing AASP certification. 

 

 

Name of your University 

________________________________________________________________ 

 

 

What academic department is your program located in? 

________________________________________________________________ 

 

What category does your university fall under with the Carnegie Classification of Institutions of Higher 

Education? 

o Research Universities (RU/VH)—very high research activity (i.e., Research 1)  

o Research Universities (RU/H)—high research activity (i.e., Research 2)  

o Doctoral/Research Universities (DRU; i.e., Research 3)  

o Other ________________________________________________ 

 

 

How many AASP certified consultants do you have in your program? 

o Full-time Faculty ________________________________________________ 

o Lecturer ________________________________________________ 

o Adjunct ________________________________________________ 

o Other ________________________________________________ 

 

 

How many supervisors of applied sport psychology are there currently in your program? 

________________________________________________________________ 

 

 

How many students in your program are receiving supervision for their applied sport psychology work?  

________________________________________________________________ 

 

 

Of those providing supervision of applied sport psychology to the students in your program, how many 

receive monetary compensation specifically for this task (e.g., adjunct professors who are paid for 

providing supervision or faculty who have supervision responsibilities count toward their workload)?  

________________________________________________________________ 
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Are the following applied sport psychology opportunities typically available for Masters and Doctoral 

students in your program for the following age/competitive levels? 

 Doctoral students Masters students 

 Yes No Yes No 

Children (under 10 years old)      

Adolescents (10 to 18 years old)      

High School      

University Club      

University Varsity      

Semi-Professional      

Professional or Olympic Level      

Other, please specify      

 

What methods of consulting do your graduate students in your program employ? (Choose all that apply) 

o Face-to-face  

o Teleconference  

o Videoconference  

o Indirect contact via email  

o Indirect contact via text  

o Other, please specify ________________________________________________ 

 

What type(s) of documentation from consulting sessions do you expect/require your supervisees to 

complete? (Choose all that apply)  

o Summary of session  

o Progress notes  

o Agenda or session plan  

o Personal reflection  

o Other, please specify ________________________________________________ 

 

Where (physical location) do your graduate student consultants do their applied work? (Choose all that 

apply) 

o At the field/court/pool etc.  

o Team facility (e.g., locker room, training room)  

o Designated area for consulting purpose  

o Academic meeting room  

o Other, please specify ________________________________________________ 

End of Block: Default Question Block 

Start of Block: Block 2 
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In the following questions you will be asked to provide some information regarding your Doctoral 

program 

 

What type of degree is offered by your program? 

o PhD  

o PsyD  

o EdD  

o Other, please specify ________________________________________________ 

 

How many doctoral students are there currently in your program? 

o Female ________________________________________________ 

o Male ________________________________________________ 

 

How many Doctoral students in your program are currently receiving supervision for their applied sport 

psychology work? 

o Female ________________________________________________ 

o Male ________________________________________________ 

 

Are there Doctoral students in your program who consult, that do not receive supervision for their applied 

sport psychology work? 

o Yes  

o No  

 

Do Doctoral students enroll in course credits/hours in order to receive supervision for their applied sport 

psychology work? 

o Never  

o Occasionally  

o Very Often  

o Always  

 

Please indicate the types of experiences Doctoral students who are involved in applied sport psychology 

in your program typically participate in throughout their training:  

 
Yes No 

Percent of Doctoral students who 

participate in this activity 

Shadowing/Observing the Applied Work of an 

Experienced Student 

   

Shadowing/Observing the Applied Work of a 

Supervisor 

   

Consulting directly with teams    

Consulting directly with individual clients    

Participating in group supervision    

Participating in individual supervision    
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What class work, if any, is required for your Doctoral students prior to beginning applied sport 

psychology consulting work? (please specify the course/s title/s) 

________________________________________________________________ 

 

On average, how many minutes per week do Doctorate student in your program consultants spend on the 

following applied sport psychology tasks?  

 None 
1-30 

minutes 

31-60 

minutes 

61-90 

minutes 

91-120 

minutes 

> 120 

minutes 

Observing  o  o  o  o  o  o  

Preparing  o  o  o  o  o  o  

Doing group sessions  o  o  o  o  o  o  

Doing individual 

sessions  
o  o  o  o  o  o  

Supervision/mentoring  o  o  o  o  o  o  

 

Direct supervision refers to time spent by a supervisor in observing the supervisees' skills within the sport 

or activity. This includes on-site live observation or visual observation via video recording, distance 

learning technology, etc. What methods of direct supervision does your program provide?   

o None  

o In person observation  

o Review of audio recording  

o Review of video recording  

o Other, please specify ________________________________________________ 

 

Skip To: Q18 If Direct supervision refers to time spent by a supervisor in observing the supervisees' skills 

with... = None 

 

On average, how many hours of direct supervision do Doctoral students in your program 

receive throughout the duration of their training?  

________________________________________________________________ 

 

What is the average time period a Doctoral student typically consults with a given team? (Choose one)  

o Less than one semester  

o 1 semester  

o 2 semesters  

o 3 semesters or more  

End of Block: Block 2 

 

Start of Block: Block 3 

The following questions refer to your Masters program 

 

Do you offer a Masters degree in Sport/performance psychology or a related field? (e.g., sport sciences, 

kinesiology, counseling with an emphasis in sport psychology, exercise psychology) 

o Yes  

o No  
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Skip To: Q37 If Do you offer a Masters degree in Sport/performance psychology or a related field? (e.g., 

sport sc... = No 

 

Degree earned (choose one):  

o MA  

o MS  

o Other, please specify ________________________________________________ 

 

How many Masters students are there in your program? 

o Female ________________________________________________ 

o Male ________________________________________________ 

 

How many of your current Masters students are receiving supervision for their applied sport psychology 

work? 

o Female ________________________________________________ 

o Male ________________________________________________ 

 

Do Masters students enroll in course credits/hours in order to receive supervision for their applied sport 

psychology work? 

o Never  

o Occasionally  

o Very often  

o Always  

 

Are there Masters students in your program who consult, that do not receive supervision for their applied 

sport psychology work? 

o Yes  

o No  

 

Please indicate the types of experiences Masters students who are involved in applied sport psychology in 

your program typically participate in throughout their training:  

 

 
Yes No 

Percent of Masters students who 

participate in this activity 

Shadowing/Observing the Applied Work of an 

Experienced Student 

   

Shadowing/Observing the Applied Work of a 

Supervisor 

   

Consulting directly with teams    

Consulting directly with individual clients    

Participating in group supervision    

Participating in individual supervision    
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What class work, if any, is required for your Masters students prior to beginning applied sport psychology 

consulting work? (please specify the course/s title/s) 

________________________________________________________________ 

 

On average, how many hours of direct supervision do Masters students in your program 

receive throughout the duration of their training?  

________________________________________________________________ 

What is the average time period a Masters student typically consults with a given team? (Choose one)  

o Less than one semester  

o 1 semester  

o 2 semesters  

o 3 semesters or more  

 

 

The following questions refer to your experience in providing supervision.  

 

Do you have experience providing applied sport/performance psychology services? If yes, for how many 

years? 

o Yes, I have ______ years of experience 

________________________________________________ 

o No  

 

Do you currently provide applied sport/performance psychology services? If yes, how many hours per 

week? 

o Yes; I do _____ hours of applied work on a typical week 

________________________________________________ 

o No  

 

Skip To: Q42 If Do you currently provide applied sport/performance psychology services? If yes, how 

many hours pe... = No 

 

Are you currently receiving supervision for your applied work?  If yes, how many hours of supervision 

per month do you receive? 

o Yes, I receive ____ hours per month of supervision 

________________________________________________ 

o No  

 

Have you ever received supervision for your applied work? Is yes, for how long? 

o Yes, for ______ years ________________________________________________ 

o No  

 

How many years have you been providing supervision?  

________________________________________________________________ 

 

On average, how many hours per month are you supervising others? 

________________________________________________________________ 
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Have you ever received supervision for providing supervision?  

o Yes, for _______ years ________________________________________________ 

o No  

 

Are you currently receiving supervision for providing supervision? If yes, how many hours of supervision 

per month do you receive? 

o Yes, I receive ____ hours per month of supervision 

________________________________________________ 

o No  

 

What is your specific training for the provision of supervision? Please select all that apply 

o No training in supervision  

o Specific course(s) in supervision  

o Covered as part of course(s)  

o Independent study (e.g., reading books, journal articles, videos)  

o Workshops  

o Other ________________________________________________ 

 

Are you a licensed psychologist? 

o Yes  

o No  

 

Thank you very much for participating in the survey. We will follow up soon with the interview. 

 

End of Block: Block 3 
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